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Abstract
Literature suggests that novice supervisors are not adequately trained or equipped with the
skills required in research supervision or to become productive researchers, and recommend
that intervention strategies aimed specifically at enhancing supervision capacity, be prioritized.
Primary texts report positive effects on student output and timely completion in a range of
intervention strategies aimed at enhancing supervision capacity including supervisor training.
However, it is difficult to compare these individual reports without a systematic attempt at
filtration in which studies are evaluated for methodological rigour. The aim of this study was
to consolidate the body of literature reporting on strategies aimed at enhancing supervision
capacity which satisfies a threshold of methodological quality. The present study was a
systematic review evaluating published literature from 2003 to 2013 that report on strategies
aimed at enhancing supervision capacity. Only full-text, English articles within the UWC
library databases were considered for inclusion provided that they report on the specified target
group and focus of the study. Identified articles were evaluated on three levels: titles, abstract,
and full text. Four instruments were used to facilitate data extraction and quality assessment
including a Title summary sheet, abstract summary sheet, critical appraisal tool, and data
extraction sheet. Meta-synthesis of included texts was conducted. Ethics: Permission to
conduct the study was obtained from the appropriate committees at the University of the
Western Cape (Registration number: 14/5/18). The information sources used in this study were
all previously published and are in the public domain; therefore no additional permission for
access was required. The study formed part of a larger NRF funded parent study. Thus the
distinction between collaboration and plagiarism was carefully monitored given the
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Chapter One

Introduction

1.1. Background to the study:

Peterson (2007) reported that government funding of universities has progressively
become linked to postgraduate completion and that the primary aim of research institutions and
higher institutions alike increasingly are to ensure the successful building of research capacity
in both postgraduate students and supervisors. McCallin and Nayar (2012) suggested that many
institutions measure student, as well as supervisor success in terms of timely completion which
they see as influenced by programme capacity issues, funding, faculty-student relationships,
graduate policies, and most importantly supervisory input and capacity. Frantz and Smith
(2010) maintain that many novice supervisors are not adequately trained or equipped with the
necessary competencies required in research supervision or in becoming productive
researchers. According to Pearson and Brew (2002) research training is attracting more
inspection as research itself is viewed as having greater importance in the global knowledge
economy. Therefore concerns to improve the effectiveness and efficiency of research
supervision have been underscored which has led to the development of strategies aimed at
enhancing supervision capacity (Granello et al. 2008, Pearson & Brew, 2002). Examples of
such strategies included, but were not limited to, the introduction and extension of programmes
for supervisor development and training (Duys & Hedstrom, 2000). Programmes often come in
various guises, such as guidelines to supervision practice, supervision models, and supervisor

training.

1.1.1. Guidelines. Guidelines are viewed as tools that have the potential to inform
supervision practice. Guidelines to supervision can be used as a vehicle to establish conditions

and expectations that may be implemented within the supervision process. Thus, guidelines are



there to guide the conditions and expectations of the supervisory process, but it cannot specify
how those conditions and expectations should be put into practice (COSEPUP, 2009).
According to Lee (2010); managing students’ learning, maintaining regular contact, planning
and implementing research studies, prioritising time and engaging in related research
knowledge and skills training; all form part of the active implementation of supervisory
guidelines. Thus, Wisker, Robinson and Shacham (2007) suggested that if supervisors were to
assume greater involvement with regards to implementing certain guidelines, then it is likely to

occur as a result of the demand for a higher throughput of postgraduate students.

1.1.2. Models of supervision. According to Bernard (2005) models of supervisor
development, while having both heuristic and intuitive qualities, do not yet possess a
comprehensive research foundation and only partially address the important question of how
supervisors develop through training and experience. Gazzola, De Stefano, Theriault and
Audet (2013) suggests that unique and idiosyncratic events are difficult to capture when using
generic models since they do not easily capture where supervisors-in-training struggle, falter or
fail.

1.1.3. Supervisor training. Literature is clear on the overall benefits of supervisor
training and on the value that trainees ascribe to this experience, (Gazzola et al. 2013).
According Lyon, Heppler, Leavitt and Fisher (2008) the total number of supervision activities
(both dyadic and practical), along with the total number of supervision hours were found to
predict overall supervisory development; and extra hours appeared to predict better
development. Gazzola et al. (2013) assert that there is a mounting consensus that good
supervision requires an in-depth understanding of the elements that are unique to the
supervisory process. Therefore it has become an ethical imperative to provide detailed

preparation for the practice of supervision (Bernard & Goodyear, 2013). Despite the recent



trend in literature in which cases are made for supervisor training, the empirical knowledge
base from which to draw on when constructing supervisor training programmes has
consistently been described as “close to non-existent” over a 16-year period (e.g. Bernard,

2010; Hoffman, 1994; Watkins, 2014).

1.2. Problem Statement:

There has been published literature from primary studies reporting on the efficacy of
strategies aimed at enhancing supervision capacity. It is however difficult to compare these
reports on primary studies without a systematic attempt at evaluating for methodological rigour
and quality known as filtration (Higgins & Green, 2006). Thus there is a need for filtered
information reporting on strategies aimed at enhancing supervision capacity which evaluates
such studies for methodological rigour and coherence. An initial search revealed that there
were no published articles reporting on attempts at filtration such as, systematic reviews on this

topic.

1.3. Rationale for the study:

On the subject of developmental goals for management and content for staff
development; the National Development Plan 2030 (NDP) highlighted higher education as a
sector that needs urgent attention because of the inconsistent performances by institutions of
higher learning. Therefore the NDP (2030) suggests that continuous quality improvement is
needed in terms of enhancing staff capacity, because the system expands at a moderate
velocity. Research and development is another sector that has been identified as part of the
developmental plan for 2030. The focus on research and development will simultaneously tie
in with the focus on the calibre of teaching, which could improve the quality of higher

education, however without the necessary attention; inadequate staff capacity will constrain



knowledge production and innovation. Thus the present study focused on publications in
Health, Education and Social Sciences and attempted to provide an empirical base of filtered
information on the literature which satisfied a threshold of methodological rigour and
coherence. The resulting empirical base could be used to inform individual practice,
developmental goals for management, as well as content for staff development, which can be
initiated and funded by management or external funding like the National Research Foundation

(NRF).

The current review forms part of a larger parent project. The parent project attempts to
pull together a concept map of the elements contained in developing research capacity. The
concept map will be extracted from data produced in four stages, namely stage 1: systematic
reviews; stage 2: a questionnaire which evaluates thesis supervision that facilitates or hinders
the development of research capacity. Stage 3: is the implementation of the questionnaire in a

full survey; and stage 4: is a qualitative study of the perceptions of stakeholders.

1.4. Organisation of the thesis:
The thesis is organised into five chapters namely; Chapter One: Introduction; Chapter
Two: Literature Review; Chapter Three: Methodology; Chapter Four: Results and Discussion;

and Chapter Five: Conclusion. Below is a brief explanation of what each chapter includes:

1.4.1. Chapter One: Introduction
This chapter serves as a brief introduction and background to the study. Chapter one is
split into four sections; Background, Problem statement, Rationale for the study, and

Organisation of the thesis.



1.4.2. Chapter Two: Literature Review

Chapter two consists of an abbreviated literature review that aims to contextualise the
study. Due to the aim of the systematic review being filtration and making the available
evidence or literature more accessible, the need for a larger review is superseded by the
function of consolidating the literature. This chapter compiles relevant literature on the
research topic as a means to add depth and perspective to the rationale for the current study. It
showcases what is known about the research topic in terms of published literature and in so
doing provides an academic rationale for the present study. The literature review contains six
sub-sections, namely Introduction, Guidelines to Supervision, Supervision Models, Supervisor
Training, Enhancing Supervision Capacity, Gaps in Literature and The Parent Study. Each
sub-section is a brief exposition that contributes to the overall literature review. The final
standalone sub-section is the Parent Project which outlines the greater project, as well as how
the present systematic review along with three additional reviews fitted into the greater project

as a whole.

1.4.3. Chapter Three: Methodology

This chapter reports on the methodology utilised within the study. It highlights the
fundamental features of what a systematic review is, and shows how each feature has been
utilised within the process of conducting the current study. The advantages and disadvantages
of conducting a systematic review will be discussed and justifications will also be provided for
the methodological choices that were undertaken for this particular systematic review. This

chapter also provides insight to the process of executing this research.



1.4.4. Chapter Four: Results and Discussion

This chapter presents an integrated Results and Discussion. It contains three sections
namely, Process Results, Descriptive Meta-synthesis and Theory Explicative Meta-Synthesis.
The Process Results section contains a flowchart to illustrate the search and retrieval strategy,
as well as the screening and evaluation process of articles. The Descriptive Meta-Synthesis
reports on the Data Extraction and Rank Order of included articles. Finally, the Theory
Explicative Meta-Synthesis offers a discussion of the findings of included articles to answer

the research question along three core lines; Reciprocation, Refutation, and Line of Argument.

1.4.5. Chapter Five: Conclusion
This chapter provides an executive summary of the study followed by a conclusion,
significance of the study, recommendations for future research, and limitations of the study.

Each section forms part of the overall conclusion of the current study.



Chapter Two: A

Literature Review:
2.1.  Introduction: Researchers in both developed and developing regions of the world have
underscored that research institutions and institutions of higher education require supervisors
that are highly skilled, technologically savvy, and skilled with applied knowledge and the
competency to contribute to the knowledge economy (McCallin & Nayar, 2012). Petersen
(2007) maintained that in recent years supervision of postgraduate research, in particular, has
been given a fair amount of attention. An integral point highlighted by Petersen (2007) is that
supervision is one of the most essential factors contributing to successful completion. The
literature on supervision has focused on many different aspects including, but not limited to;
interventions with new academics to enhance research productivity (supervision and
publication) (Fagan-Wilen et al. 2006; Frantz & Smith, 2010; Grzybowski et al. 2003; Tudiver,
Ferguson, Wilson & Kukulka, 2008); interventions with students aimed at completion of
research requirements (Braxton, Hirschy, & McClendon, 2004; Yorke & Longden, 2004); and
supervisor and students variables (demographic and personality/psychological) that impact
completion of research requirements (Kam, 1997). However, for the purpose of this literature
review, the main foci will be on guidelines to supervision (Borders et al. 2012); supervision
models (Granello et al. (2008); supervisor training (Petersen, 2007) and enhancing supervision

capacity (Pearson & Brew, 2002). Below is a brief exposition of each of these areas.

2.2.  Guidelines to Supervision: Guidelines can be used to inform supervision practice.
According to Borders et al. (2012) the Association for Counselor Education and Supervision
(ACES) research supervision guidelines consists of two core sections. The first core section
pertains to supervisors. This section outlines the features of supervisors, which include;

knowledge and skills as a researcher (Black et al. 2004; Brown et al. 2009). Research



supervisors are not expected to be knowledgeable about each and every aspect of research or
supervision. However, supervisors are expected to be aware of their constraints and restrictions
both as researchers and supervisors, as well as to inform students of their limitations, and help
students find other resources when need be (Borders et al. 2012). This implies that research
supervisors are expected to share their areas of research knowledge, whatever they may be,
with students. A useful intervention strategy for supervisors to implement is that of extending
their understanding of the nature of research and supervisory practice, this will enable
supervisors to deal more effectively with variations in the educational and career goals of
different students (Pearson & Brew, 2002). Johnson (2002) planned strategies at the individual,
departmental, and organisational levels to encourage supervising of students. At the second
level, Johnson suggested that professional organisations establish specific guidelines as a
possible way to begin educating supervisors about preparing them for their role and
responsibilities. According to the ACES Strategic Planning Committee (2007) the leaders of
the ACES were committed to providing and publishing premier research and scholarship. In
order for this goal to be achieved, the development of research mentorship guidelines were
initiated. The guidelines were developed for implementation by ACES, thus the central
principles and specific guidelines were identified through reading literature on research
training and mentorship (Borders et al. 2012). Guidelines can define terms and expectations,
but guidelines cannot, however, guarantee or specify how the expectations can be put into

practice (COSEPUP, 2009).

2.3. Supervision Models: Granello et al. (2008) reported that there are very few
interventions aimed at enhancing the supervision capacity, and even fewer interventions that
result in higher completion rates. These interventions are usually aimed at supervisor

development; however, they can include interventions strategies that the supervisor may



implement during supervision to help the students. The development of models of effective
supervision is considered to be an intervention (Baker, Exum & Tyler, 2002). Below are some

examples of models that have been published.

2.3.1. Apprentice Master Model (AMM): According to Burnett (1999) the most

common model for the supervision of doctoral students has followed the traditional Apprentice
Master Model (AMM), which was described by Yeatman (1995) as a process whereby the
established master (supervisor) inducts the new apprentice (trainee supervisor) into the
“mysteries” of the craft. Leder (1995) considered that in the AMM the supervisors’ research
preferences may constrain and limit the scope, perspectives, methodology, and direction of a
dissertation. Concerns surrounding the completion rates and some supervision practices have
provided a catalyst for the development of alternative models to the traditional AMM of

research supervision (Burnett, 1999).

2.3.2. Collective Academic Supervision (CAS): According to Simons (2005)

Collective Academic Supervision (CAS) is a model that may potentially increase and qualify
students’ participation and academic learning by way of stimulating their motivation to study
and to write academic assignments. Nordentoft, Thomsen and Hansen (2012) assert that CAS
provides a framework for supervision and also offers students systematic, progressive, and
academic input from peers and supervisors which encourage their writing process. Another
important incentive behind this model for collective supervision is that it has the ability to
inspire and support academic staff in their work to supervise more than one student at a time
(Nordentoft et al. 2012). Nordentoft et al. (2012) further suggested that the goal was to
integrate qualities in CAS where students meet as a group, present and give feedback to each

other together with their supervisor present.
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2.3.3. Peer consultation model: Granello et al. (2008) identified the peer consultation

model that is primarily aimed at counsellors who are no longer under formal supervision and
therefore no longer have access to ongoing evaluation and expert guidance. During peer
consultation models, supervisors offer regular consultation for one another in order to help one
another achieve self-determined goals (Benshoff & Paisley, 1996). Supervisors are the
architects of their own development, and they are also responsible for assessing their own skill
competencies. Peers provide critique and support in terms of their feedback, and the supervisor
is free to accept or reject the feedback (Benshoff & Paisley, 1996). The objective of peer
consultation is to improve self-awareness and gain a deeper understanding of the complexities
of supervision (Sadoff, 1990). Peer consultation models in supervision tend to assume that
supervisory peer groups will develop an answer for a particular supervisor. According to
Holloway (1994) the peer group could help identify the basis of the problem in a particular
supervisory scenario and formulate a strategy that could be implemented for that specific
supervision context. According to Granello et al. (2008) the supervisory peer consultation
group has one primary objective, and that is to broaden the perspectives and enhance the
critical thinking of each of the members who participate, regardless of whether they ever

formulate a particular strategy for an individual supervisor to implement.

2.3.4. Coaching model: A different model; thought of as a “coaching” or “mentoring”

model can be implemented whereby an experienced supervisor works with a novice
supervisor; thus the novice supervisor is both supporting the student and being supported by
their academic colleague (Watts, 2010). Therefore it is important to consider the adequate
development of the supervisor when investigating the research capacity of postgraduate

students. Worthington (1987) stated that research and literature on supervisor development
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offer extremely little information about ways to enhance supervisor development or what

experiences contribute to supervisor development.

2.3.5. Cognitive Apprenticeship (CA): CA is a model which is implemented by many

supervisors, whereby the supervisor takes up a ‘coaching’ role that consists of observing
students carrying out a task and offering hints, feedback, reminders and new tasks aimed at
increasing their performance nearer to expert performance (Collins et al. 1989; Pearson &

Brew, 2002).

2.3.6. Blended learning model: De Beer and Mason (2009) explored the idea of

blended learning as an intervention to enhance supervision capacity of novice and experienced
supervisors alike. The blended approach to supervision includes a combination of different
training material (technologies/media, activities, and types of events) to create an optimum
training program for a specific set of students. The term ‘blended’ refers to traditional
instructor-led training being complimented with other electronic formats. De Beer and Mason
(2009) explored the viability of using a blended learning approach to postgraduate research
degree supervision. These authors further suggested that such a model could reduce the
workload of research supervisors and thus improve the quality and success of postgraduate

students’ research output.

2.3.7. The Supervisor Complexity Model (SCM): Culbreth and Cooper (2008) suggest

that the Supervisor Complexity Model is considered to be extremely substantial,
comprehensive, and practical. Attempts have been made to test the assumptions of the model,
including the development and verification of the Psychotherapy Supervisor Developmental

Scale (PSDS) (Culbreth & Cooper, 2008; Baker, Exum & Tyler, 2002). The SCM is a four-
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stage model of supervisor development, which includes the following stages; role shock, role
recovery and transition, role consolidation, and role mastery. The model also identifies the
tasks, responsibilities, and crises that a supervisor may encounter as he or she advances from
being a novice supervisor to an experienced supervisor. In every stage, it is hypothesised that
the supervisor will be challenged by various issues of supervisory identity, and development
will result as a response to successfully meeting and overcoming the challenges that may well

occur at each stage of the model (Culbreth & Cooper, 2008).

2.3.8. Elements of supervision models: Given that supervisory knowledge has

widened and grown over the past decades, the supervision experience has become thought of
as a developmental process wherein supervisors are expected to advance through a process of
growth that entails firstly, increasing the acquisition and refinement of conceptual or practical
skills; and secondly increasing the formation and consolidation of a supervisor identity
(Watkins Jr., 2014). According to Culbreth and Cooper (2008) supervisor development can be
defined as stages of growth in which supervisors gain passage to truly becoming a supervisor.
Supervisor developmental models are fundamentally alterations of counsellor development
models, which focuses on the growth of the supervisor as he or she acquires skills through the

necessary training as well as experience (Culbreth & Cooper, 2008).

Borders and Fong (1994) identified in the early 90’s that assisting supervisors in their
development involves a cognitive shift from thinking like an academic to thinking like a
supervisor (e.g., focussing on educational needs), that appears to be a vital feature to
supervisor development. One intervention to support this cognitive shift is the development of
a “self-critical supervisor”, described as having a constructive and evaluative attitude that is

consistently directed toward and brought to bear on one’s supervision efforts (Granello et al.
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2008). Watkins (1995) reported that the self-critical supervisor is likely to be someone who
takes time out regularly to think about his supervisory work, in doing so, such questions are
asked: What did | do in that supervisory hour? Why did | do that? How did | help my
supervisees? How did | hinder my supervisees? Are my supervisory interventions becoming
more effective? It is argued that self-criticality is a key factor (if not the most eligible key
factor) contributing to supervisors becoming better and more effective over time (Granello et
al. 2008). Koch, Arha and Rumrill (2004) suggest action research strategies that can help
research supervisors extend skills in scientific reasoning and self-reflection. They assert that
action research can be defined as a type of reflective practice and professional learning built
upon an ethical commitment to improving practice. It involves the (1) identification of areas to
improve practice that challenge the supervisor’s sense of mastery, (2) the generation of ideas to
improve practice, and (3) the evaluation of these ideas in professional settings (Koch et al.
2004). Action research can be characterised as persistently inquisitive, purposeful, systematic,
self-critical, and collaborative. It is based on a cyclical process that begins by asking oneself,
“How can | improve supervision practice?” At the same time “it requires reflection
(contemplating one’s professional/ethical commitments, the dilemmas of practice in light of
those commitments, and designing a study based on the question that emerges from those
dilemmas of practice); action (carrying out the design); and observation (documenting the

process in some systematic way)” (Koch et al. 2004; p.55).

Culbreth and Cooper (2008) suggest that self-efficacy can be considered as an integral
component to supervisor development. Leach, Stoltenberg, McNeill, & Eichenfield, 1997)
suggest that among supervisors, professional self-efficacy has been closely linked with
supervisor development. However, it is reported that supervision development from a self-

efficacy standpoint is only just beginning to gain attention in literature (Culbreth & Cooper,
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2008). The Counselor Supervisor Self-Efficacy Scale (CSSES) was developed to measure
supervisor self-efficacy in domains specifically related to the role of supervisor (Barnes, 2005).
In the preliminary efforts to authenticate the instrument, Barnes (2005) determined that results
on the CSSES were related to supervisor development results measured by the PSDS (Culbreth
& Cooper, 2008).

Another strategy, that is fairly new and under researched, aimed at the level of the
supervisor is that of learning through self-awareness (Pearson & Brew, 2002). These authors
argue that the notion of managing oneself is a vital requirement for managing others and
gaining feedback on performance, wherein personal reflection is encouraged. This intervention
or strategy entails more than purely focusing on interactions with others and communication
skills, the leader first has to, above all else, understand how he/she operates him/herself
(Pearson & Brew, 2002). As asserted in Pearson (2001), supervisors need to reflect on their
own practice and critique research education. A favourable preliminary task is for supervisors
to reflect on their conceptions of research practice as a foundation on which to engage in the
critical questioning of their own preferred approach (Pearson, 2001).

A closer inspection of the literature on supervision models reveal a number of features
including the (1) content of supervision i.e. competencies and skills that a supervisor
possesses, e.g. problem-solving (Watkins Jr., 2014); (2) structure of supervision i.e. how
supervision itself is structured: such as monitoring the research process or supervision meeting
schedules (de Beer & Mason, 2009); (3) form of supervision e.g. group versus individual
supervision (Simons, 2005); (4) function of supervision e.g. supervisory style or
teaching/supervising methods (Pearson & Brew, 2002); and (5) process of supervision i.e. how
the learning process is constituted between the student and supervisor, e.g. planning of
research (Collins et al. 1989). These five features of supervision appear to form the foundation

of supervision models.



15

The close inspection of the literature further divulged that the literature is describing
the models on its content, structure, process, form and function, but not on empirical evidence.
The literature provides a theoretical rationale for future research, but no empirical evidence,
therefore, it can be deduced that the literature on supervision models is descriptive in nature.
Finally, there is a need for more explicit reporting of theoretical framework but also a need for

testing.

2.4.  Supervisor Training: Supervision training is crucial to the supervision process, in
terms of equipping the supervisor with the necessary skills to enable him/her to achieve
success in supervising students and obtaining a high completion rate (Petersen, 2007).
Similarly, Pearson and Brew (2002) recommended that keeping up with new supervision
training resources is a vital component of the supervision process. Thus staff development in
terms of formal supervisor training packages is necessary to update supervisors on these
changing needs of students, faculty and government funding. McCallin and Nayar (2012)
reported that research in New Zealand has taken into account the broader research context and
how it has changed in the last decade, and concluded that academics need to understand how
institutional and government processes influence research supervision. For example, the push
for publication during thesis writing has been found to be demanding, as well as the socio-
political accountabilities to the wider community. Changes to funding arrangements have had
and still have a significant effect on the nature of university work, research topic options, the
models of supervision, student management and how academics manage their supervisory
responsibilities (McCallin & Nayar, 2012). Therefore, it is of paramount importance that
research supervisors get adequate training which addresses the changes to policy and
processes, wider university sector requirements, supervision pedagogy and alternative models

of supervision, all of which impact and contribute to the quality of research supervision
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(McCallin & Nayar, 2012). These authors proposed that this type of supervision training
occurs at the start of each academic year. Likewise, Granello et al. (2008) recommended that
supervision training and skills development programmes are necessary to get the most out of

the supervision process and ensure a high completion rate among postgraduate students.

Brew and Peseta (2004) have suggested the implementation of the “Recognition
Module”, which is an online module aimed at developing supervisors. It was constructed with
the intention for supervisors to consolidate, reflect on and express shifts in their thinking about
postgraduate supervision. The module invites supervisors to develop their own supervision
case study as a means of representing their learning expedition in the programme. The authors
also mentioned that the case study process coupled with the inclusion of a continuous feedback
cycle, act as a form of professional supervisor development (Brew & Peseta, 2004). The
Recognition Module encourages supervisors to connect and engage creatively with an ongoing
programme of professional development long after completion. The innovative nature of this
module is new and exciting given the fact that it is a structured, guided, and supported learning
journey that takes place in an online learning environment. This of course means that it is
flexible and can be completed at the supervisor’s own pace. The rationale for the Recognition
Module lies in the fact that supervisors who write and edit case studies among each other are
afforded the opportunity to talk openly about their own supervision, in terms of their
difficulties, pleasure, or uncertainties; outside a direct institutional context.

According to Culbreth and Cooper (2008), there is a lack of empirical research on the
factors that explain, facilitate, or hinder the development of supervision capacity. There is
equally little research on what supervisors can do to help cultivate the development of

supervision capacity (Granello et al. 2008).



17

2.5.  Enhancing Supervision Capacity: To emphasise the importance of supervisor training;
studies have found that experience as a supervisor does not automatically lead to higher levels
of supervisor development and postgraduate completion rates (Granello et al. 2008, Pearson &
Brew, 2002). Vidlak (2002) concluded that previous experience as a supervisor was not
directly proportional to supervisor development. Similarly Granello et al. (2008) reported that
changes in the scores of supervisory development were related significantly to training in
supervision, but not previous experience. Therefore, it appears that experience alone is not
sufficient to enhance supervisor development and supervision capacity (Granello et al. 2008).
As early as 1987 Worthington asserted that most supervisors might not improve with
experience, the reason being that supervisors have little training in how to supervise effectively

and therefore they might maintain the mistakes of their own supervision (Worthington 1987).

According to Pearson and Brew (2002) research supervisors, much like managers and
leaders, are educating, motivating and leading others. Therefore supervision training is of keen
interest, and it is important to note that there is more to it than just developing technical skills
(Pearson & Brew, 2002). It is thus important for supervisors to expand their range of skills as
educators and mentors. Supervisor development for research training in the modern context of
higher learning needs to focus on allowing supervisors to become adaptable. The notion of
sticking to one model and set of behaviours is no longer considered acceptable (Pearson &

Brew, 2002).

Watkins Jr. (2014) suggested that supervision seminars play a fundamental role in
stimulating and setting in motion the supervisor development process. The author raised the

following points:
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“(a) the supervision seminar is the first primary stimulus of supervisor
development and sets the stage for later growth via practice; (b) early
themes that are identified in supervisor development theories also
make appearance in the supervision seminar experience; (c) to best
understand the full arc of supervisor development, the seminar as both
developmental initiator and intervention preparedness foundation
merits more careful scrutiny; (d) through more completely
understanding the seminar as instigator of supervisor development,
supervisor educators might be better positioned to develop seminars
that most constructively affect the very beginnings of the supervisor

development process” (Watkins Jr., 2014; p. 1).

There are two components; a didactic and experiential component which are essential
to optimal supervision training (Borders et al. 1991; Stoltenberg & McNeill 2010; Watkins
1992). The didactic component has generally been considered as a preparatory foundation for
engaging in supervised supervision practice (Russell & Petrie, 1994). According to Watkins Jr.
(2014) the areas of competency that have been identified as vital to attend to in the first
supervision seminar include the following: supervisor or supervisee roles and responsibilities,
supervision models, supervision assessment, models of supervisor development, supervision
interventions and strategies, and supervision research. Lectures, assigned readings, and group
discussions have all been identified as viable options to use for the purpose of learning about
those competencies. The definitive first-course objectives are firstly, to introduce and expand
the knowledge of the student/supervisor trainee about the subject of being and becoming a
supervisor (Watkins Jr., 2014). Secondly, stimulating reflection and creating space for thinking

more deliberately about functioning as a supervisor. Thirdly, encouraging a beginning sense of
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supervisory identity development; and lastly to foster an initial sense of integrative perspective

with regard to the supervisory role (Borders, 1992).

Whitman, Ryan and Rubenstein (2001) maintain that a number of supervisor
development models have been proposed. Those models assume that supervisors develop in
their role and that growth takes place in stages from less to more developed, with each stage
having a range of developmental issues and concerns associated with it. Whitman et al. (2001)
further asserts that our understanding of the models of supervisor development is at a
beginning level. However, a limited number of empirical studies have been conducted to test

those models.

2.6.  Gaps in Literature: A priority for future research is further clarification and empirical
studies in areas such as how supervisors behave at different developmental levels and how
supervisors progress from one stage to the next, as well as how supervisors might expand and
develop their skill set and knowledge regarding supervision. The formulation of good research
questions for further empirical investigation is contingent on a systematic process of filtration
in which the methodological quality and rigour of studies are assessed. This process of
filtration results in a consolidation of the body of literature that is integral in facilitating the
postulation of further or future research (Higgins & Green, 2006).

Whitman et al. (2001) reported on programmes or strategies dedicated to enhancing
supervision skills and the capacity for research supervision. These programmes vary
extensively in terms of duration, format, content, who teaches the program, and for whom the
program is designed. A few examples include preparatory two-semester seminars, formal
supervisory courses, workshops, brief in-service training programs, and informal conferences

and study groups (Whitman et al. 2001).



20

The strategies aimed at enhancing supervisor capacity are reported to be extremely
effective, improving the overall experience of supervision and increasing postgraduate student
throughput (Granello et al. 2008, Baker et al. 2002). However, these reports are of findings
from primary studies which make comparisons difficult without a common denominator that
evaluates the studies for methodological coherence and rigour. Hence there is a need for
filtered information that systematically evaluates the quality of methodology before attempting
to summarise the findings. Such a process consolidates the available literature by
distinguishing between research of good and poor quality, as well as providing the means for

meaningful comparison and synthesis of the findings.

In summary, the brief review of the literature on strategies to enhance or develop
supervision skill and capacity identified the need for filtered information for the purposes of
summation or consolidation of the literature and formulation of future research directives. Thus
the present study attempted to address the need for filtered information by conducting a
systematic review of the literature reporting on strategies aimed at developing and enhancing

supervision capacity.
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Chapter Two: B

2.7.  The Parent Study

The present study formed part of a parent study that has been funded by the National Research
Foundation (NRF) entitled “Research capacity building: A concept map of factors contributing
to developing research productivity in postgraduate students and new academic staff”. Below

is a brief description of the parent study and the relative placement of the present study:

Postgraduate students are understood to develop a certain level of academic capacity
during, as well as subsequent, to their studies. It is thought that they develop the capacity to
work independently, as well as in a group, to conduct independent research projects, to self-
direct and evaluate their own work (self-supervision). Ahead of qualification, it is expected
that graduates be able to supervise other students and to reproduce as either novice academics
or researchers. However, research revealed that recently appointed academics struggle with the
transition to academia and frequently feel insufficiently equipped to take on the task of

supervision regardless of elapsed time since graduation.

The study attempts to assemble a concept map of the elements contained in developing
research capacity in postgraduate students and novice academics at identified institutions of
higher education in the Western Cape. The aims of the study is to identify the elements of
research capacity as contained in the process of thesis supervision, the perceptions of
stakeholders concerned with the process of facilitating the development of research capacity in
the target populations, surveys of the student perceptions and findings summarised from the
existing body of literature (systematic reviews). The final concept map will be extracted from
data produced from four stages of research. Conceptualisation of each stage occurred

independently and will include its own methodological elements. The first stage (stage 1)
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includes four systematic reviews which explore published findings on: (1) supervision training,
supervision models and guidelines to supervision that help enhance supervision capacity. This
is also the present systematic review. (2) Interventions with new academics to enhance
research productivity (supervision and publication). This systematic review considers and
explores interventions with new academics that can be utilised to enhance their research
productivity in order to ensure, publication, government funding and good supervision
practice. (3) Interventions with students aimed at completion of research requirements. This
systematic review takes into account the supervisory process and how it aids or hinders the
academic growth of students, it also explores interventions aimed at students that will assist
with their completion of research requirements. (4) The supervisor and students variables
(demographic and personality/psychological) that impact completion of research requirements.
The final systematic review looks at the impact that supervisor-student variables has on the
completion of research requirements. The Parent Study adopted a time frame of 2003 and 2013
on the premise that the most recent or current literature provided evidence of best practice. The
second stage (stage 2) focuses on the construction of a questionnaire that evaluates various
components of thesis supervision that could facilitate or hinder the development of the capacity
to conduct research autonomously. During the third stage (stage 3) the questionnaire will be
implemented in a full survey, while the fourth stage (stage 4) is a qualitative study of the

perceptions of stakeholders.
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Chapter Three

Methodology
Aim of the study:
The aim of the present study was to establish an empirical base of filtered

information/literature reporting on strategies to enhance supervision capacity.

Objectives:

a) To determine the theoretical orientation or underpinning (theoretical framework) of
the strategies.

b) To determine and examine the content of the strategies and nature of activities
implemented.

c) To explore the evidence that is provided for the efficacy of strategies.

Research design:

A systematic review was adopted as the design for the present study. A
systematic review is a means of identifying, evaluating, summarising and interpreting
the available individual (primary) studies and research findings that are relevant to a
particular research question or topic (Centre for Reviews and Dissemination [CRD],
2009). This process is referred to as filtration and is supposed to make the available

evidence more accessible (Cochrane Collaboration, 2013).

A systematic review is considered to be the highest level of evidence on the
hierarchy of evidence, and it utilises a very structured method that is always clearly
articulated at the beginning of the review (Cochrane Collaboration, 2013). Uman

(2011) reports that systematic reviews usually involves a detailed and comprehensive
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plan and search strategy, with the goal of reducing bias by identifying, appraising, and
synthesising relevant studies on a specific topic. According to the CRD (2009)
systematic reviews are often written by a review team who manages and conducts the
review, as well as provide a comprehensive assessment of the relevant research or
studies relating to a specific topic or question. The feature of having multiple reviewers
working together on one particular review serves to minimise human errors and bias.
Therefore it is important for systematic reviews to be transparent and well documented;
due to the fact that reviewers might not agree on every decision that is made during the

process of conducting the systematic review (Uman, 2011).

A systematic review has certain defining features, such as defining and
addressing the review question; identifying the methods that will be utilised in order to
perform the review; explicitly identifying inclusion and exclusion criteria, documenting
a distinct search strategy so that readers may access the rigour, as well as identifying a
clear retrieval strategy (Uman, 2011). The following are advantages of conducting a
systematic review: (1) it provides a summary of the existing evidence regarding a
specific topic which allows the reader to access consolidated results of huge amounts of
information; (2) it identifies any gaps in the existing body of literature in order to
suggest areas for further research; (3) it also provides a framework for arranging new
research activities; (4) it is replicable, due to the structured method it can be replicated
by other researchers; and (5) a systematic review is flexible enough so that it can be
updated on a regular basis; in the event of new literature surfacing concerning the

research topic (CRD, 2009).



33.1

3.3.11

3.3.1.2

3.3.13

3.3.14

25

Inclusion criteria: The inclusion criteria for this study is presented below in four

categories namely, 1) time frame; 2) types of participants or target group; 3) type of

studies and 4) additional criteria. Below is a brief exposition of each.

Time Frame: The time frame for the present study was informed by two
considerations: First, the parent study included articles published between 2003 and
2013 based on the assumption that most recent or current literature provided evidence
of best practice. Thus this time frame was important to align the two studies. Second,
an initial and independent exploration of the body of literature revealed a substantial
amount of publications between 2000 and 2003 that were excluded from the time
frame of the parent study. For the sake of comprehensiveness the time period for the

present study was extended to include literature from 2000 — 2013.

Types of participants: The review considered studies that included research
supervisors (novice and experienced) as the participants. The supervisors had to be
clearly identified as the unit of analysis (in part/whole) to ensure that studies were

included that focused specifically on the capacitation of research supervisors.

Types of studies: Studies eligible for inclusion could utilise any design element
provided that they were reporting on interventions or strategies aimed at supervisors
(novice or experienced) such as supervisor training and development. The outcomes

could take on quantitative or qualitative forms, triangulation or mixed methodologies.

Additional criteria: Only articles that were available in full-text through the identified

databases were considered for inclusion. The process of critical appraisal or
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evaluation of methodology required more detail than usually included in abstracts.
Thus the availability of full text articles was a prerequisite for the chosen design and
methodology of the present study. Furthermore articles had to be written or translated

into English.

3.3.2 Exclusion criteria: Studies that did not meet the inclusion criteria needed to answer the

research or review questions were excluded. Studies were excluded if they were not
full-text articles and if they were not published within the elected time frame. Studies
that did not include the target group that was identified for inclusion were excluded. As
mentioned before, the parent project included three other systematic reviews. The
inclusion criteria for each individual study were different, but there was a possibility of
duplication of studies across those reviews despite clarification of inclusion and
exclusion criteria due to unanticipated factors. There may be a greater potential of
overlap occurring between the present study and that of the study “Interventions
addressing research capacity development in new academics”. This was mainly due to
the similarities between the two studies, such as capacity development. A protocol was
established to address possible duplication. Duplicates would be discussed between the
researchers involved and the supervisor and the outcome was determined on a case-by-
case basis. Those discussions would be recorded as part of the operational process.
There were certain studies highlighted by each of the reviewers that they thought would
be useful in the other reviews. These studies were sent around to each of the applicable
reviewers who would then decide to either include or exclude those studies. The studies
were categorised under “records identified through other sources” in the operational

process. The outcome of the operational processes is discussed in Chapter Four.
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Review Process:
The systematic review was executed at the following four levels namely Identification,

Screening, Eligibility and Summation. Each level included operational steps.

Level 1: Identification The identification of potential articles was achieved following a

retrieval strategy that included three operational steps namely: (1) Keyword

identification; (2) Database search and (3) Reference mining.

3.4.1.1 Keyword Identification: A limited search of PsychArticles and EduCat was conducted

to analyse the keywords contained in the title, abstract, and index terms of relevant
articles. The limited search was conducted on these two specific databases because
PsychArticles covers publications in most social science disciplines and EduCat
covers publications in education and social science disciplines. The search was
conducted first and foremost to determine whether a body of literature exists that
pertains to the research topic of the present review. The initial search of these two
databases also served as a pilot test of various keywords.

A provisional list of keywords was identified that included the following:
supervisor training, supervisor interventions, interventions used to enhance
supervision, supervision capacity, supervisor development, postgraduate research,
postgraduate output, research supervision, research advisor/sponsor and postgraduate
research. These keywords were combined in a series of strings to determine the
strings that were most likely to yield productive searches. The final keywords were:
research supervision, research adviser, training and development, supervision
capacity, interventions used to enhance supervision, supervisor training, supervisor

development, supervisor interventions, and postgraduate research.
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3.4.1.2 Database Search: All identified keywords and index terms were used to conduct a
comprehensive search using databases offered in the library of the University of the
Western Cape. The databases are organised according to disciplines with some
databases occurring in multiple disciplines. For the purposes of the present study three
areas were identified namely; Health, Education and Social science. Table 3.1

summarises the disciplines included in each section:

Table 3.1: List of Disciplines

Health/Education Social Science

School of Public Health Anthropology

Human Ecology Sociology

Dietetics Industrial Psychology
Nursing Women and Gender Studies
Occupational Therapy Psychology

Physiotherapy

Social Work

Sports, Recreation and
Exercise Science

Education

Natural medicine

Each discipline is reflected in the library with core and additional databases
(see Appendix A for complete listing). The researcher then determined patterns across
the identified disciplines and then distilled a composite list of core and additional
databases that was adopted for the comprehensive database search. See Table 3.2

below for a delineation of core and additional databases for the present study:



Table 3.2: Final List of Databases

No. Databases
Core Databases
1. | Academic search complete
2. JSTOR
3. | SAGE Journals Online
4. | SCOPUS
5. | Science Direct
6. | Cochrane Library
7. | SpringerLink
8. | Oxford Online Journals
9. | Wiley Online Library
10. | Google Scholar
11. | SocINDEX
Additional Databases
12. | CINHAL
13. | Health Source Nursing Academic Addition
14. | PsycArticles
15. | ERIC
16. | MEDLINE
17. | SA ePublications (Sabinet)

Boolean phrases was used during the database search, it involves using words
such as “and” o
keywords (Blanche, Durheim & Painter, 2006). By using a number of keywords
together and linking those with Boolean phrases such as “and” or “or”, one can
increase the power and efficiency of a search by a great deal. Three strings of
keywords were used during the database search, they were as follows: (1) research
supervision, or research adviser, or training and development, or postgraduate
research; (2) research supervisor, or supervision capacity, or interventions used to

enhance supervision; (3) supervisor training, or supervisor development, or supervisor

interventions.

“or” to link keywords to search for, thus creating a string of

29
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3.4.1.3 Reference mining and other sources: Additional references were identified using
reference mining and other sources. The reference lists of all identified reports and
articles were searched for additional studies. Potential records were also identified by
the other researchers in the team who passed along references that they thought

suitable from their own searches

In each of operational steps the total number of records identified was recorded in the
title summary — extraction sheet (Appendix B). The duplicates were removed which gave the
primary reviewer a true reflection of the number of records for the search. The titles that were
deemed suitable after the identification level proceeded to the Screening level. Titles deemed
not suitable, were excluded. This step also involved checking for duplicates across the

systematic review studies as mentioned before.

3.4.2 Level 2: Screening

Screening was done by evaluating the abstracts of titles successfully identified in Level
1 according to the inclusion and exclusion criteria stipulated earlier. The primary
reviewer along with the additional reviewer carried out the abstract screening stage,
which involved looking at all the abstracts of the records that were included after title
screening and then deciding as a pair which records will be included based on the
review criteria. The information of all abstracts screened were recorded in the abstract
summary — extraction sheet (Appendix C). Abstracts that were not suitable were

excluded.
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3.4.3 Level 3: Eligibility

Full text versions of abstracts that were successfully screened were retrieved for review.
The full text articles were evaluated for methodological quality, rigour and coherence
using a critical appraisal tool. The information of all full texts screened were recorded

in the full text summary — extraction sheet (Appendix D).

Critical appraisal tool:

Many of the critical appraisal tools that were available were either informed by the
designs of a specific study or they were informed by the published guidelines of
qualitative and quantitative studies respectively (Katrak et al. 2004). The tools that
were reviewed by the supervisor and primary reviewer were informed by the designs of
specific studies or by the guidelines of qualitative and quantitative studies. Thus, they
did not provide a broad enough assessment strategy that would be appropriate to use

within the present study, as well as the parent study.

Below is a list of the assessment tools that were considered and reviewed, but
were ultimately not chosen for implementation within the present study: (1) the Critical
Appraisal Skills Programme (CASP) (Public Health Resource Unit, 2006) offered
eleven questions to assess case control studies; (2) in a different tool the CASP offered
twelve questions to assess cohort studies (PHRU, 2006); (3) the Critical Review Form —
Qualitative Studies (Version 2.0) was designed for qualitative studies (Letts et al.
2007); (4) the Evaluation Tool for Quantitative Research Studies — was designed for
guantitative studies and thus was not appropriate for the current study (Long et al.
2002); (5) the Evaluative Tool for Mixed Method Studies (Long et al. 2002); and (6)

Randomised Controlled Trials which was another variation of the CASP (PHRU,
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2006). The main reason why the tools did not work with the present study, was that
they were too simplistic and lacked real depth to make a thorough evaluation of studies.
Another factor that reinforced the decision to create a tool, was due to the fact that all
of the studies did not share the same design features, therefore it would have been time
consuming and monotonous to use a different tool for each study. Therefore the
supervisor opted to design an assessment tool, which assessed studies based on the
appropriateness of designs. The original tool was constructed by Smith, Franciscus and
Swartbooi (under review). It was used by the reviewers because of its ease of
administration, logical coherence, and content sufficiency. The tool has eight sections
that assess the following domains: purpose, study design, ethics, data collection, data

analysis, sample, results, and conclusion. Each section included between 3 and 6 items.

The Critical appraisal tool (Appendix E) was revised so that it could, at the
methodological level, assess in parallel forms for the conventions of qualitative and
guantitative methods or approaches. The critical appraisal tool produced a total score
that was expressed as a percentage. Each article had the potential to score weak (0-
40%), moderate (41-60%), strong (61-80%), or excellent (81-100%). The review team
along with the supervisor worked through the critical appraisal tool to ensure that it is
appropriate to use for the study. This was done during a workshop in which all four
reviewers were present with the supervisor. The team of reviewers went through each
section of the critical appraisal tool under the supervision of the supervisor, and
suggestions to change certain scores were made and voted on by the team to ensure a
consensus among the reviewers regarding each change or modification made to the
tool. During the workshop the critical appraisal tool was calibrated to ensure that it

would be suitable for all of the reviews as well as different study designs. Thus, an
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initial pilot test was conducted that assessed three studies of which they consisted of
one quantitative study, one qualitative study and one mixed methods study. The results
of each of the studies were satisfactory. The tool that was designed acted as a uniform

tool that was used in the parent project as well as in each of the four reviews.

Threshold scores: The minimum threshold score required for inclusion was set

at 50% i.e. poor scoring articles were excluded while moderate, strong and excellent

articles were included.

Level 4: Summation

This phase included two operational steps namely 1) Data extraction and 2) Meta-
synthesis. All articles that satisfied the threshold score underwent data extraction. The
structure of the data extraction sheet was informed by the strata of the analysis and the
research objectives. The completed tables were checked for accuracy. The supervisor
then checked the tables for accuracy. The completed tables were used to prepare a final

summation.

Figure 3.1 below entitled, “Diagram of Review Process”, is a flow chart that displays all the

different steps in the review process. It identifies all of the processes along with their

corresponding operational steps. The processes include: “Identification”, “Screening”,

“Eligibility”, and “Summative Review”.
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The number of records after the removal of duplicates was recorded under the heading:
“Records after removal of duplicates”. After gaining a true reflection of the number of records,
the primary reviewer along with the additional reviewer carried out the next stage which was
the title screening, and then recorded the total number of articles for inclusion based on the title
alone, under the heading: “Records after screening title”. In the same stage the number of

records that was excluded was recorded under the heading: “Records excluded”.

The operational steps identified “Records after screening abstract” and “Records
excluded” on Figure 1. The records that satisfied the inclusion criteria proceeded to the third

level where they were assessed for eligibility.

The articles that were assessed using the critical appraisal tool were recorded under the
heading: “Full text articles assessed using Critical appraisal tool”. The records that were
excluded were also recorded under the heading “Records excluded”. The articles that were
included after the critical appraisal tool assessment were recorded under the heading “Full text

articles included for summation with data extraction tool”.

3.4.4.1 Data Extraction: A data extraction sheet was designed to identify the relevant
information such as author, date, type of intervention, population and outcomes. All
articles that were included during the full text assessment and satisfied the threshold
score underwent data extraction. The structure of the data extraction sheet was
informed by the strata of the analysis and the research objectives. All articles included
during the full text assessment underwent a process of data extraction. The Data
Extraction Table consisted of three main sections namely; “General Description and

Strategy”, “Methodological Appraisal” and “Results” (Appendix G). The appendix



3.44.2

36

consisted of empty tables for the purposes of illustrating the structure. Each main
heading was represented in tabular form where the relevant sub-headings formed
columns. All completed tables were checked for accuracy and then used to write the

final report.

Meta-synthesis:

The presented study used a meta-synthesis of the findings of included studies. Walsh
and Downe (2005) suggested that a meta-synthesis attempts to integrate results from a
variety of different but interrelated studies. The technique is intended to be
interpretative rather than aggregating. Screiber et al. (1997) defines a meta-synthesis
as the connecting and breaking down of findings, as well as identifying, examining,
discovering essential features and, in some manner, combining phenomena into a
transformed unit. A meta-synthesis can be utilised as a tool to extend knowledge due
to the fact that it can lead to new interpretations of research, as well as the
development of new theories. Jensen and Allen (1996) assert that a meta-synthesis
involves rigorously examining and interpreting the findings (compared to the raw
data) of a number of qualitative research studies. According to Finfgeld (2003) the
goal of a meta-synthesis is to produce a new and integrative interpretation of findings

that is more substantive than those resulting from individual investigations.

There are three main types of Meta-synthesis as suggested by Sandelowski,
Docherty, and Emden (1997), they are namely: (1) Theory Building — this form of
meta-synthesis amalgamates the findings on a theoretical level to build a provisional
theory; (2) Theory Explication — this form of meta-synthesis is a way of

reconceptualising the original phenomenon. It is comprised of three sections, namely
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the reciprocal stage, the refutational stage, and the line of argument. (3) Descriptive —
this form of meta-synthesis provides an expansive description of the research
phenomenon, as well as providing a more comprehensive analysis of a phenomena.
These forms of meta-synthesis are not discrete, but are complimentary. The present
study incorporated descriptive and theory explicative meta-syntheses. The parent
project only incorporated descriptive meta-synthesis; however, the present study
included theory explication to further enhance an understanding of supervision
capacity. Walsh and Downe (2005) suggested that there are various approaches to
conducting a meta-synthesis and that the final choice reflects the choice of the

researcher as well as the aim of the study.

To assist the process of synthesis, studies were ranked based on the
comprehensiveness of the information in the study e.g. theoretical underpinnings,
scope of the strategies, evidence for efficacy, etc. (also reflected in the objectives).
The convention implemented throughout the appraisal process was to rank studies
based on methodological rigour (strengths and weaknesses as measured by the critical
appraisal tool) however, the inverse relationship between internal and external validity
was considered (Downe et al. 2007). Therefore, in this instance the critical appraisal
tool was assessed for baseline confidence in internal validity and the meta-synthesis
focused on the details of the study for the purposes of generalisation, description and

theory-explication.

The primary reason for utilising a meta-synthesis was due to the fact that it
added uniformity across the studies in stage 1, and ties in with the Parent Project.

Incorporating both a descriptive and theory explicative meta-synthesis helped add a
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degree of comprehensiveness to the present study. It ensured that each and every
possible avenue within the included studies were explored and considered within the
parameters of descriptive and theory explication meta-synthesis to deliver a complete
summation. The descriptive meta-synthesis incorporated two sections: (1) a data
extraction section which consist of three tables “General Description and Strategy”,
“Methodological Appraisal” and “Results”; as well as (2) a rank order scale which
consist of one table detailing the different threshold scores obtained by each
individual study. The theory explicative meta-synthesis is comprised of three stages
namely; (1) The Reciprocal stage; (2) The Refutational stage; and (3) The Line of
Argument. This study conducted a meta-synthesis according to the 3 stages outlined
by Noblit and Hare (1988) namely (1) the reciprocal stage — this stage entails a search
for phrases, metaphors, themes and ideas that occur repeatedly across the included

data (Downe, 2008).

The primary reviewer examined the findings and highlighted certain themes
which resonated with the existing body of literature. The search was conducted along
the lines of thematic analysis according to Braun and Clarke (2006). (2) The
refutational stage — involved a conscious search for phrases, metaphors and themes
from the findings that refute or stand in opposition to the existing body of literature.
(3) The line of argument — Constructing a statement that can summarise and most
completely express the emerging patterns across the included studies (Downe, 2008).
The primary reviewer summarised the key points of the first two stages, but also made
a case for future research based on the emerging patterns identified across the findings
and literature. The reviewer also addressed the objectives for the study, as highlighted

in Chapter Three, in the line of argument.
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Method of review:

All levels of the review were conducted by the primary reviewer and an additional
reviewer. All of the disagreements were resolved through discussions. There were three
minor disagreements; however, all of them were resolved without having to involve the
supervisor. A record of all discussions and outcomes was kept. In the events where
there were stalemates, the supervisor made the final decision. Reviewers worked in
pairs during the Review Process to ensure consistency with the recommended
conventions in conducting systematic reviews (Higgins & Green, 2006). It is
recommended that reviews be conducted by more than one person. This will guarantee
that tasks such as selection of studies for inclusion and data extraction can be executed
by at least two people independently, increasing the likelihood that errors are detected
(CRD, 2009; Uman, 2011; Cochrane Collaboration, 2013). One of the main principles
of collaboration is enabling wide participation. The critical appraisal tool workshop that
was conducted among the four reviewers served as an appropriate example to highlight
the level of collaboration during the systematic review process. The primary reviewer
and additional reviewer also collaborated on the critical appraisal of one another’s

studies.

Ethics Considerations

Permission to conduct the present study and ethics clearance was obtained from the
appropriate committees at the University of the Western Cape (UWC) (Registration
number: 14/5/18). The information sources used in this study were all previously
published and were thus part of the public domain; therefore no additional permission
for access were necessary. The primary reviewer was a registered student at UWC for

the 2014 and 2015 academic years, which granted the reviewer access to the university
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library. The systematic review formed part of stage 1 of the Parent project and
contributed to the overarching aim of establishing a body of empirical evidence in the
literature. The entire project was funded by the NRF. Ethics clearance for the project
was obtained from the Senate Research Committee of UWC (Registration number:
13/10/57) to conduct the study (Appendix F). The study was awarded funding from the
National Research Foundation (NRF) including human capacitation in the form of
scholarships for Masters level studies. The project was collaborative, the smaller
studies tied into the parent study and researchers worked together on assessing the
methodological quality of all conducted research. Each systematic review was
independent and possessed the quality to stand on its own as an individual study outside
of the parent study. Given the collaboration between the researchers on various aspects

of the larger project, care was taken to avoid plagiarism.
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Chapter 4

Results & Discussion
Introduction:
This chapter presents an integrated results and discussion. The chapter has been
structured in such a way as to clearly present the results at three levels namely: 1)
process results; 2) descriptive meta-synthesis and 3) theory explicative meta-

synthesis.

Process results:

As mentioned before Figure 3.1 provided a flowchart that summarized the levels and
operational steps of the systematic review methodology. Figure 4.2 below, is an
expanded version of the same flow chart including the results at each operational

step.



42

Figure 4.2: Process results of Level and Operational steps
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Step 1: The title search across all databases yielded a search result of 163 hits. 6 articles were
added through additional records from reference mining of systematic reviews, and 21 more
articles were gained through records identified through other sources, therefore bringing the
total amount of articles to a figure of 190. Once all duplicates had been removed the number
dropped to 136. There were no duplicates identified across the other reviews. From these, 120

titles were selected for possible inclusion based on the results of the title screening.

Step 2: During the abstract review process, 100 articles were excluded and 20 articles were
included. The primary reason for exclusion was that articles did not report on primary
research (n=83). Other reasons for the exclusion of articles were based on the fact that some
articles did not address the research question (n=6), and 11 abstracts were unclear and

contained little important information (n=11).

Step 3: As mentioned before in the methodology section; the threshold score was set at 50%,
each article had to achieve this score or higher to be considered for inclusion. Twenty (20)
articles were reviewed as full text. After the assessment using the critical appraisal tool, 10

articles were excluded and 10 were included.

4.3. Descriptive Meta-synthesis:

4.3.1. Data Extraction

The data extraction process is the first section of a two part descriptive meta-synthesis.
The data extraction process consists of four tables, namely, General Description and Strategy,
Methodological Appraisal and Results.
4.3.1.1.  General Description and Strategy:

Table 4.1 summarises the general descriptions for each of the included studies.
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General Description Strategy
Authors
Target group Academic field Geographical location Target skill Explicit/Implicit
Severinsson (2012) Postgraduate students | Nursing management: Sweden Supervision content and structure and Implicit
and academic nurse Research supervision function
supervisors
Lessing and Lessing Academics Higher education: South Africa Supervision content and training Implicit
(2004) Research supervision
Lidell, Hildingh and Supervisors Nursing science: Sweden Supervision content, process and function Implicit
Arvidsson (2008) Research supervision
Franke and Arvidsson | Supervisors Higher education: Sweden Supervision structure Implicit
(2011) Research supervision
Abdullah and Evans Students Higher education: Australia Supervision training Implicit
(2012) Research supervision
Vilkinas (2008) Senior faculty Higher education Australia Supervision content, structure and function | Implicit
members Research supervision
Armstrong (2004) Supervisors and Management education: United Kingdom Structure and function Implicit
students dyads Research supervision
Lessing and Schulze Supervisors and Higher education: South Africa Factors facilitating or hindering research Implicit
(2003) students Research supervision supervision processes and outcomes
McFarlane (2010) Students and Higher education: South Africa Form and function of supervision Explicit
supervisors
(participant observer) Research supervision Key success factors
Calma (2011) Officials from the Higher education: Philippines Research training policy and practice Implicit

Commission on Higher
Education, directors of
research centres,
university executives
and academic staff

Research supervision
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a. Target group: The included studies targeted supervisors independently or in dyads

paired with students or trainees, as well as independently targeting students; academics;
senior faculty members; and finally officials from the Commission on Higher Education,
directors of research centres, university executives and academic staff. Two out of the ten
studies targeted supervisors independently; (Lidell, Hildingh & Arvidsson, 2008; Franke &
Arvidsson, 2011). Lessing and Schulze (2003) and McFarlane (2010) targeted both
supervisors and students separately within their respective studies. Lessing and Schulze
(2003) utilised a two-phased model for the empirical part of research, in which the first phase
(quantitative) the students were surveyed. That was followed by a second phase (qualitative)
which involved the supervisors. The objective was to determine the compatibility of the
expectations of students and supervisors. McFarlane (2010) conducted group supervision
with two groups of students as a participant observer. However; Armstrong (2004) targeted
supervisors and their students as dyads in one study. Four studies targeted academics
(Lessing & Lessing, 2004); students (Abdullah & Evans, 2012); senior faculty members
(Vilkinas, 2008); and officials from the Commission on Higher Education, directors of
research centres, university executives and academic staff (Calma, 2011) respectively.

Finally, Severinsson (2012) targeted postgraduate students and academic nurse supervisors.

b. Academic Field: All ten studies included research supervision as the field of study.

However each study had an overarching academic field. The academic fields include higher
education, nursing management, nursing science, and management education. Seven studies
fall within the parameters of higher education such as, Lessing and Lessing (2004); Franke
and Arvidsson (2011); Abdullah and Evans (2012); Vilkinas (2008); Lessing and Schulze

(2003); McFarlane (2010); and Calma (2011). The three remaining studies fall within nursing
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management (Severinsson, 2012); nursing science (Lidell et al. 2008); and management

education (Armstrong, 2004) respectively.

c. Geographical location: The included studies varied in terms of geographical

location, it consisted of four studies that were conducted in developing countries such as
South Africa and the Philippines, as well as six studies that were conducted in developed
countries, such as Sweden, Australia, and the United Kingdom. Of the four studies
conducted in the developing countries, three studies were conducted in South Africa (Lessing
& Lessing, 2004; McFarlane, 2010; Lessing & Schulze, 2003); and one study was conducted
in the Philippines (Calma, 2011). Of the six remaining studies conducted in developed
countries, three studies were conducted in Sweden (Franke & Arvidsson, 2011; Lidell et al.
2008; Severinsson, 2012); one study was conducted in the United Kingdom (Armstrong,
2004); and two studies were conducted in Australia (Vilkinas, 2008; Abdullah & Evans,
2012).

The diverse geographical nature of the included studies reinforced the statement made
by McCallin and Nayar (2012) who asserted that researchers in both developed and
developing regions of the world have suggested that research institutions and institutions of
higher education require supervisors that are highly skilled and competent enough to

contribute to the knowledge economy.

d. Target Skill (Explicit or Implicit): The ten included studies reported on target skills

that can be regarded as features of supervision that form the basis of models for supervision
practice. The features that were highlighted across the ten studies were synthesized into five
thematic categories namely the structure, content, form, function, and process of supervision.

The structure of supervision refers to how supervision itself is structured — such as
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monitoring the research process, developing an academic role and providing research-related
tasks. The content of supervision concerns the competencies and skills that a supervisor
possesses, e.g. problem-solving, supervision preparation and communication. The form of
supervision speaks to the format of supervision, such as group supervision, one-on-one
supervision, or an integrated online form of supervision. The function of supervision refers
to the function of the supervisor, e.g. cognitive style - is the supervisor analytic or
philosophical? This of course extends to the psychosocial attributes of supervisors as well.
Finally, the process of supervision can be understood as how the learning process is
constituted between the student and supervisor, e.g. planning of research, research
methodology, meeting with the supervisor, feedback, and response time.

The included studies all reported on target skills, however, nine studies reported on
implicit target skills as follows; Severinsson (2012) - supervision content and structure;
Lessing and Lessing (2004) - supervision content; Lidell et al. (2008) - supervision process
and content; Franke and Arvidsson (2011) - supervision structure; Abdullah and Evans
(2012) - structure and function of supervision; Vilkinas (2008) - supervision structure ;
Armstrong (2004) - structure and function; Lessing and Schulze (2003) - factors facilitating
or hindering research supervision processes and outcomes; Calma (2011) - research training
policy and practice. One study reported explicitly on a target skill, McFarlane (2010) - form

and function of supervision/key success factors.

4.3.1.2. Methodological Appraisal:
Table 4.2 represents all of the key methodological appraisal properties for the six

included studies.
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Authors

Methodological Appraisal

Theoretical
orientation

Design

Sample type

Sample size

Data collection

Data analysis

Severinsson

Not reported

A mixed method

Purposive (inferred)

N =15

The 25-item questionnaire was

Statistical Package for the Social Sciences (SPSS). The

(2012) design designed to elicit quantitative analytic process involved both confirmative factor
The sample consisted of N = 8 postgraduate students data. analysis (CFA) and explorative factor analysis (EFA).
postgraduate students
and academic nurse N =7 supervisor Interviews were used to elicit
supervisors. The qualitative data.
participants were invited
to participate when
attending regular
research seminars.

Lessing and Not reported A literature study Purposive sampling. Not reported Focus group interviews by Thematic analysis (inferred)

Lessing (2004)

was utilised for this
study. It was
coupled with an
empirical
investigation by
means of focus
group interviews of
the phenomenon
highlighted in the
literature.

means of workshops facilitated
by researchers.

Researchers used strategies such as induction,
synthesis, bracketing and logical thinking to identify
different themes and categories. The researchers
processed the raw data to identify repetitive themes
mentioned in the workshops.

The emerging information was interpreted and
explained to construct meaning to answer the
research question.
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Lidell, Not reported A single case study, Purposive (inferred) N=1 Interview Content analysis
Hildingh and which has a
Arvidsson descriptive design Telephone contact was
(2008) with a qualitative made with a research
approach. supervisor experienced in
pedagogic.
Franke and Phenomenography The Purposive (inferred) N =30 Semi-structured interviews. Qualitative analysis of the interview data.
Arvidsson phenomenographic
(2011) research approach. Supervisors were phoned Each interviewee was asked the | Utilised in order to search for similarities and
and informed about the same questions in each differences in the supervisors’ descriptions of
purpose of the study, the question area. supervising.
scope of the interview,
and that participation
was voluntary.
Abdullah and Not reported Online research Purposive (inferred) N=134 The Postgraduate Research Three instruments were used to measure the
Evans (2012) survey Experience Survey (PRES) was postgraduates’ psychological attributes. The Self-
administered online to gauge Efficacy Subscale, the Learning Strategies Subscale,
the research experiences of and the Social Support Subscale.
postgraduates.
Vilkinas Integrated Investigative design Purposive sampling. N =25 A structured interview format Content analysis of the interview data.
(2008) competing values was adopted for this study.
framework (ICVF) Thirty senior faculty The interviews were taped, transcribed, and content
members from seven analysed in hard copy by the researcher.
Australian institutions
Armstrong Not reported a single variable Purposive (inferred) N=118 Cognitive Style Index: analytic- Quantitative analysis (inferred)
(2004) study intuitive dimensions

Supervisor — student dyads

A self-developed attitude scale
measuring students’
perceptions of the quality of
supervision

A second parallel scale was developed to test the
instrument’s reliability characteristics.
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Lessing and Not reported A two-phase study Purposive (inferred) N =75 — phase one Data collection methods The data were divided into two broad categories,
Schulze included focus groups, namely satisfying aspects and issues experienced with
(2003) (students) individual interviews and postgraduate supervision. Within these two broad
document analysis. categories a bottom-up strategy was adopted
N = 28 — phase two
(three focus groups)
First focus group consisted of
n =7 full professors, the
second group of n =12
associate professors and
some experienced senior
lecturers, and the third group
of n =9 lecturers and other
less experienced supervisors.
McFarlane Interpretive Exploratory study Not reported N =15 —two cohorts Data gathering consisted The data analysis consisted of identifying categories as
(2010) paradigm utilising a qualitative primarily of participant they emerged from the data, and then interpreting the
research approach. N=10andN=5 (student) observation as they categories.
interacted with each other and
with the researcher who was a
participant observer.
Calma (2011) Not reported Quantitative Purposive (inferred) N =53 Semi-structured interviews and | Two methods were employed to analyse the survey

research approach

survey of academic staff via
questionnaire.

data: thematic analysis and quantitative analysis.
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a. Theoretical Orientation: Of the ten included studies only three studies reported on

theoretical orientation, namely Phenomenography (Franke & Arvidsson, 2011); Integrated
competing values framework [CVF] (Vilkinas, 2008), and Interpretive paradigm (McFarlane,
2010). The seven remaining studies did not report on this feature. This may simply be a case
of the studies actually having theoretical bases, but failing to report on them because of
publication conventions, such as journal requirements which state that authors need to meet a
certain word count limit in order for their work to be published. In these instances publication
bias would result in the exclusion of pertinent information that is perceived to be less
important for publication.

There are a couple of implications to consider on the topic of the exclusion of
theoretical orientations within seven of the included studies. The first implication deals with
replication. All research should be replicable which is important to verify the process and
findings of disseminated research from primary or secondary studies. Replication is
contingent on sufficient information being provided in the published report or manuscript. As
mentioned before only three studies reported on theoretical orientations and the remaining
seven that did not cannot be fully replicated. Of particular importance is the challenge of
implementing the strategies or interventions without the benefit of understanding the
theoretical tenets that underpin them. The other option would be to contact the original
authors and enquire about the theoretical orientation, but this will not guarantee a positive
outcome. The second implication relates to the evaluation of the studies. Readers will not be
able to perform a preliminary evaluation of published studies to determine whether they want

to obtain more information.

b. Design: All of the ten included studies reported on this feature, however, each study

utilised different designs. Severinsson (2012) reported a mixed method design, whereas
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Lessing and Lessing (2004) utilised a literature study as well as an empirical investigation by
means of focus group interviews of the phenomenon highlighted in the literature. Lidell et al.
(2008) implemented a single case study, which has a descriptive design with a qualitative
approach, and Franke and Arvidsson (2011) opted for the phenomenographic research
approach. Abdullah and Evans (2012) used an online research survey as the basis of their
design, and Armstrong (2004) utilised a single variable study. The four studies that remain
each implemented an investigative design (Vilkinas, 2008); a two-phase study (Lessing &
Schulze, 2003); an exploratory qualitative research approach.

(McFarlane, 2010) and finally a quantitative research approach (Calma, 2011).

Given that the authors of all ten studies reported on design features for their respective
studies, it indicates that there is a level of importance assigned with reporting on the features
of the study design. It may also possibly point to publication convention; that might make it
mandatory for authors to report on features of their study design. This is ideal for both

replication and evaluation of the studies.

c. Sample Type and Size: In terms of sample type; two studies, Lessing and Lessing

(2004) and Vilkinas (2008), reported explicitly on the sample type, which was purposive
sampling in both studies. One study, McFarlane (2010), failed to report on a sample type.
While the remaining seven studies, Severinsson (2012); Lidell et al. (2008); Franke and
Arvidsson (2011); Abdullah and Evans (2012); Armstrong (2004); Lessing and Schulze
(2003) and Calma (2011) did not explicitly report on the sample type, but they included
information that made it possible to infer the sample type.

The fact that inferences had to be made for seven studies and one study neglected to
report on this feature at all compromised the task of evaluating the extent to which analyses

were supported by the sampling strategy. Once again, the fairly systematic manner in which
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explicit detail about sampling is excluded would appear to be a manifestation of publication
bias.

Sample sizes on the other hand were reported in nine of the studies except in Lessing
and Lessing (2004). The samples range from the smallest Lidell et al. (2008) being n=1
supervisor to the largest being n=118 supervisor-student dyads, Armstrong (2004). The
average sample size of the nine articles that reported on this feature is 68. The average was
calculated with the 118 supervisor-student dyads being reflected as 236 to account for the

actual number of participants.

d. Data Collection: The process of data collection varied across the ten studies,

however, six of the studies reported on using methods of data collection that were mostly
qualitative in nature. Severinsson (2012) utilised a two-pronged approach in a 25-item
questionnaire designed to elicit quantitative data and interviews to elicit qualitative data.
Lidell et al. (2008) used an interview to elicit data from the participant, whereas Franke and
Arvidsson (2011) utilised semi-structured interviews to collect data from participants. The
Postgraduate Research Experience Survey (PRES) was administered online to gauge the
research experiences of postgraduates in the study conducted by Abdullah and Evans (2012).
Vilkinas (2008) adopted a structured interview format for the study. Finally, Calma (2011)
implemented semi-structured interviews and survey of academic staff via questionnaire as
methods of data collection.

The six studies did well to comment in part on the contextual appropriateness of their
data collection methods, with Severinsson (2012) stating that the questionnaire was partly
adopted from Kam (1997) and it covered