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Abstract 

This paper utilises narrative description supported by Logit regression technique to evaluate the 

importance of prior academic achievements on student trainee teachers’ success in business 

education courses at  a university in Jamaica. Its main contributions include an exploration of  

the nature of the relationship between the entry points and academic performance in university 

courses; an analysis of the importance of students’ high school (HS) Mathematics and English 

grades in predicting the probability of success of a student in the business teacher education 

programme and finally, an exploration of the predictive power of first year academic performance 

on the academic outcomes of years 2-4 courses. It has five main findings: first and second, HS 

Mathematics and HS English, respectively, strongly predict the success of a student in year one 

and years 2-4 business education courses; third, a combined HS Mathematics and English score 

strongly predicts the probability of student success in year one courses; fourth, academic 

performance in year one is powerful in predicting the probability of success of a student in year 

2-4 courses and fifth, region (or location of school a student last attended) is statistically 

significant in predicting success of a student in year one courses. The first four findings suggest 

that prior academic achievements are important in the academic outcomes of trainee teachers at 

university level. 

 

Keywords: Business teacher education;  university academic performance; urban-rural academic 

attainment gap; Jamaica. 
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Introduction 

There has been renewed and passionate debate surrounding the performance of Jamaican 

students at the Caribbean Examination Council’s (CXC) - Caribbean Secondary Examination 

Council (CSEC) and/or the General Certificate of Secondary Education (GCSE) in the areas of 

Mathematics and English (see for example, Francis, 2013). The debate has been pitched along 

many issues including: quality of teaching; teacher qualification; location of schools; types of 

schools and the overall system of education (Jamaica Observer, August 10, 2012). In the 2013-

2014 parliamentary sectoral debate, Jamaica’s Minister of Education (Hon. Ronald G. Thwaites) 

stated that,  “only 50% of those students who make it to Grade 11 are entered for 5 subjects at 

the CSEC.” Thwaites added that, “of those sent up for CSEC, 52% passed English and 38% 

Mathematics. As a percentage of the whole cohort in 2012, those passing CSEC English were 

only 38% and those passing Mathematics were only 20%.” (Ministry of Education, 2014, p. 21) 

See also, Munroe (2013) in an article in the  Gleaner dated January 4, 2013, for a trend analysis of 

students’ performance in CSEC Mathematics and English over the period 2001-2011. With such 

performance in Mathematics and English at CXC level, there is a need for an evaluation of the 

relationship between prior Mathematics and English grades and student performance in 

numerate programmes at the tertiary level. 

 

Globally, Mathematics and English have been used as yardsticks to measure students’ ability and 

competency. They have also been designated as foundation courses for any programme in a 

number of universities and some colleges in which English is the language of teaching. In 

particular, English is important as the language of commerce in most parts of the world. Thus, 

both spoken and written English are important in tertiary academic work where they are utilised, 

inter alia, in the writing of reports and theses and in the completion of assignments. Mathematics 

forms part of many courses at the university/college level; for example, economics and 
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accounting in many instances are mathematical. Thus the importance of these two foundation 

subjects cannot be overstated. 

 

The paper has three objectives. It attempts to: explore the relationship between past 

performance in High School (HS) Mathematics and English of student teachers and their 

university academic performance in year one and years 2-4 business education courses; explore 

the relationship between performance in year one courses and academic performance in years 2-

4 courses and characterise the relationship between regional location (rural-urban divide), of 

schools last attended by the students and their performance in Mathematics and English 

compared with performance at university level by business education trainee teachers (Mallik & 

Lodewijks, 2010; Golding & Donaldson, 2006). 

 

The main research question explored in the paper is:  

Are the entry point grades in HS English and HS Mathematics important in predicting students’ performance in 

university level courses?  

In order to address this question, the following subsidiary questions are considered:  

What is the relationship between: HS Mathematics grades at entry and student’s academic performance in 

university business education courses; HS English grades at entry and student academic performance in university 

business education courses; the combined HS Mathematics and English grades at entry and student academic 

performance in university business education courses; gender and the academic outcome of student teachers in year 

one business education courses; the geographical region where student last attended HS  and student academic 

outcome? 
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Literature Review 

There are many factors that can influence academic performance at all school levels. Prior 

learning and its outcomes, gender and the environment in which a student resides before and on 

entering university, inter alia, play significant roles in ongoing academic performance at college 

and university level. In the context of ‘academic momentum’, Martin et al (2013) found that high 

school achievement and ongoing university achievement predicted subsequent achievement of 

university students. However high school performance is influenced by many factors including: 

type of school (consisting in either single sex or co-ed students, traditional versus non-traditional 

high school), location (rural-versus-urban) of the school, history of the school, streaming of 

students in different subject areas, learning/teaching process, gender and peer grouping among 

other things (also, see for example, Evans, 1998; Kutnick, 1997; Leder, et al, 2014). Since 

learning is a cumulative process, these factors that affect academic performance at pre-

college/university level also affect academic performance at university level.  

 

In the literature there seems to be a mixed  consensus that successful prior learning in related 

courses does influence academic achievement at university/college level. In comparing university 

academic performance of students at three art-based faculties in Malaysia, Ismail & Othman 

(2006) found that matriculation grades are important in explaining students’ achievement in all 

three faculties, which is contrary to what Da Wan & Cheo (2012) found. Da Wan & Cheo’s 

study found that although overall pre-university achievement is important, individually, subjects 

taken before entry into university have little or no impact on students’ academic performance at 

university level (see also Kruck & Lending, 2003). The possible reasons for this divergence are 

the methodologies, focus of the study and non-inclusion of other factors that may play an 

important role in the overall student academic performance. 
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Other factors that are important in predicting students’ academic performance include 

motivation by course lecturers  and scholastic aptitude (or achievement) test (SAT) scores 

(Kruck & Lending, 2003; Leder et al, 2014). Kruck and Lending (2003), in looking at academic 

performance in the introductory college level information systems course at a university in the 

USA found that motivation by facilitator predicts academic outcomes but that prior learning in 

related courses fails to predict academic performance. Interestingly, they found that SAT scores 

(which constitute prior learning) predict the performance of male students but fails to predict 

that of female counterparts. 

 

It has been pointed to in the literature that geographical location is important in the academic 

performance of students (see for example, Qain & Smyth, 2005; Ramos, Duque & Nieto, 2012). 

What is prominent is the existence of a complex urban-rural divide in academic performance. 

Canadian Council on Learning (2006), in its analysis of rural-urban gap in education in Canada, 

found that educational attainment is lower in rural Canada. This is attributable to many factors, 

some of which are poor school and economic conditions, larger class size and difficulty in 

attracting and retaining quality teachers (Qain & Smyth, 2005), and that rural schooling is less 

beneficial to student academic performance in developing countries, particularly those countries 

pursuing structural changes in the education sector (Ramos, Duque & Nieto, 2012).  

 

In the Caribbean context, few studies have documented the relationships between prior 

academic outcomes and academic performance at the university level (see for example, Hoskins, 

et al, 1997; Golding & Donaldson, 2006; Mlambo, 2011). Golding & Donaldson (2006) looked 

at the association between prior achievements in CXC/GCE English & Mathematics and the 

academic performance of first year students of the Bachelor of Science in Information 

Technology at the University of Technology, Jamaica. They found that inter alia, success in HS 

English only explains 4.5 percent of the variations in students’ academic performance and that 
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there is a weak correlation between English scores and actual academic performance (p. TID23). 

Furthermore, they found that a good performance in CXC Mathematics has limited explanatory 

power on the overall academic performance at university level. Moreover, high school 

Mathematics and university academic performance are weakly correlated (Golding & Donaldson, 

2006, p. TID24). Mlambo (2011), examined separately the relationships amongst learning 

preference, gender, age, entry qualification and academic performance and found that among 

other things, entry qualification and gender have little effect on academic performance. This 

paper departs from Mlambo (2011) and Golding & Donaldson (2006), in three distinct ways. 

First, it focuses on a cohort of teacher trainees divided into two broad groups (those who last 

attended rural (out-of-town) schools and those who last attended urban high schools). Second, it 

characterises the relationships between prior HS Mathematics and English scores and the 

performance of students in business education courses at university level. Third, it utilises the 

Logit model to predict the probability of success, given a prior academic performance, both at 

high school and university level. 

 

Data and Preliminary Evaluation 

Academic performance at end of year one and overall academic performance in years two to 

four, both measured by grade point average (GPA) were separately employed as dependent 

variables. Meanwhile, gender (coded as male = 0 and female = 1), geographical region (coded as 

urban = 1 and non-urban = 0), HS Mathematics GPA, HS English GPA and end of year one 

GPA for business education courses were utilised as independent variables. The sample 

consisted of 50 trainee teachers pursuing a Bachelor of Education programme in technical and 

vocational studies over the period 2009-2013. 

 

The institution being studied hosts data on students’ pre-university academic performance as 

well as  in courses pursued at the institution. In this paper, prior academic performance in the 
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model with end of year one GPA as the dependent variable is measured by three variables, 

namely: HS Mathematics GPA, HS English GPA and a combined GPA of HS Mathematics and 

English. Prior performance in the model with year two to four GPA is measured by four 

variables, namely: end of year one GPA for business education courses, HS Mathematics grade, 

HS English grade and combined GPA of HS Mathematics and HS English. It should be noted 

that the importance of student gender and regional location (of the school last attended) in a 

student’s academic performance is recognised in this paper, thus the variables are also 

incorporated in these models. Though the paper recognises the importance of other factors, 

such as student aptitude, student age and home environmental factors, they have been omitted.  

 

As indicated earlier, university academic performance is influenced by many factors including 

prior academic performance (measured by HS Mathematics and English grades), location (urban 

or rural) of the school last attended by a student prior to entry to university. However, GPA was 

chosen as the main measure because the GPA is a widely accepted grading system used in 

Jamaica, including at the institution under review. The grading system at the institution is as 

follows: A+/A = 4.00, A- = 3.67, B+ = 3.33, B = 3.00, B- = 2.67, C+ = 2.33, C = 2.00, C- = 

1.67, D+ = 1.33, D = 1.00, D- = 0.33 and F = 0.00. The CXC does not use the GPA system of 

grading. However, it awards grades I, II, III, IV, V and F, each of which has letter profiles. 

 

In order to compare and contrast the matriculation grades and student university grades 

appropriately, we constructed - from the subject profiles -  the overall GPA for HS Mathematics, 

HS English and for each of their profiles. The weighted cumulative GPA was calculated (as 

credit weight course GPA)/(sum of credits of all courses in the sample). For ease of comparison, 

each grade was assigned points as follows: I = 4.00, II = 3.0, III = 2.00, IV = 1.00, V = 0.5,and 

F = 0.00. 
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Grades for HS Mathematics and HS English at Entry 

Table 1 reveals that more than 44% of the sample entered their programme without the required 

pass in HS Mathematics and that at least nine percent commenced the programme without the 

required pass in HS English. Although the initial analysis reveals that of the 50 students, 22 had 

worse than a grade III in Mathematics at entry into the programme, during the course of their 

programme, 82% re-sat the HS Mathematics examination, obtaining a pass of grade III or above. 

 
Table 1 

Grades in HS Mathematics and HS English at Point of Entry. 
 
Subject 

Grades 
I II III    IV V 

HS Mathematics 1.8 8.9 44.7 26.7 17.9 
HS English 8.9 23.2 59.0 3.5 5.4 

Source: Adapted from Amonde & Wallder (2013) 

 

Table 2 presents the distribution of HS Mathematics grades by region, broadly separated in 

terms of location of the school last attended by a student, whether in urban (T) – Portmore and 

Kingston & St. Andrew (PKSA) or non-urban (OT). Overall, nearly 47 percent scored worse 

than grade III. Sixty four (64) percent of this number last attended schools located out of PKSA 

area. 

 

Table 2 
 Percentage Distribution of HS Mathematics Grades by School Location 

 
Region 

Grades  
I II III >III # of 

Obs. 
Urban (T) 0 2.1 17.0 17.0 16 
Non-urban 
(OT) 

2.1 6.4 25.5 29.8 34 

Source: Adapted from Amonde & Wallder (2014). 

 

Table 3 presents the distribution of HS English grades by region (urban versus non-urban). 

While it is noticeable from the table that 56 percent of the 43 students scoring in the range of 
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grades I - III last attended schools located in non-urban regions of Jamaica, it is however worth 

noting that 34 students (or 68 percent of the sample) last attended non-urban schools. This 

translates to the fact that more than twice the number of the sample originated from rural 

schools. Thus, of the seven who failed English, only one student last attended an urban school. 

In this regard, students from urban schools who entered the programme performed 

proportionately better than those who came from non-urban schools. Therefore, there is a 

positive association between good HS English grades and region (in favour of urban). The 

English results are comparable with those of HS Mathematics (see Table 2).  

 

With respect to Mathematics, eight out of ten students who entered the programme with lower 

than a grade III came from non-urban schools. More specifically, 50 percent of the non-urban 

students gained grades I to III compared to approximately 70 percent of urban students scoring 

grades I to III. These results support the widely held view that non-urban schools are 

disadvantaged as compared to their urban counterparts. Put another way, urban schooling 

benefits student performance (Canadian Council on Learning, 2006; Qain & Smyth, 2005). The 

results support the view that rural schooling is less beneficial to student academic performance 

in developing countries, particularly those countries pursuing structural changes in the education 

system (Ramos, Duque & Nieto, 2013).  

 
Table 3 

 Percentage Distribution of HS English Grades by School Location 
 
Region 

Grades 
I II III >III 

Urban (T) 2.0 14.0 18.0 2.0 
Non-urban (OT) 6.0 16.0 34.0 8.0 

Source: Adapted from Amonde & Wallder (2014). 
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Entry Qualification and Academic Performance 
 
Figure 1 panels A and B, respectively, present the relationship between the overall end of year 

one GPA (EOY1gpa) for business education courses and HS Mathematics (CXC-M) and the 

relationship between the overall end of year one GPA of business education courses and HS 

English (CXC-EA). The two panels show that there is positive correlation between pre-

university performance in Mathematics & English and the overall year one GPA in business 

education courses. They suggest that on average, if a student entered the programme with good 

passes in Mathematics and English, then that student would more than likely attain a good 

academic outcome in year one. 

 
 
 
 
 
 
 
 
 
 
 
 
 

 
Figure 1: HS Mathematics & English Grades at entry versus End of Year one GPA 
 
Source: Adapted from Amonde & Wallder (2013). 
 

At the university under review, Introduction to Microeconomics is the first business course 

taken by the trainee teachers that requires mathematical skills and, for that matter, it has been 

designated as the benchmark course. Introduction to Microeconomics and five other courses 

offered in year one of the programme constitute courses used in the calculation of end year one 

GPA (EOY1gpa). Amongst these five subjects (see Appendix 1), the GPA for those entering the 

teacher training programme without a pass in HS Mathematics, fell in the range 1.67-2.00. 
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Meanwhile, GPA of those with the HS Mathematics at the start of the programme fell in the 

range 2.33 - 2.67. 

 

Figure 2 indicates that there is co-movement between Introduction to Microeconomics GPA 

and HS Mathematics GPA. This co-movement suggests that on average, there is a positive 

correlation between HS Mathematics GPA (Mgpa) and Introduction to Microeconomics 

(ECO1012). 

 

Figure 2: Mathematics Grades at entry versus Introduction to Microeconomics GPA 
 
Source: Adapted from Amonde & Wallder (2013). 
 
 
Eighteen (18) members of the group studied ECO1012, from which 72 percent scored no higher 

than a GPA of 2.33. Overall, 47 of the 50 students studied ECO1012, of which 62 percent 

scored a GPA of 2.33 or below, 38 percent scoring a GPA of 2.67 or above. Forty-four percent 

of all those scoring a GPA of 2.33 or below were from the group that entered the programme 

without the requisite pass in Mathematics. Overall for the Introduction to Microeconomics, the 

GPA averaged 2.34; the GPA average for those without HS Mathematics at the start of the 

programme was 2.20, averaging a grade point lower. However, students with HS Mathematics at 

entry averaged a GPA of 2.41, which is 0.21 points higher than their counterparts. Thus, for the 

Introduction to Microeconomics, prior qualification in related subjects seems to matter. 

0.0

0.5

1.0

1.5

2.0

2.5

3.0

3.5

4.0

ST
01

ST
02

ST
03

ST
04

ST
05

ST
06

ST
07

ST
08

ST
09

ST
10

ST
11

ST
12

ST
13

ST
14

ST
15

ST
16

ST
17

ST
18

ST
19

ST
20

ST
21

ST
22

ST
23

ST
24

ST
25

ST
26

ST
27

ST
28

ST
29

ST
30

ST
31

ST
32

ST
33

ST
34

ST
35

ST
36

ST
37

ST
38

ST
39

ST
40

ST
41

ST
42

ST
43

ST
44

ST
45

ST
46

ST
47

ST
48

ST
49

ST
50

Students

GP
A

0.0

0.5

1.0

1.5

2.0

2.5

3.0

3.5

4.0

Mgpa ECO1012



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015 ISSN 2056-6670 

 

  

125 CC BY-NC-ND 4.0 

 

Figure 5 shows that there is co-movement between HS Mathematics and end of year one GPA. 

The relationship suggests that if a student joined the programme with required passes in 

Mathematics and English, the student would more than likely show good academic performance 

in year one. Again, this suggests that prior performance is important in university work. 

 

Figure 5: HS Mathematics & English combined-GPA and End of Year one GPA 
Source: Adapted from Amonde & Wallder (2013). 
 

With and without qualification versus Academic Performance 

To highlight further the importance of prior entry qualification on the academic attainment of 

the sample, the sample was divided into: 22 students who entered the programme without the 

required matriculation (control group) and 28 students who entered with the required grades in 

HS Mathematics and English (see Table 4). 

 
Table 4 

GPA of those with and without matriculation requirements 
GPA Control 

Group 
With Mathematics and 

English at grade III or better 
Overall Average for 

Group 
End of Year 1 2.42 2.72 2.55 
End of Year 4 2.52 2.79 2.57 

Source: Adapted from Amonde & Wallder (2014). 
Note: Control group are students without matriculation at entry into the programme. 
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According to Table 4, the differences between the two groups were evident from their 

performances in year one courses. At the end of year 4, GPA of the group averaged 2.52, 

compared with the average GPA of 2.57 for the whole sample. In contrast, the GPA for those 

who entered the programme with the required qualifications averaged 2.79. Table 4 further 

indicates that GPA for the whole sample improved over the duration of the programme. Of 

note is the performance of the control group, remaining at a full GPA point lower than that of 

their counterparts entering with at least grade III in HS Mathematics. This suggests that other 

things being constant, a student entering the programme without the required passes in HS 

Mathematics and English will most likely experience some difficulties in pursuing the teacher 

training programme. 

 

Methodology 

We model cases of a student attaining a GPA of at least 2.0 (at end of year one of the 

programme) and at least 2.7 (for years 2 to 4 courses). The dependent variable is the attainment 

of GPA = 2.0 or more and GPA =2.7 or more. It is assumed that students will not record a 

remarkable improvement from entry level thus the use of GPA = 2.0 as the threshold for end of 

year one. For years two four courses, it is assumed that some learning would have taken place, 

thus students would have improved from the GPA 2.0-2.3 band to the GPA 2.7-3.3 band. 

Hence the reason for utilising GPA = 2.7 as the threshold in this period. We utilise a linear Logit 

probability model to analyse the interactions between academic performance and the explanatory 

factors. The linear probability model is: 

0( 24 1| )i i iP E EOY X X= = = Β +Β     (1) 

where: 0 ≤ Pi ≤ 1 is the probability of success, Xi are the independent variables, B0 and B are the 

vectors of constants and coefficients respectively, and EOY24 is defined as follows. 
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1; 4
24

0;
if EOY GPA threshod GPA

EOY
otherwise

≥
= 


  (2) 

where: EOY4GPA = years 2 to 4 GPA; EOY24 -  the dichotomous academic outcome, taking 

the value 1 (success) and 0 (failure); and the threshold GPA = 2.0 (for first year academic 

outcome) and 2.7 (for years 2 to 4 performance). 

 

Consider the cumulative logit density function (CLDF):  

( ) ( )1 1
01 exp ( 1 exp( )i i iP X Z− −= + − Β +Β = + −    (3) 

where 0i iZ Xβ= +Β  and takes the values from - ∞ to + ∞, and Pi is non-linear to Zi (Xi, B0 and 

B). The probability of failure is 1 – Pi. It can easily be shown that: 

0
1

ln
1

i
i i i

PL X
P

υ
 

= = Β +Β + − 
   (4) 

Equation (4) is the logistic form of equation (1), with (.) being the odds ratio – the ratio of the 

probability that a student will attain a GPA of at least 2.0 to the probability that the student will 

fail to attain a GPA of 2.0. The model coefficient can be accorded the following interpretations: 

the parameter B tells how the log odds in favour of success change as each independent variable 

changes by one unit. The intercept B0 is the value of the log odds in favour of getting a GPA less 

than 2.0.  

 

Findings and Discussions  

Ten Logit regression models, incorporating robust standard errors to deal with the problem of 

heteroscedasticity, were estimated. The summary of results are reported in Table 5. We also 

estimated six Probit models, whose results were similar but are not reported here. 

Regardless of the model, the location (urban-rural divide) of the last high school attended by a 

student was statistically significant, while gender was statistically insignificant. In fact region was 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015 ISSN 2056-6670 

 

  

128 CC BY-NC-ND 4.0 

strong in predicting the success of a student in both year one and years two to four courses. That 

is, if a student were to relocate from attending a rural high school to an urban high school – 

spending some considerable time there, the student would have a probability of success (scoring 

a GPA higher than 2.0 in year one courses and a GPA higher than 2.7 in the years 2-4 courses) 

rising by an average of 32 and 37 percent, respectively, for year one and years 2-4 courses. These 

results are in line with the findings in the literature(see for example, Qain & Smyth, 2005; 

Ramos, Duque & Nieto, 2012; Canadian Council on Learning, 2006). 

 

The regression results show that  HS Mathematics has a strong relationship with year one GPA 

but a weak one with the GPA for years two to four courses, which is contrary to what Golding 

& Donaldson (2006) found. The test for the marginal effects of HS Mathematics on the 

probability of a student being successful in years two to four courses, given success in year one 

courses, reveals that Mathematics has a statistically significant negative predictive power. This 

result is puzzling, as it is contrary to the assumption made in the theoretical model. Moreover, 

one would expect that an improvement in Mathematics grade would have a positive influence on 

student’s performance in business subjects. However, it can be explained in two ways: (1) by the 

fact that the actual Mathematics grades were on average at 2.0 GPA yet the threshold GPA used 

in the models was a GPA of 2.7, and (2) HS Mathematics becomes less important for higher 

level university courses. 

 

Meanwhile, the relationship between English and the GPA for year one courses is only 

statistically significant at 10 percent. These results again differ from those of Golding & 

Donaldson (2006), in that HS English had a predictive power of success, weak for year one 

courses but strong for years 2-4 courses at 5 and 10 percent levels of significance. If a student 

were to enter the programme with a GPA infinitesimally higher than 2.0, the student’s 
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probability of success in year one and years two to four courses, respectively, would rise by 16 

and 37 percent. 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015      ISSN 2056-6670 

130 

  

CC BY-NC-ND 4.0 

Table 5 
 Logit Model Estimates of Coefficients of Independent Variables 

Source: extracted from regression results 
Notes: marginal effects after Logit are in parentheses; *** or 3 = 1%, ** or 2 = 5%, * or 1 = 10% level of significance  
In the regression models: the academic outcomes variables remain as explained by equations (1) and  (2).

 End of year one GPA Years 2 to 4 GPA 
Model 1 2 3 4 1 2 3 4 5 6 
Constant -7.9*** -7.9*** -4.4*** -7.7*** -3.9** -12*** -12*** -9.4*** -8.6** -12.1*** 
Region 2.2*** 

(0.336)3 
2.0*** 

(0.307)2 
1.6** 

(0.301) 
2.2*** 
(0.349) 

1.8** 
(0.489)3 

1.3* 
(0.318)1 

1.3* 
(0.308)1 

0.9 
(0.219) 

1.0 
(0.244) 

1.2 
(0.291)1 

Gender -0.5 
(-0.053) 

  -0.3 
(-0.030) 

-0.1 
(-0.017) 

-0.2 
(-0.041) 

    

HS Mathematics 3.0*** 
(0.344)3 

2.9*** 
(0.344)3 

2.7*** 
(0.345)3 

 -0.1 
(-0.029) 

-1.0 
(-0.248)1 

-1.0* 
(-0.243)1 

 -0.2* 
(-0.236)1 

 

HS English 1.4 
(0.161)1 

1.4* 
(0.160) 

  1.4** 
(0.358)2 

1.5* 
(0.380)1 

1.5* 
(0.382)1 

  1.4* 
(0.357)1 

English-
Mathematics 

   4.1*** 
(0.480)3 

   0.2 
(0.056) 

  

EOY1GPA      4.4*** 
(0.982)3 

4.4*** 
(0.957) 

3.8*** 
(0.946) 

1.1*** 
(0.987) 

3.7*** 
(0.932) 

           
Observations 50 50 50 50 50 50 50 50 50 50 
Pseudo R2 0.369 0.366 0.318 0.313 0.146 0.392 0.392 0.299 0.329 0.360 
Prob. > Chi2 0.02 0.006 0.003 0.001 0.110 0.02 0.008 0.011 0.003 0.02 
           
Prob.(of success) 0.87 0.86 0.85 0.86 0.53 0.55 0.55 0.52 0.53 0.53 
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However, a combined Mathematics-English GPA has a strong relationship with the overall GPA 

of year one courses. The marginal effect of the combined English-Mathematics GPA on the 

likely success of a student in year one courses is such that a grade improvement that ensures a 

higher GPA in the combined English-Mathematics would  more than likely lead to an overall 

success in year two to four business education courses. That is, if a student were to enter the 

programme with a combined English-Mathematics GPA increasing by one percent, the 

probability of success in year one courses will rise by more than 5.6 percentage points. The 

regression result confirms the earlier narrative analysis. 

 

With respect to the relationship between year one GPA and years two to four GPA, the results 

indicate that regardless of number of variables included in the model, the estimation returns a 

statistically significant relationship between end of year one GPA and years two to four GPA. In 

fact, if end of year one GPA rises by an infinitesimal amount, the probability for the GPA for 

years two to four courses rising above 2.7 would increase by 96 percent. The result indicates that 

prior success at university in related courses is important in future university academic 

performance.  

 

Overall, in models with the GPA for year one courses as the dependent variable, the 

independent variables predict the probability of success in year one courses falling in the range 

0.85-0.87. Meanwhile, for the  models with the GPA for years two to four courses as the 

dependent variable, the independent variables predict the probability of success in years two to 

four courses falling in the range 0.53-0.55. These results, though in most part are in line with 

findings in the literature, are however contrary to Mlambo (2011), who finds that prior learning 

outcomes are not important in the success of a first year Biochemistry course taken by students 

of Agriculture and related courses at the University of the West Indies, St. Augustine Campus in 

Trinidad and Tobago. 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015 ISSN 2056-6670  

132 

 

CC BY-NC-ND 4.0 

Concluding Remarks 

The paper, utilising both narrative and Logit regression estimation techniques, explored the 

relationship between prior academic outcomes and academic performance of a sample of teacher 

trainee students pursuing a business education programme at a university in Jamaica. The results 

showed that the performance of those who entered the programme without the requisite 

Mathematics grade remained below the level of those students who started the programme with 

the “required” qualifications. Specifically, that group performed the equivalent of one GPA 

lower throughout the programme. 

 

The paper finds that, regardless of the entry qualification of a student, the correlation between 

HS Mathematics and Introduction to Microeconomics course was positive and statistically 

significant. Likewise HS Mathematics was found to be positively correlated with the academic 

performance in year one courses. In fact, HS Mathematics predicted a student’s success in year 

one courses with a probability of more than 0.8. However, the paper found a puzzling negative 

but statistically insignificant relationship between HS Mathematics and performance in years two 

to four courses. From these findings, it is recommended that those students who enter university 

without the requisite passes in HS Mathematics and English be offered remedial courses. 

 

The results for the location (urban-rural divide) of the school last attended by a student reveals 

that region has a statistically significant (p < 1%) positive correlation with academic outcomes in 

end of year one courses (EoY1gpa). The variable ‘region’ strongly predicts the likelihood of a 

student’s success in the business education programme. Meaning, if a rural school could be 

structurally and socially transformed to improve school conditions, so that students attending 

non-urban schools would access facilities comparable to what is obtainable in many urban 

schools, then the attainment gap that exists between urban and rural students would be 

minimised. 
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In line with findings and recommendations of the Canadian Council on Learning (2006) and 

others, improving resources, particularly those that retain teachers at non-urban schools, would 

close the gap in achievement by students emanating from these communities. 
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Appendix 1 

Table A1: Courses offered Years 1 to 4, Teacher Education Programme 

Course Name Course Code 

Academic Writing COM1020 

Business Law LAW1001 

Introduction to Financial Accounting ACC1003 

Introduction to Macroeconomics ECO1005 

Introduction to Microeconomics ECO1012 

College Mathematics MAT1044 

Calculus for Social Sciences MAT1045 

Financial Accounting 1 ACC2003 

Company Law LAW2013 

Financial Accounting 2 ACC3001 

Auditing ACC3005 

International Business Law LAW3014 

Caribbean Economic Growth & Development ECO4001 

Electronic Accounting ACC4008 

Cost & Management Accounting ACC4007 

Taxation TAX4002 
 
Note: The first digit in the course code denotes the year of the course. For example, in 
ACC1003, the 1 after ACC denotes a year one course 
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