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ABSTRACT

The present study was designed to investigate the relative
effectiveness of Model=-reinforcement and systematic desensitization
group counselling techniques in fOStering academic performance.

The review of the literature is presented in the following sequence:

(i) Dimension of the problem of poor academic performanec

(ii) Early and significanf studies and writings on poor

academic performance.
(i1i) sStudies on group cpunselling in relation to academic
performance.

(iv) Some efforts gnd recommendations for the improvement

of poor academic performancea
The subjects of the study were 144 Form four students (72 boys
and 72 girls) randomly drawn from the population of lew achieving
students of two secondary schools in Ijebu-Ode, Ogun State of
Nigeria. On2 school was for the model-reinforcement group
counselling while the othér school was for desensitization group
counsellings Baseline and criterion data were collected on four
variables; nawmely, pre and post test scores of 8=21f - Appraisal

of Academic Ability Sgale (SAAAS), Progressive Matrices Test
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(PMT), English Achievement Test (EAT) and Mathematics Achievement
Test (MAT).

The treatment for the experimental subjects was once a week.
The data collected were put inte a 3 x 3 x 2 factorial design,
where the independent variables included (a) model - reinforcement
group counselling for subjects arranged in general, triadic and
trdadie and dyadlc groups; (b) desensitization group counselling
for subjects arranged in general, triadic and dyadic ércups versus
no treatment groups, and {¢) male subjects versus female subjects.
The main effects and interacgtion were tested in five null hypotheses
stating that within reference tq "a", "b" and 'c", there is na
significant difference in academi¢ performance and degree of academic
invelvement of both the experimental and contreol groups.

The data collected befare and after counselling were sub jected
to analysis of covariance. The results of the study lend support
to the conclusions which follow. First, counselling in both modela
reinforcement and desensitization is more effective than no counselling
in improving academic performani:e - English Achievement Test (F = 68.619,
df 1/140, Pd’-.ooi}, Mathematics Achievement‘ Test (F = 562.538e8F W40,

P £ .001); and also in increasing the degree of academic involvement -
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(F = 7.442, df 1/140, P &.001). Second, model - reinforcement
group counselling is as effective as desensitization group counsel-
ling for improving academic performance - Engliek Achievement Test
(F = 0.496, df 2/138, P = NS); Mathematics Achievement Test
(F = 2.962, df 2/138 P = NS); and also, no differential effectiveness
was found among the two therapies in increasing the degree of
academic involvement (F = 1.852, 2/138, P = NS)e Third, that, The
group dynamics had no significant effects on the degree of academic
involvement of subjects treated under The two group counselling
strategies (F = 2,257, 3/138, P = NS).

Based on the results and findings of the study, the majer
implications for counseiling were discussed; directions for |

further research were presented.
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CHAPTER ONE

BACKGROUND TO THE STUDY

Introduction

Man is one of the most important agents of development in
any nation., This is why man must be intellectually equiped
through the educational process. Eesinde1 pointed out that
the quality and level of education acquired by an individual
determines the quality and amount of his econtribution to national
development. To understand and promote change, one requires a
certain level of education. Education, is generally considered
all over the world as one of the catalysts for social, political
and economic transformation. 1In any nation, education may be
described as an agent that promotes human survival. This, of
course, justifies the huge sum of amount allocated to education
by the government. |

In recent years, we have experienced an unprecedented growth
in the number of students attending secondary and post secondary
institutions, Within the last decade there has been students
population explosion throughout the country. A look at table 1

e e e

1« Gesinde, S, A., "Educational Counselling for adolescents
and youth." Paper presented at the workshop
on adolescents and youth counselling, 1982,
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nbviously shows the evidence to support this claim. In 1977,

for example, 22 new secondary schools were opened in Ogun

State of Nigeria, bringing the number of such schools in the

State to 106, with a school population of 50,674, At that time,

the government was aware that not all children who were qualified

to enter secondary schools could bs offered admission. The

validity of this statement is establishsd when in 1977, of the

106,000 pupils who sat for the common entrance examination into

secondary sechools in the State, only about 26,500 could be offered

admission. The need for the establishment of new secondary schools

and the expansion of the existing ones is therefore very clear.
Another example from table 1 to s&pport this view, is Oyo

State; where enrolment in primary schools rose to 1.3 million

children at the beginning of the 1981 - 82 school year. At the

beginning of the 1981 - 82 academic year, 135,000 primary

school leavers were successfully placed in class one, of Oyo

State Secondary Schools. This, of course, brought the

population of pupils in the 715 secondary schools in the state

to 354,400,
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NUFRER OF SECONDARY GRAMIAR/CO: MERCIAL 3CHOOLS AND THIII
1575 - 76 1976 - 77 1977 - 78
e ok

N®. State izh;il Enrclment ﬁghgéls ﬁnrclm?nt.zzh;ils Entrolment
. Apambea 95 64,601 131 80,346 186 97,313
2, Bauchi 10 4,225 10 4,697 12 5,132
*3. BRendel 149 82,407 147 95,330 167 107,058
8. BGenue 58 14,311 69 22,355 75 30,4%C
5. 3ernc 17 5,282 17 6,240 23 8,231
€. Cress Liver : 91 40,213 98 50,362 134 65,341
7. Gongola 18 6,405 22 8,068 27 10,25
8. Tie 127 85,998 187 110,140 221 155, 855
9. Kaduna 29 18,606 34 23,680 40 32,440
10. Kwara 70 27,856 78 31,806 80 38,242
11. Kano 20 7,482 25 10,095 30 13,987
12. Lagos 110 64,232 93 78,331 98 82,956
13. Niger 13 4,342 14 5,048 17 6,312
14. Ogun 99  43,,12 97 46,938 106 502,674
15, Cndo 233 72,081 261 77,468 261 81,87
i6. Oye 261, 113,237 300 128,136 293 147,736
17. Plateau 32 - 11,330 43.. 12,534 40 16,57:
18. Riyers 52  32,08€ 52 33,027 87 49,53°
19. 3ckoto 23 6,367 22 6,553 22 7,630

Nigeria 1,513 704 ,917 1 560 832 154 1,

STATISTICS OF

L T e

EN

TABLE 1

S T e

928 1 OO?,9£2

e L S

SECOMDARY EDUCAWTION T NITER

1275=76 - 1980--81

................. T | b — L M k. RNl S il . A

k.

R ——————— s 4a w ns)

1278 .- ™ 1979 ~ 80 1930 - 81
e o N
Séhggks*nrulment ézhgi . FnrolmmntN'hzil Ertolment
245 112 786 370 145,780 445 175,588
25 £,407 48 13,359 49 1,924
7 122,662 267 185,216 467 255,366
158 46,728 183 44,728 185 46,970
23 10,381 59 %,000 59 14,700
172 87,506 210 105,417 440 126,495
35 15,233 44 19,983 44 20,982
276 173,935 350 251,000 410 240,000
4z 35,318 74 34,738 74 44,837
75 47,725 105 60,657 161 74,739
36 16,957 33 19, 768 48 55,034
75 19,139 125 154,000 226 215,600
7 7,640 27 10,770 27 11,308
119 54,000 151 73,071 1325 125,326
252 85,588 252 139,25¢ 419 203,815
323 155,476 378 204,318 687 262,229
54 20,914 75 ‘26,638 75 27,970
55 48,829 97 74,606 137 81,644
265 S,628 58 20,565 58 21,593
, 258 1, 159,4C3 2,908 1,557,877 4,334 2,226,124
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A major problem faced by those who desire secondary school
education, those who will bear the brunt of financing that education
and those who will help others make such decisions, ig the basic
consideration of the possibility of academic success. This
emphasises the necessity for research in many divergent areas
relative to the improvement of academic performance. Each school
teacher, no matter what title he bears, in talking with a2 pupil about
school, formally or informally discusses the need for success. The
parents are worrird about the same issue, while the pupils them-
selves are interested in their chances of success or failure.

The concern, with the issue of improving academic performance
has also increased in recent years. The reasons for this, canbe
attributed to the increase in student population and without
corresponding increase in the expansioﬁ?%acilitias, the then
automatic promotion in some states of the country, and attitude
towards education generally by pupils and society. This concern
is reflected in public opinions, newspapers, and general comments
of the community at large, that the standard of education is falling.
The government, the parents and even the teachers too are not left
out as complainants about the falling standard of sducation,

The concern is equally justified by the fact that, the



West African School Certificate results of the past few years
have not been encouraging. Mere than half of the candidates who
took the West African School Certificate Examination (WASCE)
between 1976 and 1983 failed according to figures of the test
African Examinations Council (WAEC). The average percentage
of failure was punctuated only in 1979 when 122,027 (69.5
percent) of the 175,431 candiates passeds The West African
School Certificate, obtained after a successful five - year
secondary education, is the stepping stone in life, for a white
collar job or a studentship in the unversity or a higher education
institution. The table 2 gives, a vivid picture of the figure and
percentage failures in WASCE of the past few years.

Another evidence to support the downward trend in the quality
of eaur education can also be obtained from the tab%e 3, which
gives a clear picture of the steady increase in schocl pepulation

and the percentage of failures in WASCE of the past years.
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TABLE 2

WAEC 6 - YEAR FIGURES ON SCHOOL

CERTINICATE EXAMINATION

YEAR ENROLMENT PASSES FAILURES

1976 129,543 55,952 (L3.19%) 69,614  (53.73%)
1977 89,993 34,852 (38.7%) 51,163 (56.8%)
1979 175,431 122,027 « (69.5%) 51,404 (29.30%)
1980 193,767 81,576 (L2%) 102,191 (52.7%)
1982 254,330 109,5Ll  (L2%) 145,786  (57.3%)
1983 367,640 173,894 (L7%) 193,746  (L3%)

* By the Courtesy

of WAEC; Lagos.
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TABLE .

WASCE RESULTS - SHOWING NUMBER

SITTING AND PYRCENTAGE OF FAILURES

YEAR ENROLMENT PERCENTAGE OF FAILURES
1959 5,125 29.5
1960 6,135 32.5
1961 7,73k 30.2
1962 8,756 39.7
1963 10,575 L5.3
1964 13,117 48.8
1968 14,503 46.9
1975 74,983 52.6

¥ By the Courtesy of WAEC, Lagos.
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This notion about the falling standard of education,
though apparent, is one of the most difficult facts to establish.
To make a good case, ong has to look into the various facets of
the complaint. The government on her own part feels that the
standard of education has fallen to that ridiculous level that,
they hardly recognise the primary school leaving certificate
any longer., UWhereas, the holders of the first school leaving
certificate in the past, were gainfully employed by the govern-
ment functionnaries, no such job opportunity is open to such
certificate holders these days. Asof now, many of our
secondary school leavers are deemed incompetent for the
different types of job in both public and private sectors of
our economy. The reason for this can be attributed to the
poor performance of these students in WASCE, as percentage of
failures increases from year to year (Table 3).

One other reason for the increased interest in improving
the present academic performance of our students, is not
unconnected with the financial committment of both the Federal

and State governments in sducation. An examination of table 4
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TABLE 4

CAPITAL EXPENDITURE BY GOVERNMENT

ON EDUCATION (1981 - 85)

STATE STATE GOVERNMENFLO;AL GOVLRNMENT TOTAL STATE L.G.A.'S
& MILLION # MILLION. # MILLION.
Anambra 184,200 35,100 219,310
Bauchi 123,684 106,550 230,234
Bendel 300,000 128,208 428,208
Benue 112,040 51,279 163,310
Borno 264,100 68,940 323,040
Cross River 173,789 89,501 213,290
Gongola 209,574 68,067 277,641
Imo 121,520 46 ,000 167,520
Kaduna 255,224 129,550 384,774
Kano 408, 300 168,811 577,311
Kwara 205,750 220,375 226,125
Lagos 97,724 8,198 105,922
Niger 193,650 38,790 232,440
Ogun 269,820 9,616 279,436
Ondo 241,117 33,128 274,245
Oyo 476,683 2,331 479,014
Plateau 191,245 14,205 205,405
Rivers 226,600 4,400 231,000
Sokoto 198,000 37,000 235,000
e o taer] 253,020 1,000,059 5,253,079
FEDERAL 2,450,000 - 2,450,000
Ll s SO 6,703,020 1,000,059 7,703,079

* By The Courtesy of Federal Ministry of Education - Lagos.
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reveals that education hes cocntinued to consume a substantial
portion of the resources. of the governments. For instance in

Oyo State, during the 1980 - 82 fiscal years, the government

spent for primary school education alone, a sum of 21,3 million

and a provision cf ¥20 million was set aside for secondary education.
Table 5 apparently reveals the financial committment of Oyo State,

in education for the past few years.

TABLE

ALLOCATIONS EARMARKED FOR EDUCATION
BETWEEN 1978 — 82 FISCAL YEARS IN OYO STATE

FINANCIAL YEAR ESTIMATE (%) . PERCENT OF TOTAL (%)
1978 - 79 115,650,000 33.41
1979 - 80 106,308,420 37.35
g 137,929,990 34.35
1981 260,822,050 38.45
1982 283,525,690 36.76

¥ By the Courtesy of the State Ministry of Education - Ibadan,
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Educational costs are therefore, continually stretching
the government budgets, accounting for between 20% and 50% of the
government recurrent expenditures. Educators are therefore concernsd
with how to improve the efficiency of the country's educational
system, particularly how to minimise per capital costs and at the
same time, maximise school enrolment, school retention and
educational performance. Many researchers in the field of
educational economics have often adopted enrolment and schocl
retention factor as the criteria for the puprose of cost-benefit
analysis, thus ignoring academic performance as a factor. In
view of the huge sum of account invested on education by the
government, poor academic performance will obviously lead to
economic waste, in the sense that it could constitute a major
threat to the man-power development of the nation. Unless the
causes of poor academic performance among students are carefully
identified and rectified, it will be difficult to improve the
country's present educational standard.

In a success-oriented society, academic achievement, is a
significant measure of success in life. The reason for this cannot
be far fetchedy; it provides the singular index of intellectual

1
ability and aptitude for an individual. In line with this, Akinboye

1+ Akinboye, J.0.: How to study and pass important Examinations:
A psychological approach, Ibadan Maritime,
Printers, 1980.
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rightly pointed out that, academic achievement serves as the only
clear-cut measurs of students and adequacy for a life career.
+ The problems of poor academic performance are numerous and

may have many effects on the pupils, the family and the natiaon,
This, of course; generates other consequences such as dropping
out of the school system, truancy, examination malpractices, mass
unemployment, maladjustment and a lot of other ills which ars
prevalent in the society. The effect of poor academic performance
on the pupils can be noticed in a number of ways. It affects, the
pupil's self-concept, social relationship and his motivation. The
pupil sees himself as a failure aﬁd therefore could not succeed in
life. All these, of course, could go on leading the pupil to take
negative decisions against himself such as committing suicide.

There is also the tendency that an unachisving pupil will
have no motivation toward life generally and to learning, which can
make him adjust to the type of personalities he should identify with
and this could cause poor academic performance. If such a pupil
is a big boy, he may compensate for his low achievement by becoming
a bully and sometimes he becomes withdrawn, aggressive and so
develop a number of undesirable traits. He could even become
deliquent and unable to get on properly in school as suggested by

Bakare. Most developing countries, of which Nigeria is one, are
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striving for mass and comprehensive education, so that the socisty's
values, attitudes, bebaviours and culture might be improved. Such
objectives can only be achieved with good academic performance
on the part of the pupils of such a nation., Poor academic
performance, may keep a nation perpetually under-developed and
thus uhable to compete with other developing or developed
countries, economically, socially and politically.

The issue of poor academic performance, is not taken lightly
by the individual himself, his family, the teacher and the society
at large, To date, teachers, students and the parents have kept
on exploring new methods of helping pupils improve their academic
performance, Furthermore, the various sﬁate governments continue
to organise conferences, workshops as well as promoting in-service
programmes for teacher and guidance counsellors. All these efforts
are geared towards oiling the teaching-learning machinery, soc as to
improve school performance.

From all indications, it seems not many of these supportive
measures have been able to yield any noticeable result. Although,
attempts have been made in addition to improve school achievement,
through a step-up programme in the training of qualified teachers
and other personnels for our secondary schools yet it still appears
that the quality of education that goes on in the school has much

to be desired. It, therefore, becomes necessary to experimentally
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try other forms of supportive programmes to improve the quality
of our education.

Purpose of the study

The study is designed to determine how best the poor academic
performers could be assisted through two of the group counselling
strategies, in improving their levels of academic performance.

The study is equally taking cognisance of the fact that, if
emotional factors are involved in poor academic performance,

then behavioural group counselling should be effective in
increasing school achievement, This present study therefore, is an
attempt to investigate the differential effectiveness of two
different strategies of group counselling in fostering academic
performance and involvement, as well as to reduce fear experiences
associated with study.

Theoretical Focus of The Study

Behavioural counselling does not have a set of approved
techniques. A variety of techniques are used to help clients achieve
the desired behaviour changes., One of the outstanding observations
of the literature on the improvement of academie performance is
the plethora of interventions suggested for increasing academie
achievement. In the long list of the reported treatment modalities;

one finds procedures such as systematic desensitization and self-study
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instructions, autogenic relaxation, cue-controlled relaxation,
covert positive reinforcement, cognitive modification, rational-
emotive treatment, implosive therapy, and modeling, to mention only
a few,

The implications of the existence of this long and diversified
list are not entirely clear, One possibility is that the diversity
of the recommended treatements reflects a stage of uncertainty marked
by the lack of consensus regarding the most effective forms of
improving poor academic performance. On the other hand, it could
also signify a positive trend of supplying a variéty anf treatment
options to choose frem, in rendering services. This may have a
substantial appeal fo practising counsellors whe recognise that no
single treatment can be equally effective for every client and who
are frequently confronted with the task of adjusting treatment
procedures to suit the needs of the individual case. 1In that respect,
widening the range, 6f effective treatment eptions might be regarded
as useful development.

Despite their diversity, however, the counselling apprcaches
for poor academic performance seem to have cne intereésting characteristic

in commeon. 4And that is nearly all of them stem from learning principles
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and utilize psychological technologies associated with behaviour
therapy. For the proponents of the behaviouristic approach, this
represents an asset, an added validation for their orientation. But
for those psychclogists who adhere to other appreaches,; widening the
range of treatment options within the traditional behaviouristic
framework may have a rather limited appeal.

The main focus of this study is therefore the use of two
techniques within the framework of behsvioural group counselling
in fostering academic performance. The two technique packages are
briefly presented below.

(A) Model - reinforcement group Counselling

The use of models in counselling is based upon the

social learning posited by Bandura '’ 2*

Group counselling has
generally been used with a number of individuals sharing a common
problem. However, te gathering of a group of people with similar
problems may lead to a pool of ignorance about how to deal with

the problem or to a peer reinforcement of sceially inappropriate

behavicurs. If the group members arc to learn more appropriate

1+« Bandura, A.: Principles of Behaviour Modification New York:
Holt, Rinehart and Winston, 1969.

2. Bandura, A.: Social Learning Theory. Englewocd Cliff:
N. J. Prentice - Hall, 1977.
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behaviours, it may be necessary to inject examples of the desired

responses into their world. Models can be presented as examples

of the desired behaviour or as examples of ways in which problems

can be sclved., The basic assumpticn of modeling is that most

learning resulting from direct experience can also be learned

through vicarious reinforcement or imitative learning. The use of

models to help clisnts can be employed for three general client

goalss—
(1)

(i1)

Learning of a new or novel bechavicur. Observing a

model perform a behaviour can help clients learn the
necessary skills to pérform the same behaviour.

Weakening (inhibiting) or strengthening (disinhibiting)

a behaviour alrcady learned. The client may already

know how to perform the behaviour but may not be performing
it at a2 desired level, The use of modeling in counselling,
can therefore have the effecect of increasing or decreasing
the rate of performance of the behaviocur by the client.
Viewing the consequences as expericnced by the model
alters, the self - expectancies of the client. Client's
self-expectancies are the thoughts that they have a
probability of experiencing similar consequences if they

perform the modeled behaviour.
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(iii) Respcnse facilitation. Viewing a model perform
a desired behaviour affects the client's performance
of a previously learned behaviocur in situations where
there are no constraints. Observing the model provides
the client with cucs o cnact the learned behaviour.

The observation of a model, is used typically with a counsellor
and provides needed attentional cues, feesdback, and rehecarsal guides.
The act of learning through observation of a model has four major
processes. A8 described by Bandura1, these processes involve:-—

(a) Attentional processes = Processes dependznt upon

the medeling stimuli (distinctiveness; complexity,
functional value) and the characteristics of the
observer (sensory capabilitieé, perceptual set,
learning history) to regulate the sensory registration
of the action modeled.
(b) Retention processes = Processes that govern how well
the mocdeled actions are converted and stored cognitively
by the client for use as future guides for behaviour (coding,

cognitive organizstion, symbolic and motor rehearsal).

1. Bandura, A, 1977 Op. Cit.
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(c) Motor reproduction processes = Governing processes for
the integration of the components of the modeled bhehaviours
into patterns that are necessary for future performances
of the behaviour by the client (physical capabilities,
skills, feedback accuracy).

(d) Motivational processes = The processes of external,
vicarious, and self - reinforcement which serve as
motivaters for the client to perform the modeled behaviour
overtly.

The processes summarised above provide guides to the counsellor
for the construction of the modeling aids te be used and for the manner
in which they are to be used with clients. Following the establishment
of a counselling geal, modeling can be used to help clients attain their
goal. The four major processes of modeling are integrated into the
utilization of model in counselling. While the specific choices of
the modeling technique components vary for each client, the procedures

employed typically include attentional of a model and guided practice.

(B) Desensitizatien graup counselling

Systematic desensitigation in groups, is a technique which
counsellors are using to help clients who are experiencing unpleasant

emotional reactions. Basically, this precedure consists of describing
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situations which are increasingly anxiety producing ("an anxiety
hierarchy") to a deeply relaxed client until he is able to visualize
the most stressful scenes on the list without anxiety.

Desensitization can be conceptualizzed in terms of the psychological
principle of counterconditicning. Extinction of the unpleasant emotiocnal
reactions occurs because the usual anxiety responses cannot take place,
when the client is experiencing more pleasant stimuli (for example,
deep relaxation). Since one can not be relaxed and anxious at the
same time the anxiety can be systematically reduced by pairing the
eliciting stimuli with deep relaxation.

WOlpe1 was one of the first psychologists to use the systematic
desensitization procedure in the therapeutic setting. He was the
first to publish an account of the desensitization technique.

Wolpe and Lazarus2 applied this concept to counselling by

proposing a variety of techniques for antagonistic responses selected
by the client and counsellor to be the systematic behaviours in a
mamner that would prevent the symptoms from being expressed. Wolpe

assumes that the client's symptoms are learned or are conditioned

1. Wolpe, J.: Psychotherapy by reciprocal inhibiticn
Stanford; Calif: Standford Univeisity Press 1958.

2. Volpe, J. & Lazarus A. A.: Behaviour Therapy Techniques.
New York: Pergamon Press. 1966,
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havits and since the responses, the counsellor sclects to supprass
may be new hatits that are learned or conditioned, it is appropriate
this form of treatment as counter conditioning.

Wolpe1 theorized that therapy by reciprocel inhibition
suppressed anxiety by evoking a risponse physioclogically antagonistic
to anxiety in the presence of anxicty - producing ones. Required
weres

(a) a strong response (e.g. muscular relaxation to

compete with énxiety,
(b) a graduated hizrarchy of anxiety-provoking stimuli and
(¢) continuous pairing of the “two stimuli (e.g. physical
relaxation and anxiety).
But resesrch over the past 15 years has demoﬁstrated that @esensitization,
‘does not depend on muscular rslaxation, a hicrarchical arrangement of
anxiety provoking stimuli or pairing relaxation with hierarchy items.
Wolpe's original reciprocal inhibition theory is no longer widely
held, except perhaps by himself as an explanation for systematic
desensitization.

Alternative explanations have included systemetic desensitization

as counter-conditicning, as extinction, as graduated exposure, and as

training in coping skills as shown in table 6.

1. Wolpe, J. 1958 Op. Cit.




22,
TABLE 6

ALTERNATIVE EXPL+NATIONS OF SY

STEMATIC

DESENSTITIZATION

Theory

Theeretical Explanations

Therapeutic Development

Reciprocal-
Inhibition

Counter-

Conditioning

Extinction

Exposure

B T T T

Anxiety suppressed by simulta-
neously evoking a response phy--
siologdkally - antagonistic to
anxiety in presence of anxiety

- provoking cuese.

Anxiety is reduced by pairing
anxiety - provoking stimuli with

any non-anxiety response.

Anxiety reduction results from
presenting conditioned emotional
stimuli not follewed by aversive

consequences.

Arousal reactions are reduced
by graduated expssure (direct

experience) te phobic stimuli

Strong anxiety - competing
response graduated hierarchy
of anxiety -~ provoking stimuli
continous pairing of stimuli

with relaxation.

Relaxation and a graded

hierarchy are not essential

“but facilitate fear reduction.

Mooding: Client is introduced
to phobic stimulus and
maintained there anviety

subsides.

Operant shaping: Subjects
contact with phobic stimulus
increased through shaping and
reinforc :ment. Social Modeling:
behaviour displays plus gradual
exposure and practice in
appreaching phobic stimulus and

situations.
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TABLE 6 (Cont.)

Theory Thecretical Explahation - Therapeutic Developmente
]
Ceoping =- Anxiety reduction consciously Cue - controlled relaxation:
Skill mediated during in vivo person learns to perform
exposure, using anxiety as relaxation response in the
cue to prompt non-anxious face of stress-—provoking
response (physical, stimulus. Self - instruct-
cognitive). ional training: person
learns to direct self through
stressful situation using
self-talk and relaxation.

To all these alternatives, can be added another contender, --

effects can be explained in terms of clients' cifferential exrectencies
for success in desensitijation and comparison groupse.

Extensive research reviews ef systematic desensitization explained
the efficacy of the procedure and provided a component analysis.
Current controlled investigations involving the role of client
sxpectancies as an important variable are being conducted. Additional

varijations of the basic procedure are being attempted and examined.
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Explanations of the efficzcy of systematic desensitization in

terms cf opcrant theories (extinction concepts) have been proposed,

and will generate additional study of the basic procedure and classical

conditioning: -~ paradigm. The busic procedure utilizes a veriety of steps

effectively to help clients eliminate or reduce anxiety.

Assumptions Underlying The Study

(1) The first assumption is that, there exists an identifiable

(2)

(3)

group of students who may appropriately be called poor
acdademic performers,

The second assumption is that the objectives of instructional
programmes for poor academic performance can be conceptualized.
Whether the objectives are stated in terms of knowledge of
subject matter, intellectual abilities and skills, psycho-motor
abilities, work methods, attitudes, values creativity, personality
integration, changes in behaviour or in any other terms, the
development of instructicnal programmes and of related
research designs requires that the goals be clearly delincated.
A third assumption is that curriculum and instruction can be
designed to achieve the posited cbjectives, If there is doubt
that, this could be done, there would be no pcint identifying

the pocr scademic performers and in develcping objectives of
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instruction, or in conducting research to ascertain which

of the many possible arrangements might produce better results.
The third assumption implies that questions regarding curriculim
and instruction must be settled so that the poor academic
performers can receive effective education.

A fourth assumption is that programmes for the poor academic
performerg should be based upon evidence and that part of this
evidence must come from good research. Evidence en educational
methods is not the only evidence neededs We need to know

far more than we do now about motivation, aptitudes and their
development and the social forces which encourage youth to

high achievement or discourage them from it.

(5) A fifth assumption is that suitable research arrangements

in schools and appropriate tools and techniques of measurement
and evaluation be developed for conducting research
on poor academic periormerse.

In conclusion, it has been the conviction of this researcher,

through his years of teaching and graduate study that the problem of

poor achievment by secondary school students can best be met not by

authoritarian control or robost bullying but through well planned

counselling strategies, efficiert teaching and research based ideas.
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REVIEW OF RELATED LITERATURE

General Studies on Academic Performance In Relation to
Other Variables

Academic performance is generally recgarded as the display
of knowledge attained or skills developed in the school swojects.
Such achievements are indicated by test scorcs or by marks assigned
by teachers. It is the schocl's evaluation of the pupilks
classroom work as quantified on the basis of marks or grades.
Academic performance is of two forms. There is the poor academic
performance which results in academic failure, and g-od academic
performance which means that the pupils have done well. The age
old question of why some pupils perform well in an academic situation
while other perform poorly is still with us.

The concept of poor academic performancé hzs a long history
in psychc-educational rcsearch. In the 1920s psychologists,
generally assumed that the IQ was the major predictor of schnol
achievement, but other factors such as family background,
personality characteristics, attitudes and interests also
contribute to academic success or failure.

Lcademic performance im schcols therefore has been open to
investigation and much rosearch by educational psychologists. In

surveying the literature cn academic performance, one immediately
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becomes cognizant of the multitude of studics done in this

area, both on the foreigu and local scenes, In gencral, however,
most of these studies have concerned themselves with the
relationships between secondary schools grades and such factors
as special aptitud-s and various achievement tests; Douglas1,
Doleys and Renzagliaz; GarretB; ﬂenderaonh; Read5 and Scannel5.

Scome of these were bosed on factor analyses, other were th e

1. Donglas, H. R.: "The relation cf high school preparztion and
cartain other fzctors to academic success"
School Review, 1932, SL 174 - 75.

2. Dol.ys, E. J. & Renzaglia, G, L.: ™"Accuracy of students prediction
of college grades "Persconnel and Guidance Jol.
XL 1963.

3. Garret, H. E.: "A review and interpretation of factors related
to scholastic success in colleges of Arts and
Sciences."™ Jol of Experimental Education XVIII

L. Henderson, H, L.: "Prediction of Freshmen gradcs in a long Island
college Educational an d Psychological Measurecment,
1957 XVII 623 - 627.

5. Read, C. G.: "Prediction of scholastic success in a municipal
university" School and Society 1938 XLVIII.

6. Scannel, D. P.: "Prediction of college success from elementary and
secondary school performance" Journal of Educational
Psychology [::7 1960 130 - 13L4.
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results of surveys of literature some were doctoral dissertstions
and a few perhaps armchair speculations,

One method of examining the concept of academic performance,
is to analyse pupils; achievement - related behaviour as determinad
by individual's causal perception of successes or failures. WGiner1
introduced the basic principles of his model to educational
researchers, the accumulation of new research has refined the model
and presented new possibilities for its application to education.
In particular, the model could be used to explain pupils'

performance as learning tasks. Weiner and his associztes”’”'™ have

suggested that individuals beliefs about causes of success and failure

1. Weiner, B,: M"Attribution theory, achicvement motivation and
the educaticnal process" Review of Education
Research, 1972, L2 203 - 215

2. Weiner, B.; Frieze, I; Kikla, A; Reed, L; Rest, S; & Rosenbaum;
R.M.: Perceiving the causes of success and failure.
New York; General Learning Press 1971.

3. Weiner, B.: Achievement Motivation and Attribution theory.
Morris - Town, N. Y. General Learning Press, 1974.

i Weiner, B.: 1972 Ibid.
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mediate between perception of an achievement task and the final
performance. In another study by Falbo1 individuals have been
shown to view the causes of their successes and failures as
principlally being due to their ability, their efforts, th e
difficulty of the task and/or bad luck.

Other studies on academic performance include those of
Bakar92 who was interested in finding the relationship between
anxiety and psrformance; he obscrved that it does not
appear that test anxiety plays any role independent of general
anxiety in the determination of academic performance. Durojaiye3
studied, the differences in the cognitive abilities of students
of African and European pérentage'and noted that there was no

L

significant difference. Akinboye™ on his own -

1. PFalbo, T.: "The achievement attributions of kindergarteners".
Developmental psychology 1975 11

2. Bakare, C. G. M.: Phenomenal self concept, anxiety and
academic performance, Unpublished Ph.D. Thesis.
Columbia University 1969.

3. Durocjaiye, M.0O.A.: A New introduction to educational
psychology; Ibadan Evans 1970

L. Akinboye, J.0, Study Habit Modification: Study attitudes
change and academic performance Unpublished
Masters dissertation, University of Ibadan, 197h.
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studied habit modificztion, attitude changes and academic performance.
His inference was that, if study hsbits of individuals are ocorre:.ly
modified, then, the level of their academic performance would increase,
In another separste study Morakinyo1 investigated students' attitudes
towards education and how these relate to their academic and
psychosocial problems in the learning process. He was zble to find
that negative attitude towards education are related to poor academic
performance and poor psychosocial adjustements in schools.

Akiﬁade1 recently studied the influence of peer group on performance
and 6bserved that social acceptability, adjustment to school
environment and self-acceptance affect academic performance.

From these studies, one comes to the conclusion that several

variables are related to academic performance.

1. Morakinyo, A.: Students' attitudes towards education
their problems in the learning process and
academic performance. Unpublished M.Ed.
dissertation, University of Ibadan, 1978.

2, Akinade, E. A.: A study of peer—group influence on self-acceptance,
adjustment, and academic performance of some
Nigerian secondary schocl studentg, Unpublished
Magter's dissertation University of Ibadan,
19862,
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Empirical Studies on Academic Performance

The problem of poor academic performance has existed in
schools for many years; and the problem has been open tc investigation
and much research has been conducted. Teacher's evaluation of pupil
performance has long been a subject of interest to educators and those
interested in academic achievement. Ideally,; the marks assigned by
teachers are solely a function of assessed performance in the
classrcom. In actual practice, howewer, teacher's assessments are
influenced by a wide variety of variables other than the pupil's
academic performance. According to Bloom and Peters1 there are
three sources of variation in academic grades:
(i) errors in judgment
(ii) differences among students in achievement motivation and
(iii) differences in standards from teacher to teacher and from
school to school.
Errors in judgments of teachers provide a major difference
in conceptualising marks, Thus, th e teacher assigns marks on the

basis of her perception and evaluation of the child's performance

1. Bloom, B, S. and Peters, F. R.: The use of academic
prediction scales for counselling and
selecting college entrants. New York:
The free Press of Glencoe. 1961.
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in the classroom. Such evaluaticns include not only the teacher's
perception of the pupil's academic pwrformance; but also his non-
academic behaviour including such variables as personality
characteristics, appearance, interpersonal interaction with peers
and the teacher, classroom manners. etc.

Thus, one might expect some difference between teacher's
assessments of grades and achievement test scorcs despite the fact
that they both measure school achievement. A number of prior
studies support this notion, finding relatively low correlations
between achievement test scorcs and marks received.

In a study by Miner1 the structure of achievement assessments

has been studied empirically by subjecting twenty different achievement
measures to a factor analysis; which yielded a clearly defined three

- factor structure. From her analysis, it would appezr that pupils
are assessed relatively independently on each of these factors:

(a) objective achievement defined by all the intelligence

measures and most of the séandard achievement test scores.

(b) early ci%izenship defined by early measures of citizenship

and marks,

1. Minner, B. C.: "Three factors of school achievement"
The Journal of =ducational Research 1967

60, 370 - 376.
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(¢) high school achievement defined primarily by

class marks.,

A pupil in the classroom may fail or succeed on tests given
by the teacher. It is assumed that the teacher searches for causes
that explain the outcome achieved by the pupil. The causes that
the teacher uses to explain the outcome may have an effect on his
or her expectation concerning the pupil's future achievement,

as pointed out by Ba.r-Ta.l1 and Dweckz. In another study Rosenthal

3

and Jacobson” noted that the teacher's expectations may in turn

influence pupils' achievement behaviour.

1. Bar-Tal, D.: "Interactions of teachers and pupils"
in E, Frieze, D; Bar-Tal and J.S. Carol
(Eds) New approaches to social problems;
Applications of attribution theory. San Francisco

2. Dweck, C. S. and Gretz, T. E.: "Attribution and le:rmed
helplessness" in J.H. Harvey, /. Ickes and
R. Kidd (Eds) New directions in atiributions
regearch 2 Hillsdale N, J. Lawrence Elbaum
Associates 1978.

3. Rosenthal, R. and Jacobson, L.: Pygmalion in the Classrcom.
New York: Holt, Rinehort and Winston. 1968.
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A number of studies have investigated the effects of a pupil's
performance on the teacher's perception of causality., The results
obtained in these studies were somewhat conflicting. While Johnson,

3

et 311; Beckman2 and Ross et al” found that the pupils' performance may

lead teachers to somewhat biased causal perception of the pupils' success

5 and Am936 did not find any bias in

and failureg Beckman# Brandt et a2l
teachers' causal perceptions. The first three studies found that
teachers tended to take credit when the pupils performed well and
tended to attribute the responsibility to the pupil when the pupil
performed poorly. The latter three studies showed that teachers tended

to take the responsibility for pupils' failure and to give credit to

1. Johnson, T., Feigenbaum, R, and Weiby, M.: "Some determinants
and consequences of teacher's perception of
causation" Journal of Educational Psychology

196h! 55! 237 = 2’4-6-

2. Beckman, L.: "Effects of Students' performance on teacher's and
observers' attributions of cesuszlity", Journal of
Educational Psychology, 1970, 61, 76 - 82.

3. Ross, L. Bierbraner, G. and Polly, S.: "Attribution of
educational outcomes by professional and non
professional instructors" Journal of Personality and
Social Psycholoc = 1974, 29 609 - 619

L. Beckwan, L.: "Teacher's and observcrs' perception of causality
for child's performance." Journal of Educational

Psychology 1973 65 198 - 20L.

5. Brandt, L., Hayden, M., & Brophy, J.: "Teachers' attitudcs and
ascription of causality" Journal of Educational

Psychology 1975 52 61 - 70

6. Ames, R.: "Teachers' attribution of responsibility: Some unexpected
non-defensive effects" Journal of Educational Psychoclogy

1975 67 668 - 675
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the pupil, if the pupil succeeded.

These studies have several common characteristics. All the
gstudies created artificial situations in 2 laboratory to teach one
or two children for a short period of time (2 maximum of thirty
minutes). In studies conducted separately by Johnson et a1’

Beckman2 and Brandt et al3 the pupils were fictitous and the subjects
did not even see them. In other studies, the subjects could see the
pupils but did not interact with them. In addition, the studies by

Punes’4 and Brandt et alS

the subjects were college students who did
not have any teaching experience.

Another area where extensivé studies had been done with respect
to academic performance is the prediction of academic success. In

general however, most of these studies have ccncerned themselves

with the relationships between college grades and such factors

1. Johnson, T. et al: "Some detcrminants and consequences of
teacher's perception of causation" Journal of
Educational Psychology 1964 55 237 - 2L6.

2. Beckman, L. 1973 Op Cit.
3. Brandt et al 1975 Op Cit.
4. Ames, R. 1975 Op Cit.

5. Brandt et al Ibid.
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as high school grades, special aptitudes, various achievement tests
and academic aptitude test scores. Cobb1 employed a correlational
design with behavioural categories serving as predictors and
standardised achievement test scores as criteria. Separate
correlational and regression analyses were performed for:

(a) the total group of subjects

(b) male and female subsamples, and

(¢) high and low sccio-economic status subsamples.

The study conducted by Hall et a12 included a set of
regression analysis in which a measure cf attention was included
as a predictor of standardised achievement test scores. Separazte
analyses were done for mathematics and reading achievement and for
data collected in the fall and spring. No significant relations
were repcrted for the attention measure.

With the work of Mckinney et a13 a set of 12 composite
behavioural categories was formed from 27 discrete categories served

as predictors within regression analysis.

1. Cobb, J.: "Relationship of discrete classroom behavicurs to
fourth-grade academic achievement" Journal of
Educational Psychology, 1972 63 7L - C0.

2. Hall, V, et al.: "Attention and achievement exhibited by black and
white =:™-nl boys" Journal of Educational Psychclogy
1977 63 115 - 120.

3. Mckinney et al.: "Relationghip between classroom behaviour and
academic achievement" Journal of Educational Psychology,

1975 67 198 - 203.
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A composite achievement index based on standardised test scores
served as criterion. Three separate regression equations were
calculated; one using behaviour collected in the fall to predict
fall achievement, one using behavicur collected in the spring to
predict spring achievement, and one using behaviour collected in
the fall to predict spring achievement.

On the other hand Perkins1 used frequencies within
12 behaviour categories as depended variables within a set of t - tests.
This involved the following comparisons for each of the 12 categories;
underachieving with achieving boys, undcrachieving with achieving girls
and underachieving with achieving pupils (male and female combined).
The achievement groups were formed on the basis of teachers grades
and IQ scores,

The relationship between pupil attention scores and reading
achievement were examined by Samuels and Turnure2 ugsing analysis of
variance and correlational analysis., Reading achievement was

measured in terms of performance cn a word recognition task. In the

1. Perkins, H.: "Classroom behaviour and underachievement"
American Educational Research Jourmal. 1965 2 1 - 12,

2. Samuels, S. & Turnure, J.: "Attention and reading achievement
in first grade boys and girls" Journal of Educational
Psychology, 1974 66 29 - 32
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study of Soli and Dauine1 a set of behavioural categoriss
served as predictors of standardised achievement test scores
within correlational and regression analyses.

A survey of these studies reveals some patterns with
respect to behaviour-achievement relations. Positive relations
between measures of pupil attention and pupil performance appear
with some consistency, while generally negative relations appear
between measures of pupil inattention (e.g. inattention, looking
around, distractible behaviour) and peerrmanca measures, Further,
teacher-pupil interaction measures reflecting level of academic
activity (e.ge pupil-initiated work contacts, volunteering)
relate positively to performance. Those teacher-pupil interaction
variables which reflect teacher attention to the pupil show rather
more complex relations with achievement. .while negative teacher
contacts (e.g. criticisms, behavioural warnings) generally relate
negatively to achievement, positive types of attention (e.g. teacher
initiated work interactions) show more variable relations with
achievement,

All of these studies were descriptive intent, that is, they

were designed to generate data on the degree of association between

1. Soli, S, & Devine, V,: "Behavioural correlates of achievement
- A look at high and low achievers"; Journal
of Educational Psychology 1976 68
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behavioural categories and achievement. Unfortunately, the
researchers did not go far enough in the sense that no efforts
were made to directly assess the behaviour - achievement linkse
Factors other than behavioural change could have produced the
achievement gains observed in the experimental subjects. The
survey of these studies reveals that, at best, only moderate
degrees of association have been established between classroom
behaviours and academic achievement. Furthér, there remains
considerable uncertainty regarding factors which mediate the
behaviour - achievement relations and considerable uncertainty
regarding the nature of these relations. It is therefore
necessary to generate studies with respect to behaviour which
are associated with achievement and also to factors mediating
the behaviour - achievement relations.

Not only that different researchers have reported different
degrees of correlation between measures of ability and those
of academic performance but most often the reported degree of
correlation is also, so unstable that no genuine inference can be
based on it. For instance, Gupta (19'?1)1 reported that ability

and performance are related to the degree of only 0.38 (N = 50).

1. Gupta, V.: "The relations of neuroticism extraversion
intelligence and persistence to educational
attaintment'". Journal of Psychological
Researches 1971 15 86 - 87.
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When interpreted with the help of its S, Er (0.143) this degree
of correlation has a range from minus 0.04 to plus 0.80.
The following causes of disagreement among researchers
on the issue of academic performance stand out from previous researches.
(1) Different researchers differed in the issue of measures of
academic performance. Some based their measures of
performance on the scores obtained on the standardised
tests of academic achievement, others used grade-point
average and in most of the studies, examination marks based
on esssay-type of tests were used.

(2) Different researchers have differed in using different kinds
of statistical and theoretical assumptions. Some statisti-
cians like Bloomers and Lindquist1 are of the view that
measures of academic performance pertaining to different
subjects of curriculum are additive when coverted into
standard scores, whereas some psychometricians like GulFord2
held that only those measures which are perfeclty
correlated with each other are additive.

From the studies reviewed so far, individual differences

among pupils in terms of measured abilities, educational background,

. — - W WA R N M S e e e -

1. Bloomersy, P. & Lindquist, E.: Elementary Statistical Methods
in Psychology and Education. Oxford Book Co.
Calcutta 1960.

2. Guilford, J. P,: Psychometric Methods; McGraw Hill Book Co. Inc.
New York 195&.
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socir=economic and family characteristics, goals and aspirations,
attitudes towards learning etc. exist and influence differcntially
students' grades. And, as long as the school reward system is
based on grades in subjects and courses, the continued study
of student characteristics as they relate to performance is
necessary. It follows that anything which can be done to
improve poor academic performance will contribute to individual
and social accomplishment and well being. The present study,
therefore, is an attemct to improve poor academic performance
in a group of Nigerian secondary scheool pupils using two
group counselling strategies which will be compared with

each other and with a control situation.
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A Conceptual Scheme for Poor Academic

Performance In Schools

Until now, attention has been focussed upon the specification
of the conditions under which poor academic performance occurs and
upon the delineation of the individual charactersitics, especially
those involving educational and institutional commitments that
are needed to account for the variation of differing types of
low achiever, a behaviour among differing individuals. One can
now turn to the specification of the lengitudinal process of
interactions by which difering individuals ¢ame to perferm poorly
in a school.

This theoretical model of poor acacdemic performance diagrammed
in Figure 1 arques that the process of poor academic performance
can be viewed as a longitudinal process of interactions between
the individual and the academic and social systems of the institution
during which a person's experiences in those systems (as measured
by his normative emd structural integration) continually modify his
goal, and imstitutional commitments in ways which lead to in
persistence poor academic performance.

Individuals enter institutions with a variety of attributes
(e.g. sex, abllity}, pre~sechool experiendes (e.ge. academic and

social attainments) and family backgrourds (e.g. social status
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attributes, value climates, expectaticnal climates), each
of which has direct and indirect impacts upon performance in
schools. More importantly, these backgrounds, characteristics and
individual attributes also influence the development of the
educational expectations and commitments the individual brings
with him into the school environments It is these coals and
institutional commitments that are both impertant proedictors
of and reflections of the person's experiences, his dis-
appeintments and satisfaction in that institutional ¢nvironmente.
Given individual characteristics, prior experiences and
commitments, the model argues that it is the individual's
integration into the academic and social systems of the school
that most directly relates to his performance in a  school.
Given prior levels of goal and institutional commitment, it
is the person's normative and structural integration into the
academic and social systems, that lead to new levels of
commitment. Other things being equal, the higher the degree
of integration of the individual into the school systems, the
greater will be his commitment to the specific institution and

to the goal of scheool completirm.



1

i Family f
f Backcr'mnd f

T Trdividual |

Attribute s

Pre-gecondary

mgieaa - -

n a s W

e

1

Schooling

- H

=Fa

A CONCEPTUAL SCHE! A FOR POOR_AC.OENMTC PERFORMANCE

Commitments Agademic System
| T
o . | | Grade |
- i } i I#Pex:(’o1:1':1%.‘11'1(:&. L
o N . p e O iamd i-
[ e Fr R
1 Commitment L - : I Intellc ctuall |- . G Al
- : -Devo lopment | !
[ T s b ¥ — i I
| L I P - =it
. ' T ” i
3 . I l
' e . o - - _ W \
L * l
1
‘l ' ' Ty - e - — . = ) i ;
s ey v N : I
| lVInstltutionai. o Peer-Group |
+ | Commitment t ‘aﬁm‘__ S Interactions (A b N -3
'}-; s | ‘ —— — it . & i . SOCial i .", -
S : : ‘ —- ., 7 Integration ;
- School ; e s -
| + Interactions
o Mo
b o o e gl eaaes
M G ol i
i Social System l
- -—— N ’

Pigure 1s

Commitments

Imakitwtional

" Goal

!- Cagm__itmep_t .:I

-

O:mwd.ttenj;.

— -

HTTET

1_- -
. L

I\'\-.:'
1 Poor
t  Academic |
; { Performante i
T SRRSO

= .



45,

In the final analysis, it is the interplay between
the individual‘'s commitments to the goal of school completion and
his commitment to the institution that detcrmines whether or
not the individual performs poorly. Presumably either low goal
commitment or low institutional commitment can lead to poor
academic performance. Largely, The result of the pupils

experience in the academic domain may lead to low performanee.

Intellectual Factors As Predictors
of Academic Performance

Before turning to the literature cn the relationship
between intellectual ability and academic performance, one needs,
first to discuss the meaning of intelliéence. The issues
surrounding this question are quite complex and have been subject
to controversy for a long time. It would require a very extended
treatment to explore them adequately. For this, reason, a summary
of the faw of the main points shall only be done.

Most people would agree that intelligence and ability tests
measure dimensions of problem-solving capacity. However, there is
much less agreement regarding the sourdes of this capacitye.
Theoretical positions on this topic can be summarised under three

headings:~ First is the position that the inteclligence test score
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is an index of inherited ability; second is the environmentalist
view that intelligence is largely a product of cultural factors,
and finally, there is the opinion that intelligence level is
determined by the interaction of hereditary and envirommental
factorss The last position now has the support of most social
scientists, although this orientation includes two factions, one
maintaining that enviromment is relatively more important and
the other, that hereditary is more significant,
While the guestion is not fully resolved at present, it
is clear that inherited ability is only one factor determining an
intelligence test score. The various factors that may be influential
have been described by Goslin1.
"pA person's test score reflects a number of different
factors «es. The major variables are the individuals
inherited potential both in terms of (1) general
intelligence and (2) specific capacities for training
plus the environment in which the organism has developed.
With t he general category of environmmental influences are
the effects of (3) the individual's cultural background
(4) his formal training experience (schocl and the like)

(5) his experiences with similar tests and (6) his
general health",

N W e S R S e S e e wm e R M S M A R e S e S R e S W e W

1. Goslin, D.,: The search for Ability: Standardised testing
in social Perspective. Russel Sage Foundationg
New York 1963 151 - 152.




47.
Vhatever may be the relative importance of these factors in
determining ability scores, success in schocl requires, in part
certain cognitive skills. Moreover, these skills are measured,
to a significant degree by intelligence tests. For this reason,
these tests are moderately successful in predicting academic
performance.

Studies that use ability measures to predict acarlemic per-
formance exhibit considerable variation. A major respect in
which studies vary, is in their concern with global as against
multidimensicnal prediction.  This distinction is applicable ‘o
the criteria of ac=qemic performance as well as to the predictors.
By global predictors or criteria whnt is rc-iferrad to, is the use of
asstngle, cverall measure of ability and/or academic performance;
while multi-dimensional ~redictors or criteria refer to the use of
a number of specific dimensions of ability and/or performance.

Another kind of variation in the rescarch involves sex
composition of study samples. Some studies use all male samples;
some use all females; others are mixed. Vithin the last group,
some eaptrel this factor by reporting findings separately for eath

sex and othere do nat.
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The research shows that the best predictions are obtained
from multiple correlations in which a batt-ry of intellective
variables is used to predict the overall grade-point average.
Studies using a global ability measure to predict overall
school performance cobtain scmewhat lower correlation. In both
types of studies, the single best predictor of performance at the
post secondary school level is the secondary school academic
record. However, this is due in part to the fact that secondary
schoel grades are determined by many factors in addition to
measured intellectual ability. The results of studies using
differential prediction ayproach are not con;istent primarily
because much of the research is not comparable.

Cf all educational levels, the highest correlations are
obtained for the secondary school level; the post secondary school
level ranks next, and the graduate level is lowest, Data for
elementary schcol pupils are too scarce to allow 2 meaningful
generalisation. The greater association between ability and
performance in secondary school as compared with other levels is
probably the result of the wider ability distribution at the

level.
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Cronbach1 reported one study in which ¢urrelations between
intelligence and grades were 0,585, Trauer92 found that correlations
between intelligence and gradss ran between 0,50 and 0.75 at the
primary school levels, Gough3 obtained correlations of from 0.62
to 0.80 with three samples of secondary school seniors Carter4
found correlations of about 0,60 for three samples.,

These studies suggest that for the post-secondary school
level, ability and grades are correlated at about 0.60. This is
somewhat higher than the findings for the post secondary school
level where the average correlation is about 0.50. 1In all
probability this difference is due primarily to the wider range of
ability at the sscondary school level. At the post secondary

e e S S R e S R S e S e e e S G S S e e e e e S e e

17« Cronbach, L. J.: Essentials of Psychological Testing,
Harper and Brothers, New York, 1949.

2. Travers, R, W.: "Significant research on the prediction of
academic success"s; The Measurement of Student
Ad justment and Achisvement Univ, of Michigan Press
1949,

3. Gough, H.: "wWhat determines the academic achievement of high
school students?"; Journal of Educational Research
1953 46 321 - 331.

4, Cartery, H,: "Improving the prediction of schoocl achievemant
by use of the California Study Methods Survey";
Educational Administration and Supervision 1959
45 255 - 260
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school level, admission procedures tend to eliminate those of
low ability. As the ability ranges become narrower, correlations
with performance are likely to decrease.

While many studies do not present data separately for
males and females those that do find that correlations between
ability and performance are higher for females., This finding
holds mainly for the secondary schocl and post secondary school
levels. At other levels the data are too few to allow on
assessment of sex difference.

Some of the issues described here are pertinent to this
study. In the first place insufficient research has been done
in this area in this country; and because of this, findings
on these levels are less definite. Secend, the failure of many
studies to analyse data separately for males and females hinders
comparability among investigations. Mcre research, therefore
is needed in which sex differences are assessed and in which

the reasons for these differences are examined.
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Epﬂ:}ptellective Factors As Predictors of
Academic FPerformance

Although ability measures are presently the best
single type of predictor, they account for less than half
of the wvariations in academic performance., Thus, one is led to a
consideration of non-intellective factors. 1In this connection
many investigators study academic performance by focusing upon
personality characteristics as explanatory variables. The
review is orgsnised around a listing of specific personality
variables. In the literature these are usually selected through
common sense or a hunch that they might be related to academic
performance rather than on the basis of a-systematic personality
theory.

Some vari-bles seem to refer to motivational stages; these
include anxiety, achievement motivation, lzvel of interest in
different content areas, and the like. A second type involves
what might be termed personality '"style'. Tllustr=tive factors
are factors such as degree of independence, imﬁulse control and
introversion. A third factor, which involves the vegaitive level,
is the self-concept. Still, other factors, such as mcesures of
study habits, seem to point more dircctly to the behavioural level.

Finally some studies focus upon manifestawion of pathology to
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account for achievement., Examples are inventories of adjustment,
such as "Minnesota Multiphasic Personality Inventory" and clinical
instruments such as "Rorschach". Because the emphases in the
literature are so sclectic, it is difficult to organise this
review in terms of a systematic classification of personality factors.
In fact to do so would create a misleading sense of orderliness in
the literature,

Two basic methods of analysis are used in the studiss of
personality variables. First, the correlational method is
used to assess the degree of relationghip between the personality
factor and academic parformance.. In studies using this method,
ability is controlled either by means of .partial correlational
analysis or by multiple correlation in which the contribution of
a personality variable to a battery of intellective factors is
assessed, By the second technique, performance is studied by
comparing groups of high and low achievers and assessing possible
personality differences between such groups. Most of the studies
surveyed assess the relationship between a single personality

variable and academic performance.
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Measurcement of Academic Performance

The value of any measurcment of academic performance must
be judged ultimately in terms of the extent to which the measurement
reveals information leading to a more intelligent prediction or
control of the behaviour of students. Commonly, however, teachers
neither apply this criterion directly to their instruments nor to
their measuring acitivity. Instead, in measuring academic
performance, they either consciously or unconsciocusly accept
a chain of assumptions which stem from and presumably, may be
justified cither legically or experimentally, as supporting this
ultimate purpose. The soundness of academic performance measurement
and its usefulness to education is, therefore, contigent on the
validity of a set of assumptions which are implicit in testing
These are:i-

(1) Current measurement of academic performance assumes that,
the value of a learning experience is indicated by
increased ability (skill or knowledge) to cope with some
situations or class situations.

(2) Current measurement of academic performance assumes that
the value of a learning experience is indicated by growth
in thecse directions toward which the learning (or teaching)

activitics are specifically pointede.
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It seems fairly obvious that this assumption does
underlie the measurement of academic performance.
Typically the teachers test the value of drill in
spelling by pessuring the indrease in ability to spell,
the value of instruction in health by measuring the
increase in knowledge and understanding relating to matters
of healthful living, the value of a method of science
instruction by measuring the increased ability to apply
student's growth and mark him on the achievement of the
specific objectives whicb are set up for the course.

(3) Current measurement of academic performance assumes that
the value of a learning experience may be inferred from
measures of the outcomes evident at some particular moment
after learning, typically at the conclusion of a learning
experience, The test-teach-test formula describes the
accepted procedure for evaluating the outcomes of learninge.
In practical classroom situations and in educational
experimentation, we test the value of method and the growth
of students in such terms. Progress is assumed to be measured
by noting the difference between initial and terminal test
scores. Furthermore, in cases where there has been no

previous formal training, the first testing is commonly



55,

dispensed with, and the terminal test score besomes
the measure of learning.

(4) Current measurement of academic performance, assumes that
only sound interpretations of measures of achievement is
through comparison with norms of some sort. Eduocational
measurement, as it has developed, is a "normative" science:
that ig, it attempts to develop norms of performance for
groups of known (and described) status from which cne
may by comparison interpret measures of other groups or
individuals. In teacher testing, the emphasis, as the
testing experts would have it, certainly is in this
dirsction,

Ohuche and Akaju1 identified tyo principal methods of measuring

academic performance in Africa namely: (a) teacher-made
achievement tests and (b) standardised tests.
(a) Teacher-made achisvement tests.

Teacher-made achievement tests are frequently the major basis
for evaluating the pupils' progress in school. Teachers have an
obligation to provide their pupils with the best instructions possible.
This implies that they must bave some procedures whereby they can
reliably and validly evaluate how effectively their students have
been taught. The classrocom achievement test is one such tool,

1« Ohuche, R. & Akeju, S.: Testing and Evaluation in Education
African Educational Resources, Lagos, 1977.
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Any test that measures the attainments or accomplishments of an
individual after a peried of training or learning is called an
achievemegt tezt. One would have great difficulty in conceptualising
an educational system where the student is not exposed toc teacher-
made taests. Although the specific purposes of the tests and the
intended use of the results may vary from cne school to another
or from one kteacher te another, it is essential that we recognise
the value that tuest results can play in the life of the pupil,
parent, teacher, counsellor and other educateérs.
(b) 3tandardised Tests.

A test designed to provide a systematic sample of individual
performance administered according to prescribed directions scored
in conformance with definite rules, and interpreted in reference to
certain normative information. Some would further restrict the usage
of the term "standardised" to those tests for which the items have
been chosen on the basis of experimental evaluation and for which
data on reliability and validity are provided. The term
"standardised" does not connote that the test necessarily measures
what éhould bc taught or at what level pupils should be achievinge.

Many standardised tests have been used in predicting achievement
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1 2

4
tests in Nigeria by scholars like Yoloye ;7 Obemeataa, Cooper ,

Olatunde and BajahS. Yet, very few studies have recorded the

6
predictive validity of teacher-made achievement tests. Bakare

employed two indices of academic performance namely,; the grade-

point average and specifically devised academic tasks.

(1)

The grade-point average (GPA)

Several studies have shown that high school grade-point

average is a good; perhaps the best predictor of success in

college.

2.

3.

- — S e e e e e S W e e e e

Yoloyey, E.3 The Predictive validity of Large-Thorndike
intelligence tests for achievement in Nigerian grammar
schools" West African Journal of Educational and
Vocational Measurement 1978 1

Yoloye, E.s3 The Performance of Bilingual Nigerian Students on
Verbal and Non-Verbal Test of Intelligence. Unpublished
PheD. Theeis., New York. Columbia University 196S5.

Obemeata, J.: 5Some Problems of Intelligence testing in Nigeria
Umpublished, M.A., Dissertation, University of London
1970,

Cooper,y, W.: '"Usability of American Tests with African Students"
West African Journal of Education 1961 5

Olatunde, 0, and Bajah, T, "Predictive validity of Nurse
Examination in The University College Hospital'g
Unpublished Paper, 1976.

Bakare, C, G. M, Phenomenal Self Concept, Anxiety and Academic
Performance; Unpublished Ph.D, Thesis; Columbia
University 1969,
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Scannelleound correlations of 0.67 between high school GPA
and freshman college GPA and 0,59 between high school GPA and
four-year college GPA. This means that college success can be
partially predicted from knowledge of secondary schcol achievement
as reflected in secondary school grades. Szcondary school GPA
in Scannell's study, accounted for approximately 35 percent of
the variance of four-year college grades.

Methods of calculating the GPA varied from school to school,
In conducting his study, Bakara2 obtained the GPA for each
subject, by simply getting the averagse of all tests amd examinations
during the three months nursing training.
(b) Specifically devised Academic Taskse

This index of academic performance is obtained from scores
on any set of academic tasks. INn a study by Akinboye3
two tests were designed to measure academic performance., These
were (1) a reading passage, at the end cof which objective question
items were asked, was given before and after the experimental
manipulation to measure change in academic performance im readierg.
1« Scannell, D. P. 1960 Op. Cit.
¢. Bakare, C. G. M. 1569 0Op. Cit.

3. Akinboye, J. 0. 1974 Qp. tt.

ma——
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(ii) A tost which accompanied a specifically prepared set of
Mathematics prugrammed instruction was administered before and
aft-r the experimcntal sessions as a measure of academic performance
in Mathematicse

Acadumic actaimment surely implies that pupils have been
assessed in terms of their performance on the courscs
et they have actually taken in school.  Similarly objective
tests of English and lathematics provide only two components of school
attainment. Even in primary schoolgs; many other mental skills are
important <.ge there is an increasing emphasis on individual
expriassion in, social studies, art and scicnce. It seems impr-bable
that, tests in these two components of school a£taintment will
adequately duscriie success in such different forms of intellectual
activitye. Again standardised tests, used on their own, may not
correspond at all closely to the teacher's vlew of school attainment.
with = large numboer of subjects included in the cupgigulum perhaps,
the most valid measurc of overall achievement will be & sum or an
average of marks taken from the whole range of subjectss.

Many of the studies reviewed so far, have discussed a number of
questions regerding the definition and measurement of academig

performance. dhat should be rointed ¢ut from these studies is that
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there is much uncentrelled variation in performance critoria.
Research is hindcred because the grades of different pupils are
often deficiencies in the operational definitions of the pcrformanca
criteria, The Fusult is that pcrformance groups (high and low
achievers) are not squated for intellectual ability. The failure
of some of the studies to examine performance within ability levels
may sometimes mask the operation of predictive factors that are
related to perforimance in different ways depending on the ability
level.

It is evident, that the improvement of classroom performance
has leng been of interest 0 teachers and risearchers. A plethora
of texts, all with suggestions for improving academic porformance
are available to teachers and colvsellors. Researchers have begun
to develop a tested technology for improving classroom norformancoe
This technology often involves the use of certain contingencies
applied by ‘the teacher. However, at least three obstacles to the
implementation of some of these procedurcs have been noted: (a) they
may require extensive data collection (b) they may require extensive

teacher time or training or (c¢) they may require tailoring for
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individual students. Already overworked teachers may be
reluctant to employ such procedures that demand additional efforts
from them. This current work is therefore to extend the use of model-
reinforcement and desensitization group counselling strategies for
study habits by getting subjects explicitly reinforced for their
self-monitoring of study activities.

Studies on Group Counselling Technigues in
Relation to Academic Performance

Many schocl administrators and tsachers expect the school
counselling services to provide a service which results in
improved academic performance on the part of its clients. The
appropriateness of professional counselling for pupils with
academic problems is further implied by investigations
suggesting that poor academic performance is-related to emotional
immaturity, BlackhamT, Mnrganz, Powell and Jourard3;

impulsivity and negativism toward authority,

1. Blackhamy G.: "A clinical study of the personality structures
of pupils' Underachievement and overachievement!
Dissertation Abstract 1955

2. Morgan, H,3 "Psychometric comparison of achieving and non-achieving
college students of high ability" Journal of Consulting

Pszchalog! 1952, E' 292 - 298.

3. Powell, W. & Jourard, S,: "Some objective evidence of immaturity
in underachieving collsge students", Journal
of Counselling Psychology, 1963 10 276 - 282,
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Hopkins et al1 Horall2, Shawand Braun3 Shaw and Grubbd as well as
other more obvious factors such as limited reading skills, poor
study habits and poor curriculum choice.

While these considerations suggest that professional
counselling may be one of the preferred methods for correcting
poor academic performance, the research results, evaluating the
effects of counselling on academic performance are contradictory
and ambiguous because of high frequency of positive and negative
findings. MNow, is the time to ask a more refined gquestion of the
research literature. Rather than ask, "does counselling
contribute to improve academic perfarmance?" It is time to ask,
"what dimensions of counselling treatment programmes are associated
with improved academic performance?" In br;af, what seems to work?

------ - —— -

1. Hopkins, J., et al: "Some non-intellectual correlates of success
and failure among University students" British Journal
of Educational Psychology 195€ 28 25 - 36

2. Horrall, B. "Academic Performance and Personality Adjustment of
highly intelligent college students" Genetic
Psychology Monograph, 1957, 55, 3 - 83.

3. Shaw, M., & Brown, D, "Scholastic Underachievement of bright
college students" Personnel and Guidance Journal
1957 36 195 - 199,

4, Shaw, M., & Grubb, J. "hostility and able high schoul underachievers;"
Journal of Counselling Psychclogy 1958 5 263 - 266
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To answzr this, simply means that emphasis would be shifted on a
review of research literature in which a counselling treatment was
employed in an attempt to improve measurably and significantly the
academic performance of poor academic achievers. Such a review would
provide a basis for identifying dimensions of cecunselling troatment
programmes that are associated in some consistent fashion with
improved academic performance.

In selecting this literature, it was felt that it would be
better to be inclusive rather than exclusive. For this rcason,
the literature dealing with methods for improving the academic
performance of low ability students was also included. This resulted
in the identification of twenty three outcome studies, all of which
used student GPA as a dependent variable and a specific trcatment
programme intended to improve student academic performance as the
independent variable.

A survey of literature indicates that a broad range of treatment
programmes designed to aid poor academic performance and low-ability
students are rcprasentud in the various independent variable
investigated. The follswing treatement programmes were studied.

(2) individual counselling
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(b) group counselling

(¢) counselling in conjuction with remedial instructicns

(d) study skill courses and

(e) guidance programmes in conjuction with study skills

courses.

Even though, over one-half of these investigations were
successful in impreoving the academic performence c¢f its clients,
the contradictory findings among different investigaticns studying
similar variables make it difficult to isclate dimensions of the
counselling treatmenf programmes contributing to success, To help
identify more specific factors that may account for the success of
some programmes, replication of such therapeutic programmes,
is necessary.

These findings of the studies reviewed sc far, coupled with
the reccumendations for further resecrch by the authors of previously
cited studics moved this researcher to tecst the differential efficacy
of medel-reinforcement and desensitization group cocunselling strategies
in fostering academic perfdrmance and academic involvement, as well

as reduce fear associnted with study.
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Studies on Model-Reinforcement Group Counselling
In Relation to Academic Performance

Numercus authors, Bernard and Fullmer1; Gottingham2; FaustB;

P'et.‘t:oni11(:\*!:1'l and Randolph5 have advocated increzsing attention to

the ccnsultant function of model-reinforcement group counselling,

Also, researchers and practitioners have expressed, an increasing

interest in the application of behaviour medification principles in the

school setting via consultant function. A behaviouwr modification

approach to classroom behaviour managcement that is appropriate

k3

for pupil perscnnel specialists (such z2s counsellors and

psychclogists) who desire to serve as consultants to teachers has

6

been described by Randolf

1.

2.

3.

Bernerd, H. & Fullmer, D.: The School Counsellor - Consultant,
Houghton - Mifflin, Boston, 1972.

Cottingham, H.: "The status of Guidance in the Elementary School"
in Adams, J. (ed.) Counselling and Guidance.:
"A Summary View, Macmillan, New York, 1965, 340 - 3L9.

Faust, V.: The Counsellor - Consultant in the Elementzry School
Houghton - Mifflin, Boston, MA, 1968.

Patouillet, R.: "Orgenizing for Guidance in the elementary schcol"
Teachers College Record 1957 58

Randolph, D. L., "Behavioural Consultaticn as 2 means of improving
the quality of a counselling programme" The school
Counsellor 1972, 20 30 - 35.

Randolph, D, L,: Ibid,
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A number of researches, for example, Leckerman and Lynch1
and Warner2 have interpreted their findings as demcnstrzting
the effectiveness of model-reinforcement approach, Although model-
reinforcement groups and classicom behaviour management via behavicural
consultation have becn separately reseorrchazd by a number of authors, it
seems as thoush no investigations have been addressed to examining
their comparative and combined effects. The need for the present
investigation appears to have been succinctly summzrized by Bandura3
who stated:-
"...s by careful selection of both the real-life situations
in which the clicnt enacts new moded of behaviour and
the manner in which they zre expressed, the likely
consequences of modeled bechaviour csn be controlled to
a considerable extent rather than left to fortuitious
circumstances"”.
Traditional counselling techniques with students have emphazirsed
either a didactic approach or client-centred approach with broad

goals such as improving self understanding, sclf-acceptance

and interpersonal relation. Although such studics in group

1. Leckerman, L. & Iynch, D.: "The effects of Model-reinforcement
on emotionally disturbed adolesscent boys"
Journal of Counselling Psychology 1970, 26 5L5-547

2, Warner, R.: "Model-reinforcement group counsellin: with clementary
7ebol children" Element ry School Guidanee and
Cownselling 1971 5 248-255

3. Bandura, A.: “-:_inciples of Behsrviour Modificsticn; Holt
Rinchart; and Winston, New York, 1969.
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counselling at the sccondary level have demonstrsted moderate
success, the lack of objectively defined criteria for change,
the lack of stsndardised precedures in counselling and the vague
definition of independent and dependent variables make such
research difficult to replicate. Little resezrch based on model-
reinforcement paradigms have been done in the area of secondary school
counselling, particulérly in group counselling in tﬁis country.
Since the secondary school is a social environment, there is a need
to understand the parameters of reinforcement in a grour - situation.
Therefore, it seems particularly important to clarify and specify
the importanceand results of a.model—reinforcement theory approach
and the conditions under which such techniques are appropriate
in counselling secondary school students.

According to Havighurst and Neugarten1 and Berdie2
information and encouragement provided by the secondary
school counsellor can be the single most crucial factor
in influencing capable students to continue in poét—secondary

school education. Studies have shown that reinforcement and social

L
M

1. Hayighurst, R. and Neugarten, B.: Socicty and Education
Boston: Allyn and Bacon. 1962.

2, Berdie, R.: After High Sehool - What? Minneapolis:
The University of Minnesota Press 195L.
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modeling reinforcement counselling procedures effectively help
students learn how to collect and use information before making
important decision; Krumboltz and Schroeder1 Krumboltz and
Thoresen2 Thoresen, Krumbcltz and VarenhortB.

While the findinss cited above are nct clear cut, the general
trend suggests that combinations of study attitudes and study habits
items, within the framework of model—reinforceme&t, group
counselling will be useful in improvin: aczdemic performaﬁce.

In the present investigation therefore; a somewhat more systemetic
attempt, is to be ﬁade to assess the effects of reinforcement in

increasing achievement of poor academic performancers.

1. Krumboltz, J. and Schroeder, W.: "Prdmoting Career
exploration through reinforcement"
Personnel snd Guidsnce Journal 1965 LL 19 - 25

2. Krumboltz, J. and Thorssen, C.: "The effect ‘of behavioural
counselling in group and individual, settings
on information - seeking:behaviour" Journal of
Counselling Psychology 1964 11 324 - 333

3. Thoresen, C.; Krumboltz, J.; and Varenhorst:\‘SThe sex
factor in medel-reinforcement counselling™
American Psychologist 1965 20 L9l
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Studies on Desensitization Group Counselling in
Relation to Academic Performance

In his 1958 book Wolpe i enuciates principles and procedures which
will here be taken as paradigmatic for behaviour herapy. With stark
simplicity he states - "since neurotic behaviour demcnstrably originates
in learning, it is only to be expected that its elimination will be a
matter of unlearning." Therefore, rational therapy acccrding to Wolpe
will invelve the elimination of these "unadaptive conditioned anxiety
reactions", either by means of extincticn or by counter-conditicning
procedures which Wolpe lumps together under the rubric of
desensitization.

It has been consistently demonstrated that systematic desensiti-
zation is an effective trreatmept for test anxiety. The evidence
regarding the effects of systemetic desensitization of test anxiety on
academic achievement is less clear, Imprcved grades were found in some
studies that compared desensitization to a no-treatment controcl group;

Allen2 Donner and Gnerney3 Johnscn and Sechresth

1. Wolpe, J.: Psychotherapy By Reciprocal Inhibition, Stanford
(Calif: Stanford University Press 1958.

2. Allen, G.: "Effectiveness of Study Counselling and Desensitization
in alleviating test anxiety in ccllege students "Journal
of Abnormal Psychology 1971, 77 282 - 289.

3. Donner, Land Gnerney, B.: "Automated group desensitization for
test anxiety" Behav. Research and Therapy 1969 7 1 - 13.

L. Johnson, S. & Sechrest, L.: "Comparison of desensitization and
progressive relaxation in treating text inxiety
"Journal of Consulting and Clinical Psychology 1968
32 280 - 286.
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Katahn, et a11, McMann52 Mitchell and Ng3 but no differences were
L

Cchen5 Cornish and

9

Emery and Krumbol'tz8 Lomont and Sherman”.

found in some other studies; Aponte and ALponte

. 6 7
Dilley Doctor et al
A closer look at the first group of studics in which improvement in

grades was found revealed that fcur of these, employed some form

of counselling in addition to or in combination with desensitization;

1. Katahn, M, et al: Group Counselling and behsviour therapy with
test anxious college students; Journal of
Counselling Psychology 1966 30 SLL - 549

2., McManns, M.,: "Group desensitization of test anxiety", Behaviour,
Resesrch and Therapy 1971 9 51 - 56

3. Mitchell, K. & Ng., K. "Effects of group counselling and behaviour
therapy on the academic achievement of test
anxicus student"; Journal of Counselling

Psychology 1972, 19 L91 - L92.

L. Aponte, J. & Aponte, C. "Group programmed systematic desensitization
without the simultaneous presentation of aversive
scenes with relaxation training" Behavicow, Res. &

Therapy 1971 9 337 - 346

5. Cohen, R.: "The effects of group interaction and progressive
hierarchy presentation in desensitization of test
anxiety" Behaviour, Res. and Therapy 1969, 9 15 - 26

6. Cornish, R. and Dilley, J.: "Comparison of three methods of reducing
test anxiety. "Journal of Counselling Psycholcgy

1973 20 L99 - 503.

7. Doctor, et al,: "Group Ccunselling Versus behaviour therapy in
treatment of college underachievers "Behaviour,
Resh, and Therapy 1970 8 87 - 90

8. Emery, J. & Krumboltz, J. "Standard Versus individualized hierarchiecs
in desensitization to reduce test anxicty" Journal
Counselling Psychology 1967 1L 20L - 209.

9. Lomont, J. and Sherman, L. "Group systematic desensitizstion and group
insight therapies for test anxiety", Behaviour,
Resh. & Therapy 1971 2 511 - 518
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Allen1 Katahn et a12; McManusB; Mitchell and Ng.h.

It is interesting to ncte that in the second group of studies
that failed tc find any improvement in grades, the treatment
consisted of desensitization only, unagumented by other treatment
techniques. Only two studies that used desensitization without study -
or test = related counselling found any improvement in grades; Donner
and GnerneyE, Johnson and Sechrest6. Paradoxically, these were the
only two studies in which nc rzduction in test anxiety was found as
a function of desensitization. Furthermcre, there was ccnsiderable
subject attrition in both studies and Johnson and Sechrest used
non-equivalent controls. Thus in the research literature the
evidence of the effects of desensitization on grades is equivocal.

While desensitization of test anxiety in combination with
study, and test - related counselling appears to facilitate
academic achievements, it is not clear whether desensitization
or study skills counselling is the more important ccmponent.

The major goal cf the present study is therefore to compare the

differential effectiveness of group desensitization and model-

1. Allen, G. 1971 Op Cit.
2. Katahn, M. et al 1966 Op Cit.

McManus, M. 1971 Op Cit.

Mitchell, K. and Ng. K. 1972 Op Cit.
Donner, L. and Gnerney, B. 1969 Op. Cit.
Johnson, S. and Sechrest, L. 1968 QOp Cit.
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reinforcement group counselling in forstering academic performance.

HYPOTHESES FOR THE STUDY

This study seeks to test the following null hypotheses:-

(1) There will be no significant difference in the academic
performance of subjects in the experimental group and
those subjects in the control group

(2) There will be no significsnt difference in the degree
of academic involvement of subjects in the experimental
group and those in the control group.

(3) There will be no sigiificant difference in the academic
performance of subjects treated under model-reinforcement
group counselling and those subjects treated under
desensitization group counselling.

(4) There will be no significant difference in the degree
of academic involvement of subjects trested under
model-reinforcement group counselling and those subjects
treated under desensitization group counselling.

(5) There will be no significant difference in the degreé
of academic invoclvement of those subjects treated in
general groups, triads and dyads.

A11 hypotheses to be tested at.05 level.
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SIGNIFICANCE OF THE S5TUDY

A knowlcdge of the wffects of group counselling on
academnic performance, obviously has potential value from &
number of view points. One can expect on a very general level,
that teschers and counsellors would benefit from an increased
understanding of the dynamics of group counselling strategye
From this study, it is hoped that the findings will equip
teachers, educational psychologists and guidance counsellors
with some of the therapeutic packages that could assist students
in increasing the degree of their academic involvement, thzreby

improving their academic performance.
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CHAPTER TWO
METHODOLCGY

DESIGN

The study is a 3x3x2 factorial design consisting of
three levels of treatment modality - model«reinforcement
group counselling, systematic desensitization group counselling
and the control, used on three forms of group dynamics -—— general
groups, triadic group and dyadic group, arrenged on the basis
of sex — male and female (Figure 2): The design,
theoretically gave rise to cighteen cells, however, with
a collapsible contrel, there were twelve trazatment groups

and four control groups to work with.
FIGURE 2

EXPERIMENTAL DESIGN (3x3x2) FOR THE STUDY
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SAMPLE

Subjects = Tc have a wide and representztive sample, the
school records from classes one te four students from two
co-educaticnal seccndary schools of grade cne status, in Ijebu-Ode
a town in Ogun State of Nigeria, were examined. The total
percentare marks in the last scssicnal examinations were converted
into stendard scores. The standard scorss were later arranged
in a descending order; the top students up to 0.82 standard score
were taken as high achievers and bottom students with less than
- 0.82 standard scores were considered as low achievers. From this
group of low achievers, the final sample thus arrived at, for
convenience of the gtudy consisted of randomly selected 72 male and
T2 female class four students. Their age ranged from 13 tc 17
years with a mean and standard deviation of 14.90 and 1.92 years
respectively.
INSTRUMENTS

The measuring instruments used in conducting the study are:-

(1) self Appraisel of Academic Ability Scale.

(2) English Achievement Test

(3) Mathematics Achievement Test

() Progressive Matrices Test.
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This study was conducted in two parts. The first part
consisted a preliminary validation and standardization of the
instruments for measuring the degree of academic involvement
and teacher made achievement tustse The second part formad

the nmajor study.

The Pilot Study

The preliminary study attempted to explore some of these
personality and environmental factors influencing acadomic
performance and thus used such information to standardize and
validate the instrument for obtaining the degree of academic
invelvment, the acalenic image and the cnvironmental press on
achieving and low - achieving students. The instrument is
called “the Self Appraisel of Academic Ability scala" (SiiiS).

The long search for correlates of the unaccounted for
variance in academic performance, has meore rscently led to
coansideration of Ahe interaction betwean stwients and teachors
as ona gource of such varimnce. Teacher's comments in report
cards are cne index of student - teacher interacticn which
may be related to variance in academic perfurmance not
acoounted for by hility tests alone. IOne other factor
in acmdemic performance daserves attention. The attitude which

the individual has toward himself as a student and toward
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education a8 an activity is important.
Strang et al1 indicate that they find:-

"Many poor academic performers are held back by
fear sevees«. A vague anxiety may give rise to
feelings of inadequacy, help lessness and
hopeleseness. Their idea of themselves is
permeated with lack of self confidence and

self esteem."

Fernald2 hags emphasised the need for self-confidence and
feelings of success as a necessary component of academic
improvement and involvement.

Changes of attitude in students who have undergone
educeztional group counselling session are detectable. Students
indicate effective changes through statements as:-

"I never cared much for reading before, now I

find that is stimulating”

"I never read to prepare for a t st.or examinaticn
but now I know the importance of preparation for
examination,"

"The counselling session really helped me,
I'm now getting much more out of school".

1. Strang, R. et al.: Problems in the Improvement of Reading
New York; McGraw Hill 1955.

2., PFernald, G.: Remedial Techniques in Basic School Subjects;
New York, McGraw Hill 1943.
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Such statements as these are gratifying to the counsellor and
suggest a favourable change in attitude toward educational
endeavour; but are they valid measures of change in feeling?
< @ tlhe changes significant? In which aress specifically do
students change their attitudes as a consequence of counselling?

This preliminary study attempts to answer these questions
through an explanatory study of those personality traits of
passing and failing students; and also using such information
to devalop, standardize and validate a new instrument in
cbtaining the degree of academic involvement of achieving
and non-achieving students. The instrument, of course, will
be an inventory to measure certain non-intellectual factors
associated with academic success.

Suring the pilot study, an open ended questiconnaire was

woLod e on: hundred class four students of a
co~educational secondory schocl, in Abeokuta, Ogun State of
Nigeria, after Ui~y »ore handed back a graded test in Mathematics
and Englishe They wzre asked to list all the reasons responsible
for their crades. Over three hundred statements were received.

The researcher then prepared a frequency distribution of the
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distinct statements and edited items suggested by a2t least
sixty students (i.e. having at least 33% frequency). These
reasons were analysed to have centred around three main
factors namely:-
(i) persistence
(ii) independence

(iii) interest (i.e. attitude to school)

A total of thirty statements were thus classified into
three categories of personality traits - persistence, independence,
and interest, Each of these categories consists of a set of ten
statements relating to each of the personality trait used in
the final scale called "Sclf Appraisal of Academic Ability
Scale" (SAAAS).

The SAAAS consists of two parts (4) and (B}, Port "A"
deals with the respondents' particulars (name, sex, class,
school and age). Part "B" is a 30 - item questicnnaire.

Wha! %he respondent does, is simply to indicote how far he
thinks, each statement applies tc himself by putting a eircle
round the number in front of each statement (Appendix A). The
final score for each trait will now be the algebraic total

of all the ten statements.
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The Psychometric Properties of SAALAS

The 30 - item questionnaire had a test retest reliability
of 0.78 within one month apart. This, apparently shows, that
the students' responses were tolerably stable over time.

The nature of the scale makes it impossible to arrive at
a definite conclusion about its wvalidity. Validity, Mooney 1
said must be determined in terms of the particular purpose
and the particular situation. While it is probably true
that conventional measures of validity are difficult to cbtain
for an ingstrument of this kind, it appcars.nevertheless that
the SAAAS should at least satisfy three minimum requirements:-

(1) students recognise their own personzlity traits,

(2) students find these traits listed on the scale

(3) students are willing to record them.

This study assumes that if these three conditions are
met, it should be possible for students to assess themselves
within the frame work of their academic ability. Hence for the
validation of this instrument the following assumption was made,
The low achieving students would have low academic assessment

of themselves than achieving students.

1. Mooney, R. L.: "Exploratory research on students'
problems" Journal of Educational Resecarch,

1948, 37 218 - 224.
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Validation of SAAAS

In valideting the SALAS, the subjects used, consisted of
LO7 secondary students in Classes four and five of a - co-educational
institution in Abeokuta, Ogun State of Nigeria. The school which
they attended is one of the largest co—educstional secondary
school in Abeokuta municipality. The city populuaticn is highly
heterogenecus in terms of tribe, religicn, and local government
origins, and this hetercgeneity is reflected in the schcol
population,

Approximately, one - fourth of the schuol pupulaticn was
sampled. The questionnaires were administercd by the researcher
during the school break time. This period was chosen for the
administration of the questionnaires, because that is the only
time, students are freec within the school period. In this way,
it was possible to secure a rea sonably repreéentative sample
while retaining the administrztive convenience of the school.

In questionnaire of this kind the problem of a student's
honesty is a serious one, particularly when there is a chance,
as here, that somebody else may check his responses. As an

example, Olson1 using the "Woodworth - Mathews Personal

1. Olson, W.: "The waiver of signetur:s in psrsonal data repoxrts".

lournal of Applied Psycholagy 1936 20 L42 - L450.



62,
Data Sheet" found that more symptoms were reported when the
questionnare was left unsigned. Therefore, in this pilot study,
a2 supplementary instruction sheet was attached to the gquesticnnaire
explaining that the study was bheing conducted to gather information
on fszastudents perceive their academic abilities and instructing
them not to put their names on the questionnaire. They were,
however, to put their names on the instruction sheets and this
handed in for attendance record. A system of discrete pinholes
picked through both the instruction sheet and the questionnaire
made it possible to later, match the two and identify the
questionnaire.

Information on the relevant variables were abstracted from
the students! records in the schools Only two of these variables
require further definition. These are:

(1) low achieving students and

(2) achieving students.

The measurement of school achievement itself is a difficult
problem, since standardized tests of attainment are not available
in the country. Consequently, end-of-session examination rasults
for each of the first three years in the secondary school were

usedoe The low achieving students are those in lowest or fourth
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quartile of the class with a scholastic average of 25%
or less. On the cother hand, the achieving studsnts are those
in upper or second quartile of the class with a scholastic
averzge of 75% and above.

The final score for each trait was the algebraic total
of all the ten statements in each of the three categories i.e.
persistence, independence and interest. The mean socre
was computed for each of the variables and personality traits
which was relevant with respect to assumption earlicr stated.
The assumption was tested by computing the t-test of the

difference between the means of low—achieving and achieving

students:
(i) Persistence - 1t wvalue is 2.14 | .05

Achieving (x = 3.3SD = .05)
Low Achieving (x = 2.6, SD = .0l)

(ii) Independence - +t value is 3.39 .05
Achieving (X = 3.5. SD = 0.7)
Low-Achieving (x = 2.4, SD = 0.4)

(iii) Interest - t value is 2.11 .05
Achieving (X = 3.5, SD = 0.8)

Low - Achieving (x = 2.8, SD = .03)
The assumption for the validation of the SAAAS was

confirmed, since the differences between these means were
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signilicant at 0.5 level of confidence. 1t is therefore
concluded that these findings prescent prima facie evidence

for the construct validity of the scale.

CONSTRUCTICHE AND VALIDATION OF ACHISVENINT TESTS IN
ENBLISH AND MATHEMATIOS

\ Academic achievement is measured in a varicty of ways.
Some of the differences in findinss may be attributable to
these variations. In scme studies, achicvement is measured
by objective tests of Bnglish and Mathematics, in others,
verbal reasoning tests are used. A few studies have reported
énalyses bascd on performanes in programmed learning tesks, in
which the time allowed for these tgsks mey be an important
consideration in itself. Ixternal and/or internal exsmination
marks are found fregquently in the literature.

While all these'meésures may well show fairly high inter-
correlations, they still represent alternative definitions of
achievement,; which couli. nave rather different persconality
correlatcs. Academic achievement, surely implies thzt students
have becn assegsed in terms of their performance on the courses

they have actually tsken in school. Thus, testg‘of verbal
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reasoning, though correlated with academic achievement, are not
direct measur«:s of success in school. Similarly, Objective
tests of English and Mathematics provide only two components of
school achievement, but then, the two contribute substantially
in determining the academic attainment of any student. FPasses
in these twe subjects are needed in pursuing any course, at the
post secondary school level, hence tests in the two subjects
are taken as measures of academic achievement,

In standardizing the achievement tests in English and
Mathematics, thirty class four students of m co-educational
secondary schocl Abeokuta, Ogun étate of Nigeria, were used in
the studye. Since marks in the school examinations are based
on the question papers which differ from schcol to schocl, the
subjective evaluation may differ from teacher to teacher; the
researcher employed the use of multiple choice objective
questions based on five - responsé type of the cognitive congent
of the instruction activity in Mathematics - and English, to be
respectively called Mathematics achievement test (MAT) and

English achievement test (EAT).
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The test items of MAT and EAT were developed by a
team of qualified and practising teachers of Mathematics
and English respectively. The questions were based on the
specific instructional cbjectives used to teach these subjects
in classes one to four in the secondary school, so as to ensure
the content validity of the tests. A panel of assessers, in
addition, established a face validity for these tests by
simply inspecting their contents before and after the tests
were taken. They made sure that the contents of the achievement
tests reflected those in the West African Secondary School leaving
certificate syllabus.

The procedure of standardization involved the administration
of the achievement tests in English and Mathematics to the thirty
class four students randomly selected for the study. Using the test-
retest method of determine the reliability of the achievement tests,
the same tests were administered again to the subjeocts, a mcnth
later, withcut notifying them about the repeated tests.

The subjects' marks in the tests were compiled for the

two attempts. Their mean scores were computed and their
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scores on the two attempts were subjected to correlzticnal
analysis to give the feollowing results:=-
(1) English achievement Test

Male Students - X, = 61,03 X =65eQ:(r = .970; 2,05

1 2
Female Students - il=70.0; §2=?1,D; r = o860; / o05
Mixed - 21 = 64.C; Rz =670} r = 365; 7 .05

(2) Mathematics Achievemeat Test.

Male Students = X

"

62.0; iz = 64.0; ro. 820; £ .05

9
Female Students - 21 = 64.0; 22= 58,03 r = .920; _.05
Mixed ‘= Zl=63.o; §1=63.o;i2=65.o; r=.8703; £. .05

The statistical package of Pearson correlaticn was used,
and the correlation statistical significénce of .05 level was
chosens The data were controlled for the sex of the subjects.
That is, the results obtained for the males and females were
comparad to see whether or not sex contributes to the observed
degree of correlations. The obtained correlation coefficients
for each subject is high and sicnificant, indicating that therc
is significant correlaticn between the performance of the sukjects
in the teacher made achievement tests in English and Mathematics;
administered in the first week and their perf rmance in the same

tests, a month later. The reliability of the achievement tests



88,

is therefore confirmed.

The EAT consisted of 50 multiple ch:ice items, which
were divicded intc three main types to be scored separatzsly
~— reading comprehaensisn, vocabulary and work knowledge; usage,
inculding spelling, punctuaticn and rhymes (Appendix 8). The
MAT covered beth traditional mathematics and modern matheratics.
All 50 items in the test were intercorrelated and subject to
principal component analysis (Appendix C). The first five
components were rotated by varimax technigue and two of them
were found not to differentiate rather clesarly between the
traditional and modern types. One should therefore not
regard "traditional" and "modern" as two distinct branches of
Mathematics. Indeedy the correlation within the types

“f items were mostly prsitive

Profgressive Matrices Test (PMT)

As-studies had shown that intelligence is known
to contribute substantially to academic performance, it thus
follows that, for one to know the true effect of any therapcutic
package, on academic performance, one needs to control for

mental abilitye. For this reasun, the use of "Raven rrogrossive
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Matrices Test" in this study is to act as moderating variable.

Progressive Matrices Test (PMT) developed by J. C. Raven ',
in England is made up of maxtrix items presenting to the
subjects many two-dimensicnal analogics problems of increasing
complexity., These problems require analytical and intergrating
operations of the kind called "insight through visual survey";
Raven, following Spearman's theory, desired to measure the
ability to perceive relationships. Factorial studies of the
test suggest that it is a measure largely of a "general
factor" which is interpreted by Raven as "Spearman's education
of relations and educstion of correlates".

Since its public:tion in 1938, the test has been very
widely used in England as well as other countries with a wide
variety of groups - children, adclescents and adults, both
normal and abnormal, Freeman2 hclds that the test
appears to be among the most promising of the non-verbal

3

tests and according tc Anastasi-, this test is

regarded by mest British psychologists as the best available

1. ‘Raven, J. C. - Guide tc Progressive Matrices: Set A, B. C, D, E
B and X Lewis and Co. London 1950

2+ Freeman, F, S.: Theory and Practice of Pgychological Testing
Holt; Rinchart and Winston Inc. 1965.

3. Anastasi, A.: Psychological Testing (3rd.). New York:
Macmillan 1968, 261 - 263,
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measure of "g",

In Nigeria, while some attempts were made to adapt
this test, a number of resesrchers used it, as it is, and
widely different views have been expressed by them about the
validity of this test. In a preliminary study by this
researcher an attempt was therefore made at estimeting the
validity of the PMT. The validity of the PMT has been
assessed by using two criteria - (a) age and (b)  school
examination marks, and the reliability has been determined by
spilt-half technique; using a sample oleigerian students.
The sample consisted of 100 boys and 100 girls from two different
schools (Age 12 - 16 years). Students in each age group were
selected randomly from the sch ol populstion but the schocls
were selected incidentally.

Means were very low compared to Raven's 50th percentile
norm for British pupils but they increased with increase in
age, and compared well with those obtained by other Nigerian
investigators fcr the same ages. The correlaticn between
PMT scores and age, and marks, were significant in all cases.
That is, the validity co-efficients do speak very high of

the test.
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The validity of the itcms was determined by comparing the
percentages of success on each item by twe, high and low-
achieving, groups (selected on the basis of marks)e. Most of
the items made successful discrimination between the twe groupse.
The reliability coefficients computed separately for the different
ages, and alsc for the group as a whole, were very high varying
between .95 and .89. That is, PMT has high internal consistency
when applied to a Nigerian sample.

For convenience, in identifying the viriables in the study,
labels have been adopted and given specific meanings. The

terminclogy implies nc more that is stated in the definitionse.

hcademic Performance.

The term "academic performance" refers to the method of
expressing a student's scholastic standinge Usually this is a2
grade for a course, an average for all courses expressed on a
zero to one hundred or other quantitative scale. For this study,
academic performance is based on the student's score in English

achievement test and Mathematics achievement test.
Degree of academic Involvement.

The total amount of rating given to those attributes, under

persistence, independence and interest categories of SRclf
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Appraisal of Academic Ability Scale.

Dyad.
A group of two clients. A dyad is the smallest number

of subjects who can encage in interpersonal communications

Triada

A small group of three clients, engaged in interpersonal

communication.
General Group

An assemblage of six clients forming a unit, talking with
one ancother in order to achieve a mutually satisfactory

understanding of each others images or beliefs or a sclution

to a probleme

Poor Achievers

For this study, poor achiever is defined as students
in lowest or fourth quartile of the same class with a schelastic

average of 25% or l=ss.
PRCCEDURE

The study was conducked on a randomly drawn samgle of 72 male

and 72 female students from two co-elucational second~sry schoolse
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These two schcols were also randomly assigned to the two
experimental treatements, thus resulting to schocl "a"
earmarked for model-reinforcement group counselling and
school "B" for desensitization group counselling.

The szlection of the subjects in each of the two schools
was done amongst class four, low-achieving students. At the
first instance, the low achievers were assembled in a classroom
where the following instructions were read tce them:

"Crevious experience with reading and study
skills progrzmme has suggested that group sessions
for one hour, once or twice a week can be a useful
complement to the normal class periodse. From now
on until the end of term, groups of two to six will
meet with me in order to help meuhers perform more
effective study behaviours. attention will be
focussed on

- (a) independent study behaviour

— (b) active intra class participation

— (¢) active extra class participation

— (d) effective examination behavioura
Those of you who wish to participate must be
willing to attend all six or eight sessions and
to take two or three tests which will be given
before and after the series of group sessionse.
I would like all groups to remain intact
throucghout the series. I shall distribute a
sheet on which, I would like each cf you to
respond vhether gr not vou are interested. You
are not compelled to participate in the group
session but it is my strong belief that you will
not receive the full benefit of this total
programme unless vou take time for this project.”
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The written statement signed by subjects participating in the
study went thus:-—
"I agree to participate in all the twice-a-week
small group sessions that will be scheduled from
now till the end of the term. I understand that
these groups will concentrate on aspects of study
behaviour other than speed readinc; also I agree
to take the tests which will be given before ana
after this series of sessions."
The statement above was to serve as a written "contract"
tetween the subjects and the counsellor, as a means of ensuring
commitment on their part.

The final random selection of the subjects to participate
in the study came from those who signed the written "contract”
in each of the experimental schools. Upon signing up for the
programmz, the selected subjects in each school were given the
following as pretests —

1. Self Appraisal of Academic Ability Scale

2. Progressive Matrices Test

3. English achievement lest

4, Mathematics Achievement Test

The testing situations were conducted in = comdusive 2nvircomants

School “AFR

———

72 subjeute mac= up of 07 mArle and 30 Famale zturents wers
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randomly selected from the group of low-achieving studentse

18 cf the male subjects were in turn randomly assigned to the
experimental groups while the remaining 18 male subjects were
left as control. Similarly 18 of the female subjects were
randomly assigned to the experimental groups, while the other
18 female subjects were left as control. 1In the experimental
groups, of both male and female subjects, 6 of the subjects
were to work in a general group, € others to work in triads,
and ancther set of 6 subjects to work in dyads. The allocation

to the various groupings was based on randomization.
School "B"

72 subjects, comprising of 36 male anq 36 female students,
were selected on the basis of randomization from tne group of
low-achieving students. 18 of the male subjccts were randomly
assigned to experimental groups, while the other 18 male subjects
are left as control group. Like, it was done in school "A", the
18 female subjects were randomly assigned to experimental groups;
while the remaining 18 female sub}ects stood in for the control
groupe. In each of the experimental groups, selection of € subjects
to work as general groups, & cothers to work in triads, and another

6 subjects to work in dyads was done randomly.



bguivalence of Groups

The subjects in both the experimental and control groups
were matched on the dependent variables. Apart from the
initial equivalence of the groups obtained by random sel=ction
and assignment of subjects into experimental and control
groups, it was s£:ill necessary to ensure the statistical equation
of the twe groups, Lecause of probable crganismic variables,
such as mental age, ability measures, perscnality measures and
past education, which could not have been absolutely eontrolled
by randomizaticn. The use of analysis of covariance in analysing
the data, was therefore, an additional method to correct for
these confounding organismic variables; since analysis of
covariance is a valuable, robust, tool, for improving the power
of experimental designs where subjects are randomly assigned to
treatmants.

In order to determine whether the groups were equal =t
the pre-¢ounselling stage, mean GPA, SAAS, and PMT scores were
subjected to t - tests aralysis. The equivalence of the groups
can bé observed from the sample independent t-tests perrformaed
on all pre-treatsmer' measures, which revealed no significant
differences between the groups in the two different conditions

prior to beginning the therapeutic programme (Table 7). The
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TABLE 7

T-Tests Of The Pre-Trsatment Measures

: . _ i ! i 5
GROUPS Y N i X 5 sp | t I Df |
. 1 . a | -. S
L] L L] ¥ A L)
' : 1 {
Academic Performance i : i 3 !
(GPA) ! _ ; 5 i
! i : : i
Exper imental i 72 | 26,69 | 4.57 { 0485 l 142 | ws.
Control 72 26093 | 6.69 i
Academic Invclvement
(SAARAS Scores)
Experimental 72 89,59 50,88 1.19 142 NS,
Control 72 90,26 9,38
!
Variates
(PMT Scores)
Experimental 72 32.25 6,20 0,97 142 NS.
Control 72 31082 5o89
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results of the analysis show that, for both experimental and
control subjects at the pre-treatment level, there were no
significant differences for the various groups, therefore the
researcher assumed that subjects of both the experimental and control
groups were assigned on a :tandom basis and that the groups were
initially equated on the dependent variables. The implication of
this, is that any significant difference observed later is

probably due to experimental treatment.

The Treatments

After the pretest measures the control subjects were informed
that, there wsere nc more openings in the treatment groups and that
they would have to wait for their turn in about three months time.
Later, all the experimental subjects received individual notices
advising them of their group's number meeting placey time and date.
The name "club'" was given to each of the groups. Counselling
was conducted in the classrooms, once a week between 4 p.m. and
6 peMme, since this was the time most convenient for the subjects.
The length of the study was 12 weeks; treatment conditions were
prcvided for 10 weeks of the 12 weeks., Two kinds of counselling

treatments were included in the study. These are:-



99.

1. model - reinforcement group counselling
2. desensitization group counselling.

The Therapeutic Programme

The experimental groups in schicl M"A" were to undergo model-
reinforcement group counselling. This mode of therapy is based on
the use of medels originated by Bandura1. The therapy was rendered
in small groups of two, thrce and six clients; each group had an
introductory session, one practice scssion 2and seven treatment
meetings followed by a summsry session. The first sessicn allowed
the clients to introduce themselves to each cother, share their
study anxiety experiences, acadcmic difficulties and receive
information about the procedure. The next session was devoted
to the practice of the model-reinforcement group counselling
Eechniques. The last fifteen minutss of every sessicn was devoted
to 2 brief discussion of the subjects' experiences. The final
session included a summary and evaluaticn of the entire treatment.

Treatment was presented in the form of a two-page handout.
The symbolic model offered cconcrete suggesticns on such topics as
the proper setting for studying, how to behave in exsmination
situations and how to study (Appendix D). The model served as the

focus for all the e¢ight sessions. In the first session the ccunsellor

1. Band‘llra, ;:‘1. 1969 S}_Ra ﬁl
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and the subjects overviewed the model which was presented in
the form of how a hypothetical student would approach studying.
The counsellor, then explained the model in details, encouraging
subjects to suggest any relevant points, errors, or omission.

The discussion was individualised by having each subject identify
which parts of the model were especially significant to him or her.
The major task of the practise session was for each group
to create a comprehensive model from the written handout, which
they as a group cculd then seek to emulate.s PRy the end of this

practice session, =ach subject selected one detail from their

written group model that he or she was going to practise during the

weeks To help each subject remember and to genercte commitment before

the session ended, each subject was to make a written noteof what
he or she planned to practise. In addition, each subicct was asked
to keep a written record of what he or she actually did day by day
concerninc her erformance of what he or she was practisinge

All subsequent sessions had the following agenda:

1. The counsellor asked all subjects outline what they had

performed during the previous week in respect to approximating

the model., Had they been successful in carrying out their

expected reepanses? The dgroup was encouraged to decide whether
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or net eacr member's weekly performance was an
improvement. over his or her previous record.

2. another section of the written model shoula be
reviewad,

3. Each subject selected ancother relevant studying
response which he or she liked to accomplish during
the forthcoming week, Group evaluation was encouraged,
l.e¢. do group members think nis or her expectations
were feasible? Toc conservative? At the same time,
each subject was asked to make 5 written reminder of the
expected response, to kegp a record of his or her weekly
performance and to contcinue emitting all previously
selected behaviocurs. The counsellor alsc kept a record of
all selected rosponse,

4, By the final session, all aspects of the written model
were covereds This session was devoted to some tvne of
"accounting" during which each subject evaluated the
progress that he or she had or had not mads over the
geries of mestings. at this final session; ways of
maintaining improved study bshaviow wvierce discussed.

During each session, the counselior verbelly and non-verbally

reinforced subjects who practiced zn activity from the written



moidel or who siabed nne’t
response. The role of the ceounuzllor thereofere, was “hat of
discussion - cetalyst and dispenscr of positive reinforcezment
for the respronses which were te be shapec. Verbal azsent and
aporovaly a8 wesl as supportive Ffacial e:prescions aad Dody
cegstlines were used as sectal rerulorcers. Mo Attampt v2s made
to keep the reinforcercpnl at = subtle level — ercliciPwrecogniticn
w3s given te subiects was poriurned model - relsyant study
hepaviours. All the aubjects were encour=ged- to practi
overtly the desirad form of rasponding.
The counsellcr used the social ceinforcers which were kelisved
te be mosht effectiveiv relay invressicns of assent, approvial and surport.
At the same time attenrts were made to individualizoe seizctinr of
reinsorcers as amuch as ogsdble. &8 group coridivenzes deviluped
and as reinforcement crntigencizs Lecamna fucoqnixcc, groun nembers
socially reinfercad @ach other's responses as tnasc apnroxins =8
the model. Tia cdwrellor at this stace, stten tod e v tharew
his reinforgepent effo~ts at a zlace which insured that there was

e decregeEnd in the sibjects? rasponse pates
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The concept of successive approximations was invoked as the
counsgellor —-- and probzbly the group —-- differentially
reinforced responses that resembled; and were dissimilar from
the mcdel. Dissimilar respons:s were ignored rather than
punished (for example, sccial rcbuke). 4t first, the counsellor
used frequent éocial reinforcement (individualising the selection
of reinforcers), but later, intermittent reinforcement principlcs
were adopted. As the group members found themselves approximating
model behaviours closer and closer, their r-sponses became self-
reinforcing or self-controlled (i.e. automatic reinforccment) and
therefore be less independent on external {inter~personal)
reinforcement.

One important part of each sessicn wrs the determination
of discriminative cues which were presented before group members
emitted certain response patterns. The group decided which cues
were most important, then they were positively reinforced for
emitting model responses when these cues were present. In-
appropriate responses were ignored or the counsellor asked the
subjects to specify what the approprizte response should have

been.
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The experimental groups in schuol "B" were to be treated
under desensitization group counselling. The initial session for
the desensitization was scheduled approximately one week after
pre-treatment testing. The treatment procedure followed the
desengitization method advceated by WOlpe1 with the excepticn
that it was rendered in small groups of two, three, and six
clients each, rather than on an individual basis. It begsn
with an introductory session to familiarize the subjects with
each other, share and discuss their test - anxiety experiences,
academic problems and receive information about the nature of
the procedure. The next twec sessions were devoted to muscular
relaxation training. The relaxation training and descnsitization
sessions took place in a large, dimmly—iiluminated room with
gome reclining chairs.

The relaxation training sessions consisted of instructicns,
tension - reduction cycles, undisturbed relaxation and training
in deep muscle relaxation. Detailed instructions (10 minutes) were
given at the beginning of the first relaxation training session.
Briefer instructions (5 minutes) were presented at the beginning

of the second relaxation training session. Following each

1. Wolpe, J. 1966 Op. Cit.



reloxation training session, s subjects wave instructad to
practice tho technijucs, thoy had leasned for at least 15 minut s 2uch
Jay LAppendix T .
The desensitizetice set=ions followed the relaxetiorn truining

sessiong, After avtroxiieataly 20 ainut e of rselax-tion at the

egarming of zach ssorion, the sbjerts weore orcsoented ongvat
a time with the deseriptiosn of sceras corresvenling toNthe 18 ~ test
anxicty nicrsrchy ltems. Tha subjaects were told to\visualize
@ach sceme as thowah the evonis depilctud wers astually hapnaning
to thems Uozsensitization lasted oporoximatiszve 20 minutes foilcowed

by 20 minutoes of yvodisturbed rolaxaticne

Sy
5

This procedure doveolved sy.tmarie dezensitizatiorn. A

tandardized grour hiersrehy wab doveloped and modified by
suggestions fram suibjectse The ltems were chgsen for the common
hicrarehy srogressing £ dhe lenst anvisty--proveking to the most
anxiety provsking ‘AppRndix El. 411 subiects in this second traztment
also recaived copigs of the eritten model and also ruviewed the dotails of
the moael. Acaling as in e First treatment, alszo inaicated specifically

what fhoywplanned to practice during the “ortheeoming week.
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Pollowing prusentation 7 the medel,; the outline below s
ured by the counsellor duriag the descasitigetion rocess.
1. DBach scene wits proeawizd  for 10, 20 and 20 Tecond

intorvals, pruced:d by insiractions such as "wow

imagine as vivadly as pos:iitls thet you sees™ ano
followzd by insbructions such as Lagave thet pge e and
contiiue o concentiate on total relaxstiichds

The item content was —epeatad only sor %he,1¢ and

3C second intcrvale

2. TAach seasicom regan py re-prescptation of the final

ccene, visualised by vhe geooup during the previous

i
i

:55ion. Hach session :ndéd cnly with the sucusssful
presentztion of o peepng, I suhj;Cﬁs could net handle
a scene w.thout amoBty, 2nd the time was alionst up,
then,; the subfect would have to go back to a zcune
lower on thehierarchy and prosentzd this one. Nc
new itemwas Introduced within the last four mirutas of a
session.

3o Bekvioen pr osantabtlons of the same scene, the counscilor
zllowed ebout 20 zoconds of continued ralaxations

Instouctions about rosaxation, letting ge, or counting up
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and out on the wven ones,

aroup aznbors wers fgskad £ raiso

if hey felt tnenselvas becoming lass

e all of trese

wita sabjects bresthing in on the odd numbars

i 8
versz used in

te help the grous memboers at'aelin more celaxed conditlions.

their laft index (Eingyers,

rizlared @r Mbeconing

afraide Tho counsciler raninded them of this, each

session, s well 2= te roming thom to bty & ipagine

1

2ach scene Ffor us Lloag ag they haq tine.

About 45 seconds deine tzken Dotwoen~the presentatisn of
different hizxorchy itomse

Whenever 4 ¢rown mesber demotizirated any sigr of anxiety,
the whole: group was asked to ‘etop iragining that scene."
The counsellor holped the members get relaxed sgain either
hy rolaxation dnstructions or by having them imagine a
scene whichinthey fornd very ralaxings. Then he said
MJust sianal by refsing your right index finger when you
haye returnzd to a rzlaxed stateV, Once they had all
relaxed »gain, the counselior made chen think only

about =taving in tha" statc.

artor the Ffirst anxjety sigral on an item, the counselilor

continue? with thot same iten for Lhe sams time int evale
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If the anxiety recurred, he asked the grour to leave

that scene and relixe. Then the counseilor went bick

tc re~-prosent the last scene which they =21 snzcessfully
hanidlede He later, worked bhack np to the anwiady -
eliciting scenee

During the third through the soventh scssions, the groups
worked through the itzme on the group niwrarcny. The
underlisted agenda for sach session was followed.

(r) (5 -+ 10 minutes)

Open discussion of points/from provicus sessions
=nd subjects' comments regarding study-rol=ted experiences
which had occurired ‘during the interim between rzcent sessions.
(b) {C minutes)

Muscular rel=axstion procedures using selected
exercises plus relexation despening instructions through
coupting - to - 20 while deep breathing on odd nmushers.
{e) (25 minutes)

Visualisation of scenes from soecified hicrarchy
of itemse

(d) (5 - 10 minuktcs)
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Breing groun nanmbers Dack to a nommal, Z.e.
no tengicn, stste by rev.rsing the relaxation deznening
instrmictions and oniiting the deep breathings. The
coungellior finally conducted any sumrnary discuscion
which secmed neccssary including study probliems they
might wish to discusse

At the 2nd of the 12 - week poriod, m vost-—
treatient asscssm.ot sczsion was held, cnc weak after
the last group meetinge ©Lruing this period, both the
cxperimental wnd control groups were assesscd on 3AAA
Scala, PMi', SAT and MAT respectively. The subjects in the
treatmant groups were also asked rfor their subjective
evaluation of theair gains. The whole therapcutic
programme was Josicpad so that the last treatment session
fell during the exaninatior pericds At that noint, the
sunjects had already the Jpportunity to test their

againsg in vive and provide reslistic feedback.

Control of Extrancous Variailce

Thes study was designed in line with certaln strategies that
roducad pust of cortamination - by extranecus factcors. One of such

=trotogies is the use of sepacste echnols in the experiment for
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different therapeutic programme. The factorial design adopted,
made it possible to control the variations in subjects' pretest
academic achievement simply by incorporating the pretost measures
into the design. The selection of subjects for the study on the
basis of randomization was a way of controlling extrancous variakblss.
Sex differences was controlled for, simply by representing each sex
group, in itself, in the factorial design. Testing conditions were
uniform for all subjects.

Administration of Therapy, is another ar:a in which there
was control with this, all subjects received therapy under the same
enviirormental conditions and the experimenter himself was the only
therapist that administcored the treatment programmes. Finally, any
variation that remained would have ﬁeen taken care off by the

elegant statistical mcthed of manipulating the variables in the study.

Methods of Analysing Data

Tn order to determine the effects of the independent
variables on the dependent voriables, upon completion »f the SAAA
Sciale, PMT, EAT, and MAT by »oth the experimental and control groups,
the‘tcst were scored and mean scores were calculated for each groups.

The experimenter wished to discowver if the groups made any sigrificant
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progress from the pre-counsclling to post-counselling stacse, the
data obtained in the study were'sugjected to statistical analysis
at the 5% level of confidencee

A statistical tocl of considerable value known as analysis
of covariance (ANC&VA) was employed at che first instance, in
dealing with extraneous Vv riables. This technigue, an extension
of the analysis of wvarisnce model combined with certain fratures
of regression analysis, provided a useful stacisticzal device for
comparing the pretest and post - test MeASUPESe

The use of ANCOVA was to remove the means of the treatment
groups, those differences which could be linearly correlated
with the covariate and also to adjust the post test means
for differences betwecen the groupse All these analyses were
;arried out with the aid of the cletronic éomputer at the

computing centre of ‘the university of Ibacdan,
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CH.PTER THREE

RESULTS

This chapter presents the results of testing the five
phypotheses proposed for this study. Since numcrous studies have
demonstrated sex differential in cognitive and achievemcnt tests,
the data were collected separately for each sex. However, to
estimate the degree of this differential, buth male and female
are pocled together in the analyses to test the hypotheses. The
data were collected on a pretreatment - post - treatment basis.
The grade point average (GPA) were obtained through achievement
tests in English and Mathematics; while the degree of academic
involvement was obtained throusgh the self-roting of SAAL scale.

A factorial analysis of covariance wes carried out on the
data obtained from the study, For each hypcthesis, one or more
analysis of covariance as deemed necess-ry is/are computed. In
some cases, where the obtained F - ratic in respect ¢f the
hypothesis is significant; then post - hoc - t tests were computed
to determine where the differences are found. If however, the
F - ratio fails to reach any significence level, no further action

was taken. :ill tests cf significance are conducted at .05 level.
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Hypothesis 1

Effect of iindel-remforcement and Desencitization Group
Counselling Strategies on academic Performance.

The first hypothesis states that, ther: will be fin dicrificant
difference in the zcademic parformance of subjects in the experimentsl
groups and those subjects in the contrcl groupss, ‘To test this
hypothesis, analysis of covariance was conducted on the raw
scores cbtained from EAT and MAT, administered pre-trestment
and post-treatment. =roup means rather than individual group
member's scoreg were used as unit qf apnalvsis. The PMT scores
served as covrhriates. The ri:sultant F-ratio was significant at
the 001 levels The statistical results obtained from conducting
analysis of covarianee-on the scor:s are roported on Tables 8
and 10 - EAT (F = 63,619, df 1/40, P -, .001); MAT (F = 62.558,

Af 1/14G, P & ..001) Tables ? and 11 show the means that the
main effects of the two group counselling strategies (model-
reinforeemont and d2sensitiz=ation group counselling) are
significant on academic performance. The examination of
pre=counselling and post-counselling means in tables © and 11

reveals that, the .xpoerimental groups made significant increases



114

TABLE 2

Analysis of Covariance for English Achievement Test
of All The Subjects (PMT = COVARIATE)

SOURCE OF VARIATION! 55Q

! ' ; _
; nE E M= i F i B L
s : ;
COVARIATES (Mental . f G { o
Ability) 1532.0C8 1 1532,009 | 1€.812 ..%,001
%
MATN EFFECTS | 6252.836 1 | 6252.636 | 68,615 s .001
(EXPTAL & Control) | 5252.840 1 6252.840 , 68519 |.c 001
BETWEEN 7784.848 2 38920424 | 42,716 |/ .001
WITHIN 12757.406 | 14C 91,124
TOTAL 20542.254 | 142 144,664
TABLE 9
YMeans Showing Effects of Mecdel-reinforcement and
Desensitization on English Achiesvement Test
Variable + Category N UNADJUSTED X ADJUSTED X
1 Experimental 72 46,75 42,48
2 Control ' 72 28,59 29,17
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TABLE 10

Analysis of Covaeriance for Mathematics /Achievement Test
of All The Subjects (PMT = CCVARIATE)

e : : ~4
SOURCE OF VARTATION | ssa - DF MSY | 0
SIS, (O ' o
COURERTES. (Mpatal 210,319 | 1 210,819 2Jde2> i NS
Ability) i
i

MAIN ENFRCTS 6305.656 | 1  6309.656 1/£2.555 e .001
(EXPTAL & CONTROL) | 63094660 1 R309%660 | £2.55¢ (.01
HETYEEN 6520077 2 \3250.238 | 32.324 |~.001
WITHIN 14120,551 | 140  100.861 |

TOTAL 20641.027 | 142 115,350

TABLE 11

Means Showing Effects of Model-reiniorcement and
Desensitization on Mathematics Achievement Test

e T S——. o

s o

Variable +Category ¢ N ! UNADJUSTED ¥ ! ADJUSTED X
{ i :
5 i
7 Experimental P72 % 35453 | 36,48
; _ !
2 Control ¢ 9io, 23.0% ; 95,14
o e : |
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in their EAT and MAT scores over the control cgrours. These
findings apparently rcjected the null hypothesis I and supborted
the conclusion that 4roup ceounselling in intervention orocedures
would be effective in increasing academic achievement: for/the

axperimental groupe.

1]

dvoothesgis

Effect of Group CﬂLnsh¢1¢q9 ‘trategics on Academic

e

[volar lklnt

In testing the second hvpothesis o8 the study which proposes
that, there will e ne significant differencc in the degree of
acrdemic involvement of subjecis in’the experimental groups and
those ir the control jrouprsy-the analysis of covariance was
performed on SAAA data using the SAlA pre-test scorces as
covariatese This apalysis rcsulted in an F-ratic that was
sigqnificant at the” 001 level (Table 12) - F = 7.442, &f 1/140,

P ... 001, An-exeamination of table 13 shows the mesns of effects
of model-reinforcement and desensitization group couns2lling
strategies on academic involv.ment. The table indicates that the
experimentzl groups did show increment in thuir degrsee of
academic involvement over 2ad apove thoe contrel groups. These

findings, do not align with mull hypothesis TI.
Sy YP
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TEELR 12

Analysis of Covariance for Academic Involvement

(Pre SAAA = COVARIATE)
SOURCE OF V/.RIATION 88Q DF MSsQ r P
COVARIATES (PRE- SNV
2

SBERE) 921,154 1, 921,154 0.255 NS
MAIN EFFECTS = & - -
{Expta]_ & Contrul) 26\)6607J7 1 268@69797 70 ‘r2 - \O‘l
BETWEEN 27786.00 2 113894,0C0 3,849 |ers001
WITHIN 505392.,438 1418 3609.946
TOTAL 533180,438 142 3754,702

TJ'\BLE 13

Means Showing Effects of Model-reinforcement and Desereitization
On Academic Involvement

Variable + Category ! N ¢ UNADJUSTED X l ADJUSTED X
|
:
1 Experimental 72 127.21 l 127,42
]
2 Control 72 10017 ;
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Hypothesis 3.

Relative Lffectiveness of Model-Reinforcement and
Desensitization Group Counselling Strategics
In Fostoring Academic Performance

The third hypothesis prcposes that, there will/be no
significant difference in the academic performance of subjects
treated with model-reinforcement group counselling and those
subjects treated with desensitization group counselling. To
test this hypothesis, the data on English /iichisvement Test
and Mathematics Achievement Test were subjected to analysis
of covariance, using the rrogressive Matrices Test (PMT)
scores as covariates, The statistical results from the
analysis are presented in tables 14, 15; 16 and 17.

Tables 14 and 16 show that the main efrects of the two
group counselling strategies, when compared, are not significant
on academic performance, for both sexes, as measured by EAT
(F = 0,496, df 2/138, P = NS) and MAT (F = 2,962, df 2/138
P = NS). The analysis revenled no significant main effect
for grouping counselling strategies on the criterion variable
on both English Achievement Test and Mathematics Achisvement
Teste In light of data contained in tables 14,15, 16 and 17,

hypothesis III can not be r¢jected.
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TABLE 14

snalysis of Covariance for English Achievement Test

of All Subjects Using Model-Reinforcement and Des-

ensitization Group Counselling Strategics

-

(COVARIATES = PMT)

SOURCE OF VARL.TION 55Q DF MSQ F F
COV/RIATCS (Mental 1475.208 41 1475, 208 10,794 001
Ability)

MAIN EFFECTS 135,644 2 67,822 0496 NS
Mole Vse Female 81,173 1 81,173 0,594 NS
Mod‘"Reinf. Vs, Desene. 53:3.].{34 1 539184 00389 NS

2-1iY INTERACTIONS

(Sex Vs. Type of 0,937 1 0.007 0.999 NS

Treatment)

BET' EEN 1611, 793 4 402,948 2,048 NS

WITHIN 18860.816 138 | 136.673

TOTAL 20472.605 142 | 144,173

TABLE 15
Mcans Showing Relative Effects of Model-Reinforcement and
Desensitization on English /ichievement Test
S 1 i
Variable + Category N ¢  UNADJUSTED X ¢ ADJUSTED X
Male 72 37.37 36.57
Female 72 34.21 35000
Model-reinf. 72 36036 36.39
Desensitization 72 35.19 35,17
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TABLE 16

Analysis of Covariance for Mathematics Achievement Test
of All Subjects Using Model-Reinforcement and
Desensitization Group Counselling Strategies

(COVARIATE = BMT)

|

SOURCE OF V. RIATION Ss8Q DF' MSQ P P
COV/ARIATES (Mental " o~ 1 -
sbility) 213.383 1 213,383 +500 | NS
MAIN EFFECTS 842,585 2 421,292 20962 NS
Male Vs. Female 30.329 1 - 30.329 0213 NS
Mo'de . Rein.fo Vse
Desen. 802,139 1 809,139 5.689 NS
2—IW\Y INTERACTIONS 376n023 1 176.023 10238 NS
(Sex Vso. Type of
Treatment)
BETWEEN 1231.,992 4 307.998 2,166 NS
WITHIN 19627.176 138 142,226
TOTAL 2085%,168 142 146,896
TABLE 17

Means Showing Relative Effects of Mndel-Reinforcement and
Desensitization on Mathematics Achievement Test

Variable + Category N UNADJUSTED X ADJUSTED X
Male 72 30,53 30.22
Female 72 28.96 29.27
Model-reinf. 72 32,10 329 10
Desensitizaticn 72 27.35 27.34
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Hypothesis 4

Differential Effectiveness of Model-Reinforcement
and Desensitization Group Counselling Strategies
In Increasing Academic Involvement

To test the fourth hypothesis which states that, therc
will be no significant difference in the degres of academic
involvement of subjects treated with model-reinforcement
group counselling and those subjects treated with dcesensitization
group counselling; the data obtained from the self roting scoros
on SAAA scale were subjected to analysis of covariance; using
PMT scores as covariates. The results from the statistical
analysis are presented in Tables 18 and 19. From the results,
it was revealed that, the main effects cf the twe group
counselling strategies; when compared are not significant on
degree of academic invclvement for both sexes, as measured
by SAAA Scale (P .= 1,852, 2/138; P = NS). The interprctotion
of these results is that there is no statistical gain difference
between the post treatment scores in the degrec of academic
invelvement of the subjects treated under model-reinforcement
and desensitization group counselling strategies. For this

reason, the null hypothesis IV can not be rejected.
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TABLE 18

Analysis of Covariance for academic Involvement of All
Subjects Using Model-Reinforcement and Desensitization
Group Counselling Strategies

(COVARINTES = PMT)

SOURCE OF V.RIATICN S5

Q DF MSQ F P
Cozgiigiii (ental 10751,547 1 |10751.574} 25927 NS
MAIN EFFECTS 13609,602 2 | 6804.8017] 1.852 NS

Male Vs. Female 56534320 1 | 5653.320 |1.539 s
Mod-Reinf Vs. Desen| 7826,004 1| 7826.004 |2.130 NS
2-WAY INTER/CTIONS 2724.770 1| 2724.770 | 0,732 NS
(Sex Vs Type of Treatment)
BETWEEN 27086 ,000 4 | 6771.500 | 1.843 NE
WITHIN 506923.938 | 138 | 3673.434
TOTAL 534019.938 | 142 | 3760.704

TABLE 19

Means Showing Relative Effects of Model-Reinforrement and
Desensitigation on Academic Involvement

Variable '+ Catecgory N UNADJUSTED X ADJUSTED X
Male 72 117.41 120,05
Female 72 109,71 107,06

Model-reinf, 72 121,01 120,88
Desensitizaticn 72 105,94 106400
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Hypothesis 5

Relative Effectiveness of General Grouping, Dyadic and
Triadic Groupings on Academic Involvement

The rcle of group dynamics, in promoting classroom achievement
has been recurring subject cf research study. The fIfth hypothesis
was to investigate the effects of differcrt modes of grouping, i.e.
general group, triadic group and dyadic group, npon certain non-
intellectual factors associated with student academic involvement,
as measured by the SiiA scale. The influence of the three mcdes
of grouping upon the criterion measures (SAAA post tests) was
analyzed by the analysis of covariance technique.

In tahle 20, the covariance analysis for the influence of
the technigques of crcupdng upon final SAAA scale is presenteda
In this analysis the pretest SAAA scores served as covariates.

The F value obtained through this analysis Qas not significante.
SAAA = (F = 2,257, 3/138, P = NS)a

On obtaining the F value, the adjusted criterion means were
computeds The unadjusted and adjusted SAAA means for the three
groups, trcated under model-reinforcement and desensitization
group counselling strategies are presented in Table 21. It
appears that, insofar as group difference in initial SAAA
performance potential were controlled by the SAAA pretest, and

no uncontrclled factors related to SAAA performance contribute to
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TABLE 2

(@]

hnalysis of Covariance for Academic Involvement Between

General Group, Triadic group and Dyadic groupe.
(COVARIATE = FRE SAAA)

SQURCE OF VARIATION SsQ DF MSG ! | P

COVARTATITS (Pre=Shivi) 741,731 2 I 741,731 10,205 NS

MAIN EFFECTS 24459,31€ 3 8153,105 2257 NS

Mod-reinf. Vs. Desen| 7417.816 1 7417.816 |2.053 NS
Group X Triad x Dyad| 16970,578 2 8485,289 |2.349 NS
2-WAY INTERACTIONS 13878, 250 2 N6939,125 |1.921 NS
(Type of Treatment Vs,
Type of Group)
BETWEEN 39079.313 6 6513.219 | 1.8¢3 NS
WITHIN 494982,183 138 3613,009
TOTAL 534061,500 144 3734.696
Ta’ \BLE 21
Means Showing The Relative Effects of Grouping
Methods on Academic Involvement
Variable + Category N UNADJUSTED X ADJUSTED X
Model-reinforcement 72 121.02 | 120,81
i

Desensitization 72 106,14 106,35
General Group 48 128,09 128.86
Triadic Group 48 106,13 109,99
Dyadic Group 48 106 .07 106,42
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a bias, evidence has thus been found that, no significant
difference exists between the different modes of grouping in
increasing the degree cf academic involvement.

SUMMARY OF FINDINGS AND CONCLUSIONS

In presenting the findings of this study, which is
basically on the effect of two group counselling strategics in
increasing academic achievement and the degree of academic
involvement; a number of results and conclusions were arrived
at. The summary cf these results and conclusions are presented
as followssi=

1. At the pretreatment level, the iesults show
that for both experimental and ccntrel grours, there
were no significant differences between mean scores of
the experimental group and contrcol griup. This indicates
that any post test signific=snt differences cobserved
should be due to treatment effects.

2. When the achievement test scores were subjected to
analysis of covariance, it shows significant F - ratios
for the main effect of academic performance and
interaction. The tests of statistical differences,
reveal that upnder the experimental conditions the group scored

significantly higher than the control group
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Ag for the effect of treatments on the degree

of academic involvement, the SAALA scores were also
subjected to analysis of covariance, The resultant

F - ratios were significant, indicating the treatment
effects cn academic invcolvement.

No significant differences were observed as tc the
differential effectiveness of the two group counselling
methods on both academic performance and the degree

of academic involvement.

Another problem for investigation was to determine

the relative effectiveness of the different groupings
on academic involvement. The results of this
investigation show that, there was no significant
difference in the degreece of academic involvement of
students counselled in general group, triadic group

and dyadic group.

The results of this study lend support tec the
conclusions which follow. First, group counselling
will generally improve and increase academic achievement

and academic involvement respectively. Second,
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the twe group counselling methods will be effective
in dealing with academic problems. Third, model-
reinforcement group counse ! ling strategy is as c¢ffective
as Jdesensitization group: counselling in improving
academic performance. Similarly, neither of these
twoe grow counselling methods is significontly more
effective in increcsing the degree of a academic
inveolvement of low achievers. Lastly, the results
from the £ifth hyjothesis show thnf, when counselled,
the stulent's academic invelvement, «dues not

necessarily depend ~n the grouping pattern of students.
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CHAPTER FOUR
DISCUSSION

In this chapter, the results of the study and the
conclusions drawn from it are discussed. In addition, the
possible implications of the study and recommendations for
further research are presented.

Hypothegis 1

On the basis of the analyses undertaken, the first
hypothesis which states that "There will be no significant
difference in the academic performance of Subjects in the
experimental group and those subjects in the control group"
is rejected; the rejection of this hypcthesis thus leads
to the first conclusion which suggests that group counselling
intervention procedures would be effective in improving and
increasing academic achievement, which theréfore corroborates
the aforementioned research, TFor example, Havighurst and

3

Neugaten,1 Berdie2 and Krumboltz and Thonvesgen” found, similar
overall main effects in comparison to the present study.
The results from the present study give evidence

which indicate that when a student's study habits are

1. Havighurst, R. and Neugaten, B. 1962, Op Cit.

2. Berdie, R. 1954 Op. Cit.

3. Krumboltz, J. and Thoresen, C. 196l Op. Cit.
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improved and enjoyable, his academic performance is alsc
chanelled in a more positive direction. The fact that hoth
medalitics i.e. model - reinforcement group counselling and
the systematic desensitization procedurss .roved tuo he
equally successful, gives crelence to the value of the
fexmer uode of treatment.

/.3 a rasult of participation in & grouu counselling,
the experimental group's GPA became comparable to that of
the baseline group's GPA and significantly higher than the
GPi of the control group. It might be interesting to note
that the experimental group did not cegin its improvement
until the third sessien of the troatment procedures. Evidently,
it takes some time befcre the results of the newly gained
insights as a result of the two group counselling strategies
are translated into action. This is one of the important
reasons for the use of long range, rather than immediate
criterion measuress Though some students do exhibit a
"transference cure" and exhibit immediate marked behaviour
changes; most of them seem to do better in the "long pull"

as a result of the counselling cxperience.
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The improvement of scholastic behaviour on the part of
the inappropriately performing experimental groups can not
logically bedccountesd for by the natural tendency to reqgress towards
the mean. The contrel groups do not indicate this phenomenon.
Therefore, the change in bechaviour on the part of the esxperimental
groups can only be accounted for in terms of the treatment
variables. Further findings lend support tec the effectiveness
ef these two group counselling strategies-usod in treating poor
academic achievers.

In light of these findings, one can state with a high
degree of certainity that, in the findings of an investigation
which concerned itself, with long-range results and which
concerned contrelled ability and motivational variables,
indicated that students.of comparable ability who began their
scholastic career with inappropriate lower grades, who recognised
and expressed their need fcr help and participated in group
counselling were indeed aided to perform in a manner more
consistent with their ability. In contrast, those subjects
who were in the same circumstance but were refused help
continued to perform in & consistently inappropriate manner,

i.e. they did not improve their grades.
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The outcome of this investigation supports the results
of many studies concerning the affectiveness of group
counselling procedures in academic settings. The critical issuc
to which this research was addressed, was the establishment of
controls and the manipulation of variables in a manner which was
consistent with conclusions of an unequivocal nature -- an aim, which
former studies accomplished only in small part. The study dealt,
with at once, a group procedure which focused on personality
variakles and scholastic skills simultaneously. It also
provided control for motivational variables and used an
objective criterion for measurement. over a period of times
In the light of the design, the findings indicated that such
group counselling procedures which take intc account the whole
person arz effective in changing scholastic behaviour in =

positive dircction.

Hypothesis 2

In discussing the second hyvpothesis which states that
"There will be no significant difference in the degree of
academic involvement of subjects in the experimental group and

those in thc control group," the results of this investigation
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rejected the null hypothesis II, thus demonstrating that
both medel-reinforcement and systematic desensitization groupn
counselling stracegies can be effective in incraosing the
degree of academic involvement. The experimental subjects
improved more on the total SAAA scale than those sub jects who
received no counselling. The study is thus supporting the
view that behavioural counselling technigues may be effective
even when the problem under consideration does not concern
specific and well defined behaviours.

In order to adduce possible reasons for this finding,
it is necessary to examine the construct of academic ability
itself. That satisfaction in academic ability is related to
congruent concepts of self and ideal self is construed as in
keeping with findings of previous studies. These have
indicated that as an individual becomes better adjusted his
concept of self and self ideal are brought into closer
accord, that congruity of concepts is associated with
generzl satisf~rction, and that this congruence may be
indicative of a sense of self acceptance. Vhy this

association was found to be less clear in the two methods, may



133.

be that academic ability itself holds more values which

exist independently of their own feelings of satisfaction with
self within the experimental subjects.s A student who is
disconted with self because of his performance in academic tasks
may find that, just he has been treated to overcome his
academic difficulties, he is more satisfied with his lot in
life, irrespective of thc methods used in group counsellinge.

The indication of these findings, is that behavioural
counselling techniques derived from social learning theory, can
be used by counsellors in increasing the degree of academic
involvemente If it is assumed that counsellors ought to help
students learn the processcs involved in personal and
educational making, this finding has considerable relevance
for counsellors. Group counselling has gained support from
many counsellors and counsellor educators, yet lititle experimental
evidence demonstrates the value of group counselling. This study
is therefore, an experimental efidence to show that group
counselling methods are effective in increasing student's
academic involvemente

Another possible explanation for these findings, may be that,

under the conditions of this study, the findinags support the
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conolusions that specific behaviours can be modified using

a learning theory approach in counselling with small groups.

This conclusion is supported in other counselling studies

using the learning theory approaches. Such studies include

those of Akinboye1, Krumboltz and Thoresen2 and Ryan and
KrumboltzB. As Skinnerh pointed out, it is an over
simplification not to evaluate others which affect the spread

of effect, since it is a known fact that other variables in the
environment may dilute behavioural changes achieved during
counselling, Difficulties in trying to effect changes in student
behaviour within the classrocm through reinforcement have been noted
in some studies, like those of Krumboltz and Thoresen. The
implication of this for ccunselling is that before a marked and
lasting change in behaviours in other situations can be expected,
the reinforcing aspects of significant others (teachers and peers)

must also be evaluated and regulated. One of the goals of

1. Akinboye, J. 1974 0Op Cit.
2. Krumboltz, J. and Thoresen, C. 1964 Op. Cit.
3. Ryan, T. and Krumboltz, J. 1964 Op. Cit.

L. Skinner, B, F.: Science and Human Behaviour.
New York: Macmillans: 1953.
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this study was to maximise conditions for reinforcement
during counsellinge.

In Nigeria today, croup counselling is a relatively new
technique for many school counsellors. One of the greatest
advantages of group counselling is thet it serves as a
microlab for lecrning new behaviours., With appropriate
reinforcers for motivation, sequencing of leirning and
specific objectives, a student can be re-educated in
behavioural patterns. Students in the experimental situations
learn to effectively discriminate between appropriate new
behaviours and inappropriate old bshaviours. As =zach group member
plays an apprcpriate role in the group si?uation, he rec-ives
reinforcement from the counsellor. In addition, the presence
and behaviours of peers provide important modeling cues as
well as additionai reinforcement. By providing the students
with a model, for the desired behaviour, he is able to
imitate and this greatly increases the likelihood of receiving
positive social reinforccmente The results of this study
support the findings of other research demonstrating that the
degree of student's commitment in academic acfivities can be

quickly influenced by group counselling methodse
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It is fairly clear from these data, that, there
seems to be a possibility that a cycle of interaction
takes place in counselling that affects one's perception
of individual academic ability in different ways at
different points in counsellinge. Perhars it is possible
that after an early identification with the group members
and their problems, the identification of ‘their academic
ability bagins to dissipate and the student begins tc
differentis’ - 7. clearly between himself and otherse
The operness of the group allows him tc see their academic
abilities and others in a way heretofore unknown., Ohlsen
(1963)1 sa2id "he learns that others have problems too'.
Identification with other group members reveals not only
previously unknown similarities but alsc unique diffcrences,
If such a cycle occurs, it would seem that if a client was
evaluated on the SAAA scale after three or four sessions

he probably would have a higher SAAA scores. Howevar, after

1- Chilsan, M.: Sroup Counselling, Holt, Rinehort and
Winston. 1963,
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several mcre sessions, he would possibly see himself as
different from oth:rs and be satisfied with this difference.
Therefore, in group counselling, they are akle to work through
their feeclings of being different.

The consistency and comparative of the two therapies
on self approisal of academic ability in the present
study can be seen mest clearly in the experimental results
(Tables 12 and 13). One possible explanation of the
therapeutic effect is that subjects became sensitized to new
ways of coping with their academic problems and evaluating
themselvese The result of such a sensitization tc new ways
labeling his perceptions possibly accounts for the change
in the mean SAAA scale scores among the experimental

sub jeCtS °

Hypothesis 3

Another matter for concern is the confirmation of the
third hyrothesis that "There will be no significant difference.
in the academic performance of subjects treated under model-
reinforcement group ccunselling and those subjects treated
undér desensitization group counselling'". Th= hypothesis

demonstrated that model-reinforcement group counselling can
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reduce study habit problem due to anxiety as effectively
ag the systematic desensitization group ccunselling, which
has been one of the most recommended methods to deal with study
anxietys; Allen,1; Johnson azmd Sechrest,2 Aponte and AponteB,
Emery and Krumboltzh, and Lomont and Shermans. The practical
advantages of having mcdel-reinforcement as a competitive ferm
of treatment are, first, that it provides counsellors with wider
range of treatments toc choose from and second, that this choice
may alsc accommodate practitioners of a wider range of counselling
orientations.

An important implication of the results of this
hypothesis concerns the use of desensitization as a
target by the structured model-reinforcement method. The
extinction of anxiety reactions associated with the
desensitization procedures is an innovation introduced by
the behaviourstic approach. In fact, a compariscn of the

theoretical principles underlying these two treatment

1. ‘4llen, G. 1971 Op. Cit.

2. Johnson, S. and Sechrest, L. 1968 Op. Cit.
3. Aponte, J. and Aponte, C. 1971 Op. Cit.

4. Emery, J. and Krumboltz, J. 1967 Op. Cit.

5. Lomont, J. and Sherman, L. 1971 Op. Cit.



139.

mcdalities show some incompatible differences. Despite, the
theoretical differences, in practice, some similarities are
alsc evident. These can be illustrated in the case of the
procedures uscd for desensitizing t<st anxiety. In both forms
of treatment, the clients are given a substantial degree cf
control over the performance, Thus, the model-reinfoercement,
although traditicnally, considered a dynamic form of treatment,
in the present case can be regarded as a veriant of in viwvo,
desensitization or pather a simulated in vivo desensitization.

The fact that both group counselling str:ztegics showed
a significant effect on academic performance is an additicnal
support for Doctor et al1 who obtained similar results in
compzring systematic desensitizafion with model-reinforcement
group counselling, in which sutjects were encouraged to discuss
attitudes and feelings associated with study habits and test
situations, Similar finding was by Allen2, when he showed
a model-reinforccment approach to be effective in reducing
test anxiety relative to a no-treatment contrel group.

It should be noted that illen used study counselling in addition

1. Doctor, R. et al. 1970 Op. Cit.

2. Allen, G. 1971 Op. Cit.
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to the test-relatcd counselling that was cempl-yed in this
study and by Doctcr et z21.

While there is little evidence that system-tic desensitization
of test enxiety alone leads to improvement in grades, desensitization
in combination with some type of counselling has resulted in
improvement in zcademic performance, in almost every study
which these apprcaches were combined; Allcn,1 Katachn et 31.2;
McManus,B; Mitchell and Ng.h.

The confirmaticn of this hypothesis is ap indication that
students' study behaviours can be modified by 2 combination of
study skills advice and ccrtain behavioural self-control
techniques. This cobvicusly shows that model reinforcement is
an effective treztment in addition to group desensitization.
From the data GA this hypothesis, all of the treatment groups
combined were supericr tc the controls which were equivalent.
Treatment effects were equivelent for both male and female

subjects and most subjects felt that the treatment had helped

1. Allen, G. 1971 Op Cit.
2. Katachn, M. et al, 1966 Op. Cit.
3. McManus, M. 1971, Op. Cit.

L. Mitchell, K. and Ng. K. 1972 Op Cit.
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their study hzbits. That model-recinforcement can dramatically
change behaviours has been shown before Thoresen and Mahoney1.
Kazdin2 has written that unambigous demonstrations of the efficacy
of model-reinforcement should be the foremost resesrch goal in this
area, and the results of this experiment are cne step towards
meeting that goal.

Most of the model-reinforcement studies utilizing rewards,
have either, had smcking or eating as target behavicurs and
there is evidence that model-reinfcrcement hag therapeutic
potential for these behaviours; HarrisB; and Mzhconey and
Thoresenh. One of the most interesting. findings is that treatment

implemented primarily, via handout was efficacicus, even though the

students had personal contact with the therapist.

1. Thoresen, C. % Mahoney, M.: Behasvioural Self-control
New York: Holt, Rinehart & Winston 197L

2. Kazdin, A.: "Model-reinforcement and behaviour change"
M. Mahoney and Thoresen (Eds.) Self-Control:
Power to The Person, Montery Calif.: Rrooks/Cole
1972.

3. Harris; M.: "Self-directed programme for weight Control: A
' pilot Study" Journal of Aibnormal Psychology 1969
T4 263 - 270

L. Mahoney, M., and Thoresen, C. 1974 Op. Cit.
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Beneke and Harris1 found that handout worked as well as group
therapy sessions for modifying study behaviour. This combination
of model-reinforcement and a system of treatment delivery that is
not entirely dependent on extensive therapist contact or time,
offers considerable poténtial for making positive behaviour
modification available to large number of people in diverse
environment.

The fact that, no significant differences in the
outcome of this study were found between the model-reinforcement
and group desensitization, shows that, the study provides no
evidence leading to the preference of one type of treatment over the
other. A similar conclusion was reached in Dixon'52 study and
evidence for the effectiveness of each treatment is cited in the

review of literature.

Hypothesis L

The fourth hypothesis of this study which states
"There will be no significant difference in the degree of
academic involvement of subjects treated under model-reinforce-

ment group counselling and those subjects treated under

1. Beneke, W. & Harrig, M. "Teaching Self-control of Study
behaviours." Behaviours Resesrch and Therapy

1972 10 35 - L.

2. Dixon, F.s "System=tic desensitiz2tion of test anxiety"
Dissertation Abstract 1966 27 L4 - 13.




143,

desensitization group counselling", investigates the differential
effectiveness of the two counselling treatments on the cegree
of academic involvement. The vari-ble of cver-generalization
tevealed no differcnces between the treatment conditions. The
null hypocthesis, that, there will be no difference in the two
modes of treatment in increasing the degree of academic
involvement was demonstrated.

One of the goals of this study was to ascertain
the effect cf the two modes of group counselling on acudemic
invelvement of the students and also to compare the
effectiveness of the modes of the therapy on academic
involvements The results on this hypothesis, sup crted
the relative effectiveness of therapy on the experimental
groups over nen specific treatment group. On the contrary,
the data on this fourth hypothesis, did not support the
differential effectiveness of the two modes of therapy on
academic involvement. The data indicated that the experimental
subjects' scores on the SAAA scale was significantly more
effective in increasing the degree of academic involvement than

the control subjects. These significant results were consistent
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for groups treated with the two therapies.

The findings of the twc methods in increasing academic
invelvement raisce some interesting issuss about the manifistations
of change due to medel-reinforcement and desensitizing in groupse.
One interpretation of the data suggests that model-reinforcement
in group can bring about the same magnitude of self-porceived
behaviour change as desensitizing in groupe. An adlitional
explanation of the similar results for both therapies on
SAAAR scale, is the learning due to repeated testing. This
is quite possible, since the SAnA scale was given at pre-
treatment, eight wocks later, at ﬁost - trzatment,.

The insignificant difference cobserved for the twe
therapies on aca‘emic involvement, may be exyplained by the
fact, that, using model-reinforcement thorapy as one of the
treatment, tends to motivating subjedts in improving their
study habits, just like the desensitization group counsellinge
Put simply, almost all people tend to consider positive
reinforcement as accurate, desirable and impactful. Learning
theorists have long known this to be true, since positive re-
inforcement has been consistently found to be a much g renger

motivator of humans than necgative reinforcement or punishmenta
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The results on this fourth hypothesis, tend to support this
point of view; that active training procedures such as systematic
desensitization, modeling and positive reinfcrcement, feedback
are the critical-treatment components in educational counselling
programmese

Previous research on academic involvement would have led
one tu predict differential increnses hetween the experimental
groupse. It is possible that behaviour change tactics of
systematic desensitization type appended to a self-evaluation
and model-reinforccment sequence are duplicative and superfluotss
In other words, the contribution of explicit systematic
desensitization and recording to iehaviour change may be
accounted for within model—reinfcrcement'operations,

Implicotion of these findings point to the feasibility
of training students in self-management skills that subsume
and extend self-instructional vractices. It is evident that
sufficient knowledge and expertise has been generated so as to
arrange learning experiences allowing students to requlate
their own instructional environments. Vithin the programmes
such as these, relevant entering behaviours should be examined

in light of treatment alternatives so as to optimize change.
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The question should be asked, what aspects of student's study
repertoire should be exposed to what type of group counselling

strategy?

Hypothesis 5

The final hypothesis of this study which states that
"There will be no significant differencs in the degree of
academic involvement of those subjects treated” in general
groups, triads and dyads"; looks at the jcssible combined
effects of mc lel-reinforcement and systematic desensitization
with grou;. dynamics on the degree of academic involvement of
low—-achieving students, shows no significant effects and the
interaction was equally not significant. - This finding suggests
a basic similarity in the mode of interaction between members
within the general group, triadic group and dyadic group.

One jossible exr lanation for this rasult may be attributed to
the nature and size of the experimental groups. The general
group (comprising of only six subjects), triadic groups and
dyadic groups are all referred to in the field of group
dynamics as "small groups"e The implication of this, is that,
whatever the nuances of motivzation underlying group formation,

however, many '"tyres" of groups we may be able to ilentify, there
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remains the central fact that small group members come together
or are brought together, on account of some kind of common
purposcs, intercsts or needs.

The notion of common purpose has a number of important
implications. It provides a reason for the members' investrent
in the group, a motivation for interacting and for encouraging
each other and it increases the sense of unity.  This "we"
feeling or group bond operates inevitably in all the groups,
irrespective of the number of group members, and it is an
important basis of the personal relationships which develop between
group members. Accepting the small qroup as the locus of
maximum intimacy and the best mzans is therefore axiomatic that
the therapeutic atmosphere, characterized by acceptance, trust,
safety and a sensc of belonging is dependent upon the size of
the group encounter. These parameters of the therapeutic
field are emoticnalized attitudes that are communicated inter-
personally by a small group of pegle in psychological contact
with one another,

Another possible reason for the no differcnce result
among the various groups may be secn in terms of interaction

which is a common rhenomernton in small grouns. Interaction in
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groups, refers to the mutual influence f reople who are in
contact with each other. By "influence", it does not only mean
modification of behaviour but also includes hoth modification
and reinforcement and not only of hchaviour but alsc cf
attitudes and self-concepts. All of these group j.recesszs are
dependent upon the occurrence of interaction. < It is the very
nucleus of the small group work process. There is no reason
for bringing together a grou; clients unliss it is genuinely
believed that they have somethinu to give each other, that
can in some way help each other.. And to de this, they must
interact,

One other explanation for this kind of rcsult, may be seen
in terms of cooperation which is another bosic attribute of
small groups. The fundamental goals of cooper:tive learning in
small grouy's, Aare-to promote process of learning which are
intellectually more complex and richer than larger group and to
stimulzte students to function on = higher level of affective,
cognitive, and social involvements This study presented some
evidence that these goals can be achieved. All the grougp
members' attitudes toward their schocl work revealed considerable
inveolvement, cven pleasure as well as concern for their academic

work. To illustrate, each qroup member from any of the grourinos,
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trust the group as an entity lLecause each ;arson has achieved

a trust relationship with the other partner on an individual
and sequential basis. The dynamics of the small group unit are
the heart and soul of group process. To incriase commitments
in academic work, counsellors should therefcre cmbrace all the
various groupse.

The findings of this and other similar studies have high-
lighted the considcrable variability in increasing the degree
of academic involvemcnte From this study, two intercsting
sidelights are worth noting:

(a) certain subjects might impede or innibit tho

therapeutic process for others and still profit
from counselling themselves and

(b) group counselling in contrast to individual eounselling,

affords an opportunity for non-verbalizers to participate
vicariously through the verbalizations of others and
thereby achieve significant performance.

The increase in academic involvement ~=ccompanied by
improvement cf academic porformance in all the groups, Jeserves
special consideration. Initial retardation in academic

performance may have been a result of lack of committment in
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schoocl work and because of this, the poor achievers

new sense of well-being after counselling may nave been
directed to areas more important to them. These, perhaps
caused them to focus more of their energy on interp-srsonal
relationships, which had not been satisfactery te them in the
past, to such an extent that they gave less attention to their
academic worke

Finally, it is of importance to give cliniczl explanations

of what, the researcher thoucht haopened to the experimental
subjects, r<sulting tc no significant differcnce in the degree
academic involvement among. the various groups. With varying
degrees of depth, each client within the_uxpurimental aroups
discovered:=-

(i) that expressing his own recall feelinags about
pecpley things and ideas helped him te understand
himself and the forces that disturbed him,

(ii) that at least, one adult could accept him and that
this adult i.e. the counsellor, winted te understand
him,

(iii) that bhis peers had srohlens toc,

(iv) that in spite of his faults which his peers wanted him

to coirect, his peets could accept him

(v) that he was capable of understanding, accepting and
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helping others and

(v) that he could learn to trust cotherse.

When a client discovered that others accepted himy-he
found that he could better accept others, and eventuzlly that
he could better accept himself. After he began te accept
himself, then, and only then, could he accept the fact that
he was gifted and make plans which required Wim to use his
great potentialities. All of this takes time - these changes
come over so gradually - yet they must precede substantial
improvement in grades. VWhat is more, each client must learn
to live with his new self, commuﬁicate this new self to
important others, and teach these important others to understand,
to accept and to live with new self.

These findings sup-ort the usefulness of these two uréup
counselling strategies in incressing achievement, as well as
increase the degree of academic involvement in school worke
It dees not, however, resolve the juestion of which active
treatment is superior. The practical imilication of these findings
is that counsellors can be effective in improving academic
achievement and that counsellors have two equally effective group
procedurcs from which to choose = model-reinforcement group

counselling or descnsitization group counselling.



152,

Implication of The Findings

Counselling is still best justified as an imnediate help
to the student bewildered by the increasingly complex maze of
educational and occupational copportunities. In this maze, most
institutions will recognise their responsibility to help the
student explore his potentials ana possibilitics in/mn orderly
manner. The jrovisi-n of s rofessional Jeoi:le 1w counsolling
services is cone way to achieve that. And it is comforting that
this method was sw ported by the analvses in this study,
certainly eﬁer the shiort academie term roviod -nd in a milder
way over the lengthicr sian of tine.

The present study thercfore represents =n important first
step in the detormination of thae most effective ingredicnts, in
educational counseiliing, a therapeutic format sometimes character-
ized by a myr.id of technigques drawn from varying theoretical
backgrounds, ~ The isolation of the most effective trentment
components-in the progrommes typically empleyed in e'ucational
settings would scem to be of paramount im ortance. Further
studies should isolate therapuetic ingredients in educational
setting, such as the impact of homework assigrments by including

subject groups that control fir the treatment ingredients under
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investigation as w:ll as waiting - list countr~l sroup that
receives no troatment.

Improvement of ncademic performance has reccived & small
deal of attention in Nigeria, this has been rither discouraging.
The results of this study suggest new approach to the problema
Study method courses are usually based on org=3nising, but is
that of any avail to a student lacking high n-achieveinent and
thus the ruthless kind of motivation necessary for the succoss
of the organising strategy? Ccunsellers, and mor: oarticularly
academics, would be loth to recommend minimax reproductive
strategies, yet to the student who is afraid of failing,
such an anxicty - allaying-strategy is very prcbably just

what he needs.

Limitations of The Study

Certain circumstances created by the design of the
study are identified as limitations in that they have affected
various aspects of the internal and external validity of the
investigation. It is therefore important that the limitations

of this investigntion be made explicit.

0 A completely adequate evaluation of therajcutic
effectiveness would take inte zccount not anly the degree

and rapidity with which therapeutic chang:s are brought about
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but alsc the persistence of these changss after termination
of therapye The present study deals only with the legree
of change over the ccourse of therapya

A degree of internal validity may have been Joopardized
in that subjects were randomly assigned to trestment.
Censequently, one cannot be absclutely certfin of tho
equivalence of the sxperimental grouise Although A
strtistical check was conducted toadetermine ejuivzlence
in terms of acadomic ability, therf still exists a
poszibility of hiases resulting from the diZferantisl
salection of subjects for gmnparisnn.

Despite an effort/ to control for other internal
validity factors such as, maturition, testing, instrumentation,
ancl statistical reqgression, there is the possibility of inter-
acticn effects among these variables which might have been
mistaken for the effects of the exgerimental treatment
vagiablese

The generalizability of the findings in the experiment
may have beon limited by the schocl status of the sample.

The total study ~lsc is limited by the fact that only

English and Mathematics Achievement Tegts smonc- othors in
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the classroom were involved in the experiment.
Generalizability of results to other subjects thorefors,
may b2 tennous.
6a The findings are limited to valunt.rv students-with
study habit preblems. They shsuld ba gener-lized without
further evience to involuntiry stuiente with stuly habit

ircllems.

Interpreting the present results ns.a confimantion of
the effectiveness of the employed treatments could be
challenged on thce ground of demand cnaracteristics. It could
be argued thrt the cbtained diffepence letween the treoated
groups, and the control greoup was due to ﬁhe ceunsellors
expectation for the treated subjects to vet welle Or it
could be that the treated groups reccived gpecial attention,
irrespective of content or procedure while the contrals did note
According te this a firmer conclusion rogrrding the effectiveness
of the treatments employed could have bzen rocched had the study
included a placebe treatment control group. Ohwvicusly, the lack
of a placebo contrzl group is a limitation of ztwii. s such as
the present cne. Unfortunately howaver, therse are proctical

as well as ethical rroblems which make the inclnsion of tnis
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kind of contrel difficult. Within these limitations,
the findings of the prescent investig-ation permit the
inference that greoup counselling precadurcs are very effective

in improving and increasing academic achievement.

Suggestions for Further Research

For further study in this area, it is imjportont to
have rep;lications of this study carried sut, in order to
confirm the effectiveness of thess twe group counselling
strategies in festering academic performamce. ..gninst this
background, the following interrelated clservationms ure
offered:

1. There is need for more factorial and
scphisticated experimental desiagns and statistical
technifues: s¢ as to probe mors the main treatment
effects of the group dyvnamics and grouy counselling
stratogies in fostering ~eslemic performance.

De There is a need for investigrtion of scecific
cognitive characteristic., Vhatever other qualities
a counsellor may wish to promete, the production of
academic abilities would seem of paramount importance.

Previous investigations of cognitive chziracteristics
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have tended to use global measures of intalligence.

It is possible that the failure of such measur=s to

exrlain how acarlemic performance can be fostered,

could be explained in similar terms, that is, as

resulting from the use of invalid criterion varinbles.

The exploration of different tyres of coegnitive

functioning together with the attitudinal and

behavicural ceorrelates of cognitive ability may be

a more fruitful approach than that of employing

a general intelligence measures.

3. Therc is need to explore the relationships between

group develorment and interaction charactcristics

of group counselling strategies 5nd the academic

achievement of studentse

In sum, the accumulstion of research over several years

is pointing 0 the fact that group counselling medels mediate
between pursoprological and environmental cr treatment variables
on the cne hand and academic achi.vement on the othere Many
important nispects of these models obviously require further
research, hut it is suggested that these models might constitute
a fruitful guide to teachers, counsellors, and students in

contrclling le wrning processes in the academic domaine
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APPENDIX A

SELF - AFPRAISAL OF ACADEMIC ABILTTY (SAAA)

PART A

Name@:seococoocseanoesonsanasascooccoonoacnonoesssnasnnrocenosas
SOXT d 60000 0800000000606 GLOASSE BEeesoseas AJC: eoccocoases
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PART B

Below are gome statements about school work, with which
some pupils would agrze and others would disagree. Please put a
eircle round the number which best indicates your opinione. Remember,

there are no right or wrong answers.

1 = Very much applicable to me.
2 = Aprlicable to me.

3 = Cannot say

4 = 1Mot amnlicable to me.

5 = Not applicable to me at all.

I

I ean® work on academic assignment for a long time

without getting tired of it. ssn es eoa 1 2 3 4 &

I take a pleasure in overcoming my =academic

difficulties cen soe sce 1 2 3 4 5

I can keep on at a aifficult subject witiicut

somecne urging me on scec nae coe 1 2 3 4 5
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I usually finish most of my learning activities

which I begm ese oo

I can enjoy a long spell of continuous

learning activity eso soo

I stiek at studying even though it scems

that I'm not getting guick results

I usually return to an academic task which
has stumped me with determination to solve
it LR J L

I usually refuse to admit that I am tired
of reading when indeed I am eco

I usually refuse to admit defeat at any

given academic assignment .. eso

I will go to any length rather than be
called a quitter of a given piece of

academic work — oo

I would rather work out my plans than carry out
the programme of someone else even of a person

whom I respect seo eco

I become stubborn and resistant when othors try

to force me to do things aes o

I try to work out things for myself ir I am
in trouble cee sce

s

<
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I argue reascnably against people who
attempt to assert their authority

over me ece cec

I prefer to do my own planning alone rather

than with others aes e

I go my own way, regardless of the

opinion of others eoe eoe
I prefer tc work on m\ own ewo

I would rather go without something

than ask far a favour soo eub

If necessary, I cculd g:t along guite

well without friends aco eas
I cceasionally say "No'" when cothers
offer to help me coo ceoe
13T
I get on very well at school with teachers
and fellow students see oo

I think that the subjects we study at

school are very interesting “oo

I believe that students whoe ran stay on at

school are lucky ese eco
I think that what is faught at school

is very important ses eoca

(=3
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I shall stay on at school as long

as I can coe eoo

I like some schocl subjects enough to

read about them in my spare time e.e

I am happy when I am loarning about

school subjects sss eco

I would rather work out things
involVin(J thlnking oo L
If I could choose, I would rather

come to schocol than go to work coe

The day passes very quickly when
I am at school coe sso

=

i

i
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APPENDIX I

CNGLISH ACHIEVEMENT TEST (EAT)

ENGLISH LANGUAGE

Instructions should be carefully read.

INSTRUCTIONS
1. Use pencil throughoute
2 Write clearly; your name

At the beginning of each Section, *hare is an instruetion as
to what ycu should do, make sure you go through the instruction

before yvou start answering the gquastions.

Attemnt All Questions

If you wish to chang: an answer, crase your first answer

completely and shade the appropriste space “or the new answer.
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E?CTION £
ESSAY AND LEITER WRITING
R 5
Your teacher asked you to write an essay on vour best friend;
this tvpe of writing would be:
(a) An expository essay
(b) A narrative essay |
(c) A descriptive essay
(d) An argumentative essay
To which tyie of essay will you group the following title:=
Should soldiers be drafted to sehools?"
(a) Narrative (e) Arcumentative
(L) Descriptive (d) uestion
Which of the following statements is cﬁrrect?
(a) A good essay has an outline, paragraphs sequential order
of ideas and mechanical accuracy.
(b) A good ezsay requires ability to use big words and
pargyre Ns.
{c) " A good essay requiccs formal languauc rzgisterss of words
and jargonse.

(d) A good essay regquires a well layout cnly
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5.

6o

1736
Which of the following is correct?
(a) An @ssay i3 a piece of writing in prose from which
may ke used tc argue, to rnarrate a story, describe 2

seene  or inform a coeadar.

—
o
St
-
e
(=]

1

[}
Hd

ay is any tvpe c: weiting which may be used to argue,
narrate describe or axpiain sc. .-*:.0ng to a reader.

(c) &An essay is a seguential order of ':lling & story,
describing a place, convincing a parson or explaining
an iden to a reader.

(d) An essay is a piece of writing.

Which of the following shoulc be the first in outlining an

essay?

(a) Organizing the main idcas and .etalls into paraorsph
units.

(b) Arranging paragraph units in logical order for cassy.

(c) Listing details of general ideas,

(d) Identifying general ideas.

IT

A formal letter differs from an informal letter in that

formal letter requirecs the use of:=

(a) PFormal language

(b) abbreviated language

(c) Jergon larncmage

(d) Informal lanquage.
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Te Dear Sir,
I have received your letter of 24th June and in reply
to your query T should like to inform you that secsceen
A letter that begins in this way veuld most likely  be written
by:
a = a student
b - a worker in an estrmblistment
€ = a house wife
d - a gardener
An idiom is underlined in each of the sentences below; find
under each: sentence the group of words that gives the iscaning
nearest to that of the idom:

Be Tola gave Ade cold comfort

a. wet comfort

be 1little comfort

Cs no comfort at all

do affectionate comfort

Se He escaped the accident by a hair's breadth

2. by a wide margin be by jumping
¢. by holding on to a person's hair

de by a narrow margin.

10, Thg:old woman kickad the bucket yesterdaye.

3

ae died ce removed the bucket

be stumbled upon 2 buciet d. fainted,
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1% SECTION B

COMEIEHENSTON AND SUMMIARY

Read the following passage and answer the questions that
fellowe Choose the correct answer from the alternatives lettered
A te De

One day Tortoise was coming home from his brother's place
dragging a burdle of salt wrapped up in a bark cloth. Svédenly
he found that he could not pull the bundle and when he lcol~d arcund
he saw a large lizard sitting on the bundle. "Get off my salt”
said Tortoises Your salt?" replied Lizard, it is not your salt,
its mine I found it here on the ground”s

They arcuec for sone time, and LizdAsd r_fused to get off unless
Tortoise went with Liiim o the elders o let them try the cese and
decide whesz salt it wase Sy Teortoise and Lizard went along to see
the elders.

Tortoise exi:lained that because his ¢rmes and legs were so sho-t,
be could not carry buniles but had to drac them behind hime Lizard
argued that he had ickad the salt up on the road and that anyone
who found ngﬁbjingyéng about could kegp it.

The'elasre thought for some time and they rultd that the szlt
should ba cut in half and that each one should have a half. This
was don¢., ono immediately Lizard grabbed his half, scattaring

Tortoise's nalf all over the place so that he lost mest of it,
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Scme time later Tortoise thought of a plan to get his own
back on Lizarde He walked along the path until he saw Lizard lying
asleep on a rock in the sun. Tortcise whent up and grabbed him by
the waist. "Put me downl" said Lizard. "Sce what I have found®
cried Tortoises "I was walking aleng the road and I fourd this
lizard lying there and now he belongs to me’.

Lizard wriggled and wriggled but Tortcise would not put him
down until he argreed tc go along to the ¢lders. /The =lders listened
to the story and as they wanted to be fair, they said that they must
give the same decision as thu other aay. - "The Lizard must be cut in
half and the Tortoise can have half', they szic. And berfore Lizard
could say anything Tortoise smatched a knife and cut him in half,.
And that was the ond of the greedy Lizard.

11. A suitable title feor this passage isie

(a) A liar should never be trusted"

(b) "The bag of salt"

(c) "Wickedness gets its own roward"

(d)" "The Court czcse".

12. Tortoise was dragging the bhundle of salt -~long the ground because

(a) It was toc heavy for hir ‘o carry
(b) His build made it difficult for him to carry things.
(¢) His brother had wre ped it up for him in back cloth.

(d) His arms and legs soon got tired.
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Lizard argued to the ecourt that the salt was his beceise
(a) Tortoise had acrecd to ccme to the ccourt.
(b) He had found it lying on the road.

(c) Tortoise was unable to carry the salte N
(d) He had sat on it to step Tortoise.frcm taking it away.
Tortoise plan wae to.-

(a) Be carried out behind Lizard back.

(b) kake Lizard roturn to wnere he had come frcome

(c) Help Tortoise ge=t his rsvenge on Lizard.

(&) Get his g 1t hack.

Tortoise's plan against Lizard could be deseribed asi=-

(a) Shreved

(h) Stupid

() Comolicated

(d) Humurcus

The elders rylod that Lizagd should b2 cut in half because
they:

(a) Were friends of .ortolse

(b Liked to punish people

(c) HKnow that Lizard had dec_ved treme

(4) Thouu.t this was the only right thinc to de.
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Tortoise prorended to find Lizard in the very same way that
Lizard had vetended to fing Torteise's bag of salt. %Wny?
(a) To show that hz was just as elever as Lizard.

(b) To play a Veio on Lizord

(c) To show tie 2lder: hoor stunid Lizard wase.

(8) Te¢ force thg ~loure .nto making the sams decision:

Tt is cbvious frun the "ray he spoke and acted that Lizarad

was a .
(a) Yool (e} Prriecd
(b) Lier (d) Lawyer

The sort of purson who would be vewy like Lizard in tho story
would Le the porsmm whose

{a) Likes tui:&x-advantaqes of people

(b) Likes to play silly jokes on otherse.

(¢} Ceonsiders.hiimself inferior to otnerse

(d) Is always +aking pzople to court.

Yhich of the fcllowing pairs of words eoul.’ best be used to
deserilie Lizard?

ta)~inzeliable and unsoettled,

(1h) Untritnsul aad urforcuanatoe.

(¢) Untainking ane enfortunatce

(d) Unfriendly -nd unco-op. rative.
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21. UWhich of the fcllowing proverbs could be bast applied to this

passage?

(a) A stich in time saves nine.

(b) Birds of a feather floeck together.

{c) He who laughs last laughs lengest.

(d) DMake hay while the sun shinesa
22. What de yvou consider is the main purpose of this story?

(a) To teach people that dishonesty does net paye

(b) To tell people how clever some animals arce

(c) Tc show people how to treat their =2nemi _.s.

(d) To make people laugh at other peopleis misfortunea
Choose from the list lettered A to D the one rnoarcst in meaning to
the underlined word(s) in the passage.

23. Anthing lying sbout

(a) Aany lost article

(b) Anybody tel_ing lics about
(c) Anything lying asleep

(d) Anything lying outside,

244 Ruled

(a) Measure with a rule (c) Agreed

(b) Cut with a ruler (d) Decided
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25. Grabbed him by the waist

(a) Touched his waist

(b) Held him by the waist

(c) 3Seized him by the waist

(4) Came from the west and grabred hime

GRed MRR (LEXTS AND STRUCTURED)

Choose the word or phrase from option A - E which has the nearest
meaning to the underlined word or words in each sontonec.
26. When you o to a foreign country to atady, yvou will discover

that life is not always a bed of ros.s.

(a) As pleasant as one thought
(b) A bed without rose:
{c) An unmitigated Zisappointment
(d) L8 =xp=cted
(e) Uncomforteable.
27. "John, if your-mother ecztehes vou playing in the £filthy mud

like that 'ysu will really be in hot water®

This meanz that if John's mother catches him. he will-
(a) . Have to wash in hot water

(b) RBe in seriocus trouble

(e) Feel terrilly ashamcce

(d) Be punished by havinz hot weter thrown over hima

(e} le made to feel foolish.
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28, That is story I have ever hesnrd,
(a) That riduclousest (b) The ridiculous
(e) The most ridiculous (d) Most ridiculous

29. I shall telephone you when T back noxt wecke
(a) UWill have come (¢) Hel come
(b) Come (d4) would come
In the following passage the numbired gups indicste missing
wordse Against each number in the list below five chcociecs are
offered in the columns lettered o to Lo i'ar each question, sheoosc
the world that is the most suitabla to £fill the mubered can in the
passagea

A new housing 3C 1is being developed just across the road ,
At first we were deafened by the roaring of Lull-dczers
levelling the ground and swoping out neWw roads. Gangs of
labourers followed to dig the 31, mix cement, pour concrete
and operate noixy machines. Gradually the walls rose and
the 32 design became clear. Some houses were bungalows,
others had two 33, all had verandas. The roors were made
Of.gi asbestQrs shects which were hammmered onto the wonlen
rafters by the highly skilled Capent-rs. Tt was soon the
turn of plasterers, plumbers, pezirters and electricians o

invade the site. Finally huge lorri.s drove in with shinning
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32,
33,
34a

35.
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new gadgets and furniture, and now all is ready fo;

5
P
5

first 32 to move in.

A B & L
Compound Flan Lstate Laand
Groundwork Found=ztions Holes Drads
srchiteect's Plormer's Contractor's Sufaderts
Levels Layers Ronms Stovevs
Lacerated Corrugated undulating Uneven
Penters Dwellers | Tenants aroiicantse.

Choose the word wiich is nearest in meaning to tLhe underiined

word(s) in the sentences

36.

37,

Charles was the sort of person/whce always loocked on the
bright side of life

(2) Illuminated (¢) Brilliant

() Cheerful (d) Laughable

The first explorers of central australia suf©=rad almest
incredible hardships -

(a) “Irrational {e) Insznuille

(B} Unbelievable (d) unlively

I-am very sorry for being late but I was.ﬂikiiﬂ;‘“'lhe traffics
(a) Prevenged () Confused

(e) Delaved (d) rrestad
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Choose an antonym of the underlined words from the list of
words lettered A - Do
The nurse was very gentle with her patientse.
(a) Rude (¢} Rough
(b} Bad-mannered (d) Unkind

The famcus musician was onc: an organist in a small Viiiag

Church,
(a) Opaque (c) Immature
(b) TIlliterate (d) Cbscure

Victoria was inclined to take her studies chther too lightly.
(a) Gloomily {c) Sericusly

(b) Heavily (¢} Veightily

Choose from the list/lettered A to I to complete the fiollowing
sencences:-

There is a book lying on the floor but T dor'tt know __

-

it 18
(z} Of whom (e¢) Wwhe
(b) Whose (d) WwWho of

There are ) oranges in the market this season than last,
(a) DMors few (c) rewver

(r) Lesser (1) Vore less

There is only sugar lef in thes Dbowl,.

(a) Small (e) i little

() A few (d) Less



184,

15, The speaker said, " this occasion e should all he hapiy'e
(a) In (c) At
() With (d) on
After each of the following sentences a list of possibie
interpretations of all or vart of the sentence is given. Choose
which interpretati-n you consider wost anpropriote for =ach zenionce,
46 The doctor asked whzther the patient had twrned round the
corner. In other words hs wanted to lmow if the pati=nt -
(a) Was getting worse
(b) Had started te get better
(c) Had.gone to sleep

(d) Had heen removed to another ped.

474 He flew ..ff the handle at what she saide This means that he

(a) Performed a mirasulous feet
(b) Eecame very warned
(¢) Lost his temper
(d) Threw off the handle
48, He went away »hag and baggage. This means -
(a) With only »ne suitcase
(b) " With his books in his kacg
(c) With nothing.

{d) with all his belonging.
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49, Our bone of eontention is perscnal. This means
(a) bLattle ground {c) Wnhat we intend to de
(b) Subject of dispute (d) Bone in our nodve
50, In order to understand the poetry, a rcader must read
between the lines. This means -
{a) Look for hidden meaninas in what is wwitten
(b) Read with little cecncentration.

(e) B2 an experienced persone

(d) Have specialist knowladge.
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APPENDIX C

M/THEMATICS ACHIEVEMENT TEST (MAT)

INSTRUCT TONG

Ittempt all questions. For 2vory question there are four
alternatives lettered A to D. Choose the latier which besrs
the most correct ansvr. And tnén on the ansver shect proviced,

shade the letter against the ndmber of the quostion.
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SECTION A

1. simplify 5-9’-—233-_3'-2-3&
(0o4)
As 0.15 (B) 1.5 (C) 15 (D) 7.5
Za Lxpress 0.00050h74 cerract to 3 siunificant Tiouras’ =
A 0005 Bs Q00506
Co 0QCULSCTT Do 000507
3. Calculzste in litres, the cubie capacity of a‘tank 3.2

metres long, 2.1 metres wide and C.75 metre deep.

(1 litre = 1000 Cm3)

As. 336 litres Cs SOd~litres
B, 470,4 litres D N5040 litres

de Lvaluate B/F-218

3,12
A- ‘1‘0 '1.‘19 C o 40019
Pa ‘{;o 219 D iie '3‘39
. 2 2
5. Evaluate <1033 - 9,67
.ll'\u CU(’;G Co 1lu 3—*‘
Bs 3w20 Ds 20,00
Ge The diagram below shows a water tank in the farm of =

culroid with the dimensions as shown -

Find the amourt of water it will

contain.
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10.

11,

12,
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NeBei= 1000 Cm> = 1 litre.

A. 96 litres Ce 9,600 litres

Bs 960 litres Do 96,000 litres

n flagpele 5.3 m long is driven 1.4m long into the qround,

What fraction of the pele |, i :
is above the ground?

@) 2/7 Be. 5/7 Ca 2/9 Dew 7/9%
Evaluate (% of 38):= (21/3-%)

e 3% B. 6 Co W D. 1%s

4 goat is tethered by a rope 13 m long to a post whach is
12 m from a fence, what length of the fence is with

reach of the ggat?

Ae  5m B. 10m : C. 13m Do 1Zrs
Find the circumfzrence of a circle with radious 28 Cme

a; 2B c. 28°
Bo 56 Do 14
The length of a rectangle is three times its width. If

the perimeter is 72 cm. Calculate the width of the

rectangle.

As 4 cm B, 9 cm Ces 12 D 12 cm

In ten year's time, a father will be twice as old as his scn,
ten years ago he was six times as old:; how old are thay both now?
1Y

Ae 25% years 12% vears C. = 30 years: 10 years

B. 30 years; 10 years D, 40 yecrs, 15 years
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13. Gbenga spent 1/3 of his pocket money on foode Tf % of vhak

remained went on books, what fraction of his money, was lefe?

he 1/6 Be: /3 Cs 177 Do %
3.68 x 3,96 _ )
14, = = i ree places of facimale
Evaluate 5T.38 coriizct to thr pla « cimal
Ae 015924 C. 0.153
Ba 051595 D. 159

15, If the distance varies directly as the timey vhen a car
travels 100 ki, it takes 2 hwiicse How long will it fake
the same car (with the same spesd) te travel 150 kn,

Ao 100 hours C. 3'Rours

Ba 2 hours D.. ~50 hours

sczion B

16. Expand the following ‘term (=3.D) (<v2)
Ae 3azb—w2 Cs 3a2b-h2
Be 3a2b3 De Ba?bB

17, Expand {9 + 3)(a-4)
Ae @ \+¥a + 12 B, a’-7a = 12

R N T D. @8° = & = 12

!

18, “Pactorise the following term 2mu - mv - 3m
Ae m(2u - v} - 3m Co 2ru - mliv = 3)

Be m{«?»..'.. e 3m] Do ":_f.zu SN o B
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Solve the following equation - S5 = U 4 2
s 3 Ba 7 Ca 20 Da 5

_ER + 3 =3 implies that X =

I1 a
AN 66 B. 33 Ce O, D. - 33

if V=1 % at, find the value of V ifu = -6y & =+2, t =4
ho 14 B, =14 C. 2. De =2
The value of By if a = =2, C = 2 ir 323 = 43 &  «ONis
As 3 B, = 3% C» -3 D, 2

Solve the Follewing systoms of sim:ltaqiecus equations,
=2 -y = 5; y=23 - 7
A. (1, 2) C. (-2,.1)

Be (2, 1) Do (Rpe’ 1)

The sum of two numbers is 19 and their i e nes is 5.
Find the numbers
Ae (12, 7) Co * (=12, ~7)

B, (7, 12) D. (12, = 7)

A woman is three times as

ago, the product of their ages
present agec,
Ae (12 y=ars, «* years) C.
Ba (36 veirs, 12 years) D.

- g e ST i
Factorise GX™ + 11Xy + 4y
Be (AY+y) (H+dy) 0.

old as her daujhter and 8 yeirs

was 112.

Find their

vears|

(=12 vears, %
(4 years, 12 vears)
( 3X+Y} { 2X+2 v )

{3X+AE) (2ay)



27.

28

29,

30,

31.

191,

The formulz for so0lving a quadratic eguation is -

A gt /o - aac c. ¥ i /iTaas
2A 2A
2;‘5 - e
2
e whE fo© - dae p. ¢®%f® - anc

For the eguation 2y = aX™ + 1, v = 2 when X = 1: find y
when X = 3.

Ao 23 Es 14 Ca 32 G 8

Find two consecutive ninbers, such that the sum of their
squares is egual te 148

fo 9 and 3 Ca & . md 5

Bs =2 and 8 , Ds }O and .°

Multiply (3 + a) by (5 4.2a)
5 =

Ao 15 - a - 2a Co 227 =& 15
- 2 - ) _ 2 . .
Be 15 - a= - 24 Ds. 2 ~- & - 15

SECTICN C

Fhich of\the following is rot a croparty of a par:lliclogram?
Ao Woth pairs of opiosite sides are par-llel

B. \, Soth pairs of op. ogite sides are egual

ls Both pairs of opnosite anclss are equel

Do Hone cof the albiove.
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In the following fiqure, to find relationship between X

and y -,

wa use

41

the axion th:t

e Corresponding angles are equal

B. Alternate angles are egual

C. Vertieal opposite angles are equal

D. None of the above.

thich of the fcllowing equation 1o correet about the Figure

below? (.rrows indicate par=llel lines)

fhe Y =4

Ba X =y

Ce F+rqg=Xsy

De g+ =P +y

What is the sum of the exterior angle of a nolyqgon of n sides?
As 4 rt. angles Ce 2n rt angles

Be (2n - 4) rt angles D. None of the al»ve.

y . o .
If an exterior angle of a rolygon is 307, how many cides

has the polygon?

12 C. L. 10

{0)]
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What is the sum of the interior angles of a reguler convex
poly.uon of 9 sides?

e 540 Ce 14 rt. =nales

Be (2n - 4) rte engles D. 16 rte. analas

Study the following diagran errofiliy and find the\delationship
betwecn £4 D d, e.

Ae £ =P+xd+e

B F=F ¥ 1

C. P=f~d+ e

De £=F + (d -~ 2)

A regular convex palygon has each of its interior ancle.

A. Eguzl to the extericr Angle

B« Doubkle the exterior angle

Cs Llgss than the exterior angle

D. Less thab Aw0 right =anoles

The angles'of a pentacon are X, 2X, S+300, X 10,
X + 407, Find the value of X

8® B. 60° c. 12° D. 50°

AB
The diagonals of a Rhompus bis=sct each other at

A. 45° B. 60° Co 3 s
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41, The size of a cetain angle is 300 how many such angles
make up 4 right angles.
A 12 B. 30 C. 22 D. 10

42, Tind X in the diagram below

A. 55°
B. G65°
Cc. 60°
Do 40°

43, The angles of a triangle are:- (Z - 109°° (2 + 20)° and
(Z + ZO)O, the value of Z is
As 50 B. 30 Cs 204 Ds 10.

44. One angle is three times ancther, if the angles are
supplementary they are:=
A. 50 and 130 C. 60 and 12C

Bo 60 and 135 D. 45 and 145

45, All vertical opwosite angles formed by the intersection
oF two straight lines are:
Ao Obtuse angles Co Egual

Fe Opposite D. Right angles.
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SECTION D

——— s

Questions 46 -~ 50 are based on the line graph abobe.

46, During what month of 1937 were.more hogs sold than in the
corresponding month of 15382
A. January C. June
B. March D. December

47.  During what menth in the latter part ef 1937 aid the sales
again reach the January level?
Ae. TFebruary C. May

B. March D. November.
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Vhich seems the safest conclusion te draw from this graph?

A,

De

The price of hogsis highest in December.

The number of hogs being marketed is steadily increasinge
Late rainny sesason and early dry season are tha chicf
hog marketing months.

August is the poorest month to market hegse

During what cne-month period was there the sharpest decline

in

K
ER Y-

Ba

Co

D.

nunber of hoges marketed?

From April taq May 1937
From January to February 1938
From July to august, 1937.

From December to January 1938.

During what period was ther2 no increment in the sales of

hogs?

A. From May to June 1937

B. From May to July 1937

Ca From July to August 1938
Do From June to August 1937.
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APPENDIX D

MODEL~REINFORCEMENT GROUP COUNIFLLING

THERAPEUTIC PROGR.:MME

EFFECTIVE :TUD: BEHAVIOUR

1. General 3tudy behaviour

(A) Proper Setting.

-
g

i &

Place = has a location which is conducive

to concentration; which is free from auditery
and visual distraction; and which providas
optimal comfort (i.e. preoper lighting;
ventilation and temperature hut not sc
relaxing that drowsness rcsults)

Time = Schedules himself so that class time
plus. study time totals not more than 10 hours
a‘day. Students not less than 45 hour nor
more than 60 hours cach weekes Works efficiently
(tries for 60 - 920 minutes of concentrated
study at a time then takes a short break).
Tries to predict the amount of time he shoulad
be taking for cictain tasks (this probably

will vary for his differ.nt subjects) and
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tries to do his work in the predicted time.
Studies early in the day rather than late =2t

ni@tu

(B) Proper Strategy

I

II

Uses a study schedule

assignment procedure =

(a) Records assignments in 2 Wéoke Has a
clear ccnception of-what is required and for
when it must be completed, If he is not sure
he asks questions from his teacherse.

(b) Gathers necessary materials. Uses all
availaole resources. Asks librarians and
teachers for assistance in locating the
most appropriate materials.

(e) Records information on 3" x 5" note cards
which can be arranged advantagsouslye.

(d) For essay writing, makes a rough outline
first. Use large blocks of time when he begins
to write., Writes quickly for the rough draft,
Put it aside for 24 hours; then rewrites ite.

Has someone else read his escay and discusses

their comments. Leaves essay for another 45 hours,



(e)

then prepares final draft.

Does his most difficult assiminents during

his best concentration periods. Saves his
rewriting tasks for periocds when his concentication
is not as good, Tries simpler assignments #first:

therefore building up his confidence.

ITI. Study Frocedurcs =

(a)

(b)

(c)

(d)

Schedules definite times“and outlines specific
goals for his study tim=. Allows at least two
hours fer every sublect each week for a review
of notes and text contents,

Surveys a BodkK before he hegins reading ite
Surveys, each chapter beforz he begins reading
ite Briefly leooks at sll the material that hc
will be reading during an alloted pericd of
study time.

Asks questions about what should be learned
during the study times

Reads material. Notes important items of
information. Locks £or ~r=uers to the questions
he posed. Realises that scanning is sufficient

in certain areas, while in other places he may
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need to read more analytically.
Goes over the content which he wants to remember.
Prepares notes on it in order to help his memorys
Asks further questions and then re-suvrveys the

material.

Specialised Study Behaviour

(A)

2

IT

IIT

(B)

s

Interactive participation in class

Asks the teacher questions when clarificetion of
certain points taught is nesded.
Volunteers answers to quastions posed by teacher
in the class.

Participates in class discussionse.

Interactive participation ouﬁ of class.

Asks the teacher for clarification of topics taught
or.assignments, or for comments on questions which
have arisen from the studentis studies.

Engages in formal or informal discussicns with class--
mates on topics r=levant to his coursesz, Clarifies
points which had not been clear durirc¢ class-roor
periods or laboratories. Raviews subjegts content

with other studentse.
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(c)

IT

IIx

L2

(1)

LB
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Interacts with other resource persons on the
school compound (for example, librarians, group
leaders, laboratory assistants) or in the
community.

Note-~taking behaviour,

Previews the topic to be taught before he goes to
classe.

Rereads last few days' notes before the class
begins.

Listens first, writes second

Uses the margins of his paper for headings; writes
his note in the body of the page.

Writes neatly

Makes special notas of contert whieh the Leahcer
stresses.

Exanination behaviour.

Starts prepar tion carly; follows "Study precedures™
mentioned above.

Makes note of teacher's hints concerning examination
content or formate.

Discusses with classmates the areas of subject
which they think are most relevant for the

examninstione
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IV  Reviews past questions papcrse.

V  Prepares sample test guestions while he studics.
Administers these to himself the day before the
examination and corrects his resronsese

VI On the day of the examinaticn, ' is on time:
rea - the questions carefully; schedules his time
for each question; meets his schedule; Liegins with
the easier test items in order te build up his
confidence.

VII If he finds himself tensing during the examination,
closes his eyes and ftries to rzlax for a moment.
Does this by thinking of a relaxing thoughte. Then
goes back to work.
VIIT  Bafore an exanination, doss not induce anxiety
by talking to fellow students whose gque-tions or
apparent mastcery of the subject, will ugsot hime

IX ¢ Writes neatly.

The major task of the first session was for cach grou to
create a comprehensive model from the written handout
which they, as a group, could then seek to emulzte. 3y
the end of this first session each subjeet sclects one

detail from their written grour model that he is geing to
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practice during the week. To help eich subject remember
and to generate commitment, Lefore the session ends,
each subject is to make a written note of what he plans
to practice. In addition, each student is asked to keep
a written rscord of what he actually do=s day by day

concerning his performance of what he is practising.
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APPENDIX E

DESENSTTIZATION GROUP COUNSELLING
THERAFPEUTIC PROGRAIME

/B 7 Desensitization: Group Counscllinge

This procedure involves systecmatic desensitization

A standardised group hierarchy is developed and modified

by sugaestions from students. The items to.bo chosen fer

the common hierarchy progressing from the least anxicty

provoking to the most anxiety-provoking would be as follous:

Group Anxiety Hierarchy

(1)

(2)

Now imagine yourself leaving for th: school

compound on a-hright, warm day. Just take the trip
comfortably and leisurely until you get to the building
where your class is.

Next, imagine yourself in a class. This iz one you

have enjoyed a lot. It is informative, vet ontertaininge
See yourself as you sit at your desk watching your

teacher. Relive thatexperiance as vividly as posziblee
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(3) Go on to imagine yourself leaving the class
carrying your notes and texts. Then you stor to talk
to a close friend and you decide to tell him &ll
about the class you just came out of.

(¢

) Now imagine yourself arriving at your rosidence

W

carrying your bocks, feeling good. Just go through
the door and take your hooks to the place where you
study and look around the room while you put your
books down.

(5) You have just enjoyved a agood mezl and a little
relaxation afterwards. Go to your study area and
imagine yourself working very hard and productively
for three hours.

(6) Imagine yourself studying hard in your favourite aresn
and all of a sudden there is a lot of noisece Stop,
hear the noise, then return to studying hard.

(7) “Picture yourself in a lcsson where the teacher is
really boring. It's a waste of time for you tc
be there.

(8) Now imagine yourself in thc zame boring cless,

but the person next to you speaks up and asks =z questione
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This livens things up and the lesson takes
and added interest.

(9) Imagine yourself at the beginning of the =ossion
in a new class with the teacher telling all ofwyou
what a tough subject he toaches is, and $hat 2 haerd
marker he is.

(10) Next, assume that you have in £ .vourite study place,
working hard on this difficult sul jeect and feeling
very productive. The information is being lesrned and
you enjoy the feelinge

(11) The nex£ day you are feeling confident as you wallk
inte the examination in this subject. You loock at
the paper and you get a terrific feeling because you
know the answers.

(12) dNow yon are getting back the paper. You have a good
marﬁ. You fe=l so good that you want to know the
class average, so you ask for this information.

(13} Imagine yourself later that night prep-iring
for your next examination, studying as hard as ycu can,
but you can't seem to grasp the muterials; however you

continue working at it,
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(15)

(16)

(17)

(18)
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The next morning you arc talking to a friend
just outside the exaninsaticn romm. Hi asks
you a guastion about onc of the basic principles
in the subject and you can't give him an answetre.
Inagine yourself in the sxmminstion room rCaddsy
the paver, and you cuinnot answor anythimas You
realise how jmpeortant this test is §or) you.
You are in the examination room.\ Yeu have bocn
siting looking at the paper. iothing is cominfg.
Time is flying by and you aren't writing anything
downe.
Pecause you are not ﬁoing anything people arc
turning around and starring at you. &5 the invigilator
comes toward you he is laughing, seemingly making fun
of your behaviour,
Imagine two peorle you really like sort of sno ring
at,you and intimating that you are stupid a:z you tell
them you have been asked to leave the school because
of your failing gradaes.

All subjects in this second treatment are elzo

to receive copies of the written model and alsc roview
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copies of the writien maorel and also raview

the details of the model. Again, as in the

first treatment,; subjects would also indicate

specifically what they plan to proctice ducing

the forthcoming week.
Begining Desensitization With Relaxation
Following presentaticn .of the model, the

following outline would now be used Ly the

therapist during the first session:

ég? Desentization Retionale And General Procedure.

(1) The belief is that, it is very possible that
students become _xcessively anxious about their
study ha»its and +hat ;h{s anxiety inhibits
them from performing effectively.
In other words, s-mehow anxiety becomas
cennected with various aspects of studying.

(2) Thereforc, it is concluded that if students
can  helped to handle, or eﬁen eliminate this
anxiety, then they will be more able to perform

better study habitse
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It will be agreed that it is impossible for

a person to feel relaxed and anxious (tense,
fearful) at the same time. Therefore, if we
can help you learn to relax vourself - and

you learn it well enough so that vou are able

to do it by yourself in future - then you

should be able to gain contrel over anxiety

or tenseness. Relaxation is a skill which

can be improved with practice. At first, it
will / take approximately 30 minutes to go
through the entire procedure properly.
Eventually you will be able to relax yourself
in 10 - 15 minutes or even less.

The basic principle is that when muscles are
tensed, and then released, they go into a deeper
state of relaxation. It is important to focus
your thinking on the particular muscle system
which you are relaxing during the exercise.

The relaxation exercises also will teach you how
to recognise tension and to distinguish it from

relaxation and from muscle strain. By learning
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how o recognise tensions you can readily eliminate
+hemng

Once you have learmed to relax, we will try the
second part of th- procedures. VWhen yeou imagine

a scene in a vivid way, vour nervous system will
react as if you were actually inl:"7'wg in that waye
You will be asked to imagine a series of scenes
whieh frequently make students anxious about studying.
If you imagine these scenes while being in a relaxed
state, then relaxation - not tension - should beconc
associated with them.

It is believed that if you can vividly imagine your
reaction to a particular scene, then this will be the
same reaction which you w-uld have if that scene
occured in real life.

One is not saying that you should becomc overtly
relaxed in all study settings. An optional degree
of tension is probably r' ‘essary ror good stucly
behaviour. Cne is saying that if you learn to relax
yourselves, then when you bomeme fmara gl ~wioug

in study seltidngs v 2 will be able to relax yourscivese
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If the process is really eifective, study settings
which formerly made you tense up should nc longer
occasion such a result.

Relaxation training would then be conducted for the
remaining portion of this initial sess’on. The subjects
would be asked to practice the exercises betwecn sessionse
While subjects are comfortably seated in their chairs with
their eyes closed, they would alternately tense and relax
15 of the major voluntary muscle groups during this 30 -
minutes training periocde All during this time, the therapist
would verbalise cues for relaxation ("Relax", "Feel Calm',
"Warm and Relaxed" and so forth) in an attempt to augment
the relaxed feelings accompanying the exe~ises. Once the
complete set of exercises had been norformed, the therapist
counts slowly up to 20 while requesting that the subjects
take deep breaths on the odd numbers and exhale on the
even ones., Discyssion is then to be encouraged about the
nature and effectiveness of this relaxation training for
each participant. Questions whould be asked for while
suggestions are to be offercs? Yo +urzz <l cxperioace

difficulty relaxing.
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Instructing Subjects In Densensitizaticn

The following procedural cutline would be adhered

to by the therapist during the desensitization processe

The outline is as follows:-—

(1)

(2)

(3)

Each scene will be presented for 10, 20, and 30 second
intervals, preceded by instructions such as 'lNow

imagine as vividly as possible that you c-.e." and
followed by instructiohs such as "Leave that scene,

and continue to concentrate on total relaxation'.

The item content will be repeated only for thc 10

and 30 second interval.

Each session will begin bf re-presentation of the final
scene visualised by the group during the previcus session.
Each session will end only with the successful prescntation
of a scene. If subjects cannot handle a scene without
anxiety, and the time is almost up, then, the subiec:
would have to go back to a scene lower on the hierarchy
and present this one. No new item would be introduced
within the last four minutes of a session.

Between presentations of the same scene, the ther~pist
would allow for about 20 seconds of cortinued elaxation.

Instructions about relawaticn, letting go, or counting
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up to six with subjects br\.ﬁng in (? th

numbers and out on the even s, or all

odd
these
will be used in order to hefg the g
attain more relaxed conditionsa.
(4) Group members would raise their luft iadex fingers
if they feel themselves becoming less relaxed or
becoming afraid. The therapist would remind them
of this each session, as well as remind them to try
to imagine each scene for as long as they have time.
(5) About 45 seconds would be taken between the presentation
of different hierarchy items.
(6) When a group member signals anxiety, the whole group
will be asked to "stop imaging that scene". The
therapist would then help the members get relaxed
again either by relaxation instructions or by having
them imagine a scene which they find is very relaxinge
Then he will say, "Just signal by raising your right
index finger when you have returned to a relaxed
state , Once they have all relaxed again, he will
have them think only about staying in that state. If

they relax, the therapist may have to repeat the
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the counting-to-20 and deep breathing exercise.
After the anxiety signal on an item, the therapist
will always continue with that same item for the
same time interval. If anxiety recu~=; he will

ask the group to leave that scene and relax. Then
he will go back and represent the last scene vhich
they all successfully handled. He will work

back up to the anxiety-eliciting scene.

If anxiety is signaled for a third time, on the
same time interval, first the therapist will have
the group imagine it for an intermediary time
period - that is, 5, 15, 20 or 25 seconds -
whichever applies. If the anxiety nersists. the
therapist will have to employ intermittent sc-res
(one may suffice) which represent modifications of
the hierarchy items. He will present them for the
regular time intervals. If this does not work, it
will be necessary to t-1k with the group members in
an effort to identify the anxietv cnes in the scene.

During the third through the seventh sessions the
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groups should work through the items on the

group hierarchy. The following agenda for each

session is to be fullowed.

1. (5 = 10 minutes)
Open discussion of points firon previous sossions
and subjects' comments regarding study - related
axperiences which have cccured during the
interim between recent sessions.

2. (10 minutes)
Muscular relaxation procedures using selected
exercises plus relaxation deepening instructions
through counting-to-20 while deep brecthing on
odd numberse.

3. (25 minutes)
Visualisation of scenes from cpe~ificod -iararchy
of items.

4. (5 = 10 minutes)
Bring group members back to a normal - that is,
no tension - state by reversing the relaxation
deepening instructions and omitting the dezep
breathing. The therapist would conduct any summary
discussion which seems necessary including study

problems they may wish to discuss,
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