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NOTE TO READERS |
“
N —

The spirit of this handbook is one of enlightened self-incerest. Its pur-
poses are to help women’s studies directors and faculty realize that no
single approach to evaluation is sacrosanct and to show how evaluation
can serve their decisionmaking needs. In this sense, the goal is to educate
the consumer to know how, when, and to what ends program evaluation
can be used.

The handbook provides information on:
® Choosing among types of evaluation and using evaluation;
® Turning program goals into okjectives;
® Selecting appropriate research designs;
® Deciding cn instruments and items;
® Analyzing data;
® Reporting results;
® Using other materials (summaries of recent studies and resource

materials).

This handbook grew out of an evaluation workshop given at the
National Women's Studies Association (NWSA) Firs. NHational Confer-
ence in Lawrence, Kansas, in June 1979. The three leaders of the
workshop and the authors of this Sandbook are: Mary Ann Millsap, NIE
Program on Teaching and Learning; Naida Tushnet Bagenstos, NIE Pro-
gram on Dissemination and Improvement of Practice; and Margaret
Talburtt, Formative Evaluation Research Associates (Ann Arbor,
Michigan).

Early in 1979, Dr. Elaine Reuben, coordinator of NWSA, had asked
us to conduct the workshop because of increasing demands for evaluation
services, growing concerns about what evaluation is, and questions about
how it could best be used. To many, evaluation was seen as a baffling,
threatening. yet necessary exercise. Drawing on our own experiences in
evaluating innovative educational programs and products, we hope to
remove some of the mystique of evaluation and provide directors with a
useful tool for assessing their programs. The handbook reflects our
commitment to the improvement of education for student development
and our belief in the positive uses of evaluation toward that end.

J



. Evaluation is not a mystical or unknow: sle force but rather a pragmatic
tool for program improvement.

This handbook also reflects the philosophy of the NIE Testing,
Assessment, and Evaluation Program, which seeks to expand the tech-
nical roles of evaluators to include more interaction with stakeholders—
with those persons having an investment in the program and its objec-
tives. Through a variety of NIE projects, especially. in urban education,
evaluators are working directly with school, community, and parent
groups in the design, conduct, and use of program evaluations. This
handbook, with its emphasis on evaluation and its uses for women's
studies directors, is another effort to translate that philosophy into
practice. ‘

We are particularly indebted to Elaine Reuben for making the
workshop and subsequent handbook possible. To the women'’s studies
directors from colleges and universities all over the country who par-
ticipated in the workshop, we are also indebted. They served both as a
field test for the materials and a support group for revisions. Jane Siegel of
the American Institutes for P search provided us with both materials and
suggestions for conducting the workshop and preparing the handbook.
Had she not been giving a workshop on evaluation for the Women's
Educational Equity Grants Program, she would have been the fourth
workshop leader at the NW3A conference. To the many pioneers in
women's studies and in evaluation who reviewed earlier drafts of the
handbook, we are grateful for their thoughtful comments on content,
sample items, and additional references. These people include Florence
Howe and Paul Lauter of SUNY's College at Old Westbury, Holly Knox
of the Project on Equal Education Rights, Meredith Larson of SRI
International, and C. B. Crump, formerly of NIE's Social Process/
Women's Research Program and now at the Uriversity of California at
Berkeley.

The handbook is a living document, designed to be revised as we
learn more about women's studies and evaluation. We encourage readers
to contribute to the content and to comment on the usefulness of the
handbook. Please send your suggestions to Mary Ann Millsap, Program
on Teaching and Learning, Testing, Assessment and Evaluation Pro-
gram, National Institute of Education, 1200 19th Street, N.W.,
Washington, D.C. 20208.

Mary Ann Millsap, Senicr Associate
National Institute of Education
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EVALUATION AND ITS USES

introduction

Evaluation is essentially a process of assigning value, of trying to deter-
mine the worth of some thing or some activity. Each of us conducts our
own evaluations every day. To say that | did better or worse than |
expected on an exam or in giving a workshop is an evaluative statement.
In assigning grades to students, one looks at whether the students learned
as much as or more than some expected average. One makes judgments
using information about the meeting of a criterion (or of criteria) and
assigns grades.

Program evaluation differs somewhat from such everyday evalua-
tions. In judging a program, one tries to be explicit about what its
objectives are, what measures are going to be used to see whether the
objectives have been met, and what factors seem to be responsible for
creating the effects.

Over the past few years, a mystique has developed about what
evaluation 1s. We need to understand a little more about this mystique
before we examine how evaluation can be of use to women's studies
programs. Twenty years ago, evaluations consisted of the review of a
program or 1ts personnel by a panel of experts, persons whose informed
judgment was employed to examine whether the proper range of pro-
grams was oftered, whether the work was organized in an efficient
manner, and whether attitudes about a program were positive. The use of
expert consultants in site reviews fulfills a needed function, and such
consultants have been used by a number of women's studies programs.
These expert consultants are aware of what is going on in different
programs and can provide a broader perspective than program personnel
typically have. Their reports can offer recommendations for improve-
ment and, in some cases, can provide a “seal of approval” for a program.

Within the past 15 years, evaluations have taken on a wider focus
and incorporated a number of new mechanisms. The newness of the
tield, 1n tact, is partially responsible for the evaluation mystique. When
many of us were students in college. there were no courses in evaluation.
Many ot the people currently in the field have no formal university
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training in evaluation but have academic training in the social sciences
(such as in survey research in sociology or in experimental design in
psychology). Even now there is often no one university department
where one can go to find out what evaluation is. Consequently, many
questions about the terms used in evaluation (such as tests of signifi-
cance, analysis of variance or covariance, true control groups, and quasi-
experimental design) remain unanswered. A language has developed for
which no lexicon is readily available. In addition, as courses and
programs in evaluation have grown, people have-developed models (such
as formative evaluation, summative evaluation, the decision-theoretic
approach to evaluation, goal-free evaluation, discrepancy evaluation),
and these models are not always clearly described.

In addition to confusion about models and terms of evaluation,
other difficulties arise when one explores the ways in which evaluation is
used or can be used. Evaluations designed to meet the specific informa-
tion needs of sponsors may be quite narrowly focused. Evaluations often
are used, however, by individuals or interest gréups concerned with ob-
jectives that the evaluation may not have addressed. In some cases, the
absence of information is equated with negative information to the
detriment of programs. For example, while evaluations are often assumed
to be concemed only with a program's effects, evaluations also can look
at the process of a program’s development in order to provide diagnostic
information to program managers. Such process evaluations need not
address the impact of a program at all. Yet some audiences, upon dis-
covering that program effects were not addressed, may conclude that the
program was unsuccesstul. Also, an-evaluation focused entirely on out-
comes, such as measures of student achievement, may not address
adequately the quality of a program if no steps were taken to determine
whether the results were directly actributable to the program and not to
other factprs.

lt is not surprising, then, that program personnel often perceive
evaluanon as a threat; they assume that if evaluations do not show
programs doing all the things they want to do, the programs will be
punished by having tunds withdrawn. This ¢oncern is not without foun-
dation, and evaluations have been used to limit or reduce funding. While
some programs have legitimately lost funding when they were not suc-
cesstul in attaining many objectives, evaluations often have been too
narrowly defined to tully explore what programs are doing. As a result,
these evaluations have presented an incomplete picture of program
accomplishments.

The potenual or percerved threat of evaluation may have a legiti-
mate pohtical base. Within much of elementary and secondary edu-
cation, tor example, innovative programs but not traditional curriculums
are evaluated. This also has been the case with women’s studies programs
in colleges and universities. The ‘traditional liberal arts curriculums
seldom are required to state explicitly their objectives for students, yet

29)



women's studies programs not only are expected to do so but also are
judged by whether they have met thuse objectives. An additional burden
often placed upon innovative programs is that they are seen as the
panacea for the ills of higher education. Hence, unrealistic expectations
are tormed, sometimes by program personnel but more often by the
institution. As a result, innovative or interdisciplinary programs fre-
quently must contend with unrealistic objectives, competing with each
other tor funds and support, while traditional offerings continue without
examination or question.

In addition, unrealistic expectations can contribute to a premature
evaluation of the program or to an evaluation based on insufficient
evidence. While we have less information about women's studies pro-
grams, some innovative elementary and secondary education ideas (e.g.,
educational vouchers) lost support after limited tryouts. The conclusions
drawn from the tew cases were generalized to apply to all such efforts. -
The result was that the ideas were not tried out in a variety of settings to
determine whether they could prove effective in a different environment.

While one can argue with the decisionmaking process and about
what is going to be evaluated, it seems likely in a period of retrenchment
in higher education that women’s studies programs and other inter-
disciplinary programs are going to be evaluated. It is seemingly no longer
a question of whether women's studies are going to be evaluated, but how
they are going to be evaluated. Consequently, women’s studies directors
and faculty need to become hoth knowledgeable consumers and active
producers .t evaluation information.

Types of Evaluation

There are tive major approaches to evaluation, each with a very different
purpose and methodology.' Each is listed with a brief description bclow.
We should keep in mind that while these approaches differ, it is possible
and often desirable to combine them in evaluating programs.

Professional judgment. The major purpose of this mode of evaluation is
to certity the acceptability of a program as seen by an external group of
colleagues using pre-established reference points. Examples of this type of
evaluation include accreditation visits and other professional certifica-
tion ot educational programs. The methodology frequently involves cur-
ricular reviews, interviews, and a vast collection of supporting materials,
The result 1s protessional acceptance, rejection, or—sometimes—a pro-
visional or temporary rating. While often conducted by external groups,
this kind of evaluation can also be done threugh in-house review,

“Don Gardner, “Fove Bvaluation Franeworks.” The Jourmal of Higher Edication, September October
E977, Vol XEVHE NG S.pp 571 393
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involving, for example, people from other interdisciplinary programs.
This probably remains the most typical and most well-known form of
evaluation in higher education.

Measurement. One example of this evaluative approach is grading.
Students’ work is measured and compared, and a final evaluative assess-
ment is made. Other examples are personality tests, Graduate Record
Exams, the College Boards, and such institutional measures as the
Institutional Goals Inventory. In all of these cases, the tests are pre-
established, applied to all in an equal manner, and analyzed to look for
spread or for differences among individuals. The object of the study is
often the student rather than the program. In fact, the central contro-
versy about evaluation as measurement or testing is that the tests often
are based on what other students learned in the past rather than on what
was taught within the particular college or university.

 Decision-theoretic approach. This form of evaluation attempts to

involve all decisionmakers in the design of the evaluation. In women's
studies, Marcia Guttentag pioneered the use of the decision-theoretic
approach.’ All decisionmakers (e.g., students, faculty, administrators,
funding agencies) are asked my list what they think are the objectivés of
the program, to rank the objectives numerically in order of importance
(so one can then say, for example, that some objectives are 2 or 10 times
as important as others), and then to estimate the chances of the objec-
tives being accomplished (these are called prior probabilities, and a score
of 0.5 would be a 50-50 chance while 0.9 would mean virtual certainty).
Data then are collected on each objective and analyzed through the use
of Bayesian statistics. The most useful part of the decision-theoretic
approach is the deliberate involvement of all decisionmakers prior to the
conduct of the evaluation. Several other models, such as Provus’ dis-
crepancy evaluation, also rely heavily on the early involvement of
potential decisionmakers.' While time consuming and difficult, this early
involvement can lead to the development and acceptance of more real-
istic objectives for a program, to a more sensitive evaluation design, and
to greater use of the evaluation data in decisionmaking.

“Marcia Gurtentag, ed.. Evaluanon Studies Review Annual, Vol. 2 (Beverly Hills: Sage Pub.
hcations, 1977). Marcia Guitentag, Loreler R. Brush, Alice Ross Gold, Marmie W. Mueller, Sheila
Tobias, and Marmi Goldstein Whate, “Evaluating Women's Studies: A Decision-Theoretic
Approach.” Signs. Vol 3, No. 4 (Chicago: University of Chicago Press, Summer 1978). pe.
KN4 _HW

‘Malcolm Provus, "Evaluation of Ongutng Programs in the Public School System,” The 68th
Yeurbook of the Netwmal Saciety for the Soudy of Educanon, Part 1l (Chicego: The University of
Chicago Press, [969), pp. 242-283.
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Goal-free evaluation. The important aspect of this form of evaluation is
that it pays as much attention to the unintended consequences of a
program as to intended outcomes, and every program has both. The
intended results are those embodied by the goals and ebjectives. But
unintended consequences can be equally important. For example, the
Career Facilitation workshops of the National Science Foundation's
Women in Science Program are designed to provide information about
potential careers in science to young women. One result found by
evaluators, however, was that the development of the workshops led to
the creation of strong and supportive networks among wonten who were
already scientists. An evaluatioh that searches for unintended conse-
quences is called goal free because it is not bound by the program’s goals.
Since many positive aspects of programs—and some of the more trouble-
sume, negative aspects—are unintended, evaluation designs might,
insofar as possible, look for all effects, goal related or not. The
methodology of goal-free evaluation is almost anthropological. One
would examine the artifacts of a program, talk with its living survivors,
and review the records, all the while checking to see what happened and
why rather than whether objectives were met. Major proponents of this
approach are Michael Scriven and Malcolm Parlett.*

Assessment of the fit between goals and reality. This form of eval-
uation is probably the approach that most innovative programs use. The
purpose of the evaluation is to understand whether the stated objectives
ot a program were achieved. The methodology can range from a classic
experimental design to informal interviews.

With the exception of goal-free evaluation, all of the models
described above also can incorporate an examination of what was accom-
plished in light of what was expected. However, because the assessment-
of-fit model could in fact be an overarching one, much of the rest of the
handbook addresses its application to women's studies programs.

Uses of Evaluation

The conduct of evaluations, particularly the last three discussed above,
can be useful to people directing women'’s studies programs. They can
provide information on the extent to which programs are attaining their
objectives, on where strengths and weaknesses are, and on what areas
require improvement. Moreover, evaluations can buttress other kinds of
tinformation that women'’s studies programs probably ought to be col-

Maleolm Parleet and Garny Dearden, eds | Introducion o Huminatiee Evalaanon (Pacibic Sound-
s Press 1977 Machael Sonven, “The Merhadalogy ot Evaluation,” in Perspectices of Cumoulem

Foawanen, ROW Tyler, ed (Chicago Rand McNally, Inc | 1967), pp 9-83 it
Q -
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lecting as well. For example, while evaluations often are concerned with
the impact of programs on students.or faculty, such additional questions
as the tollowing should be posed.

® Has there been an increased demand for women's studles programs
(e.g., has the 'unduplicated count of people enrolled in women's stud-
ies increased, are more students anncnpatmg taking women’s studies
programs)’

® Have the programs increased the amount of external money coming
into colleges and universities? .

-

® Have more students been attracted to rhe college or umversnty in part
because of the women's studies programs’

® Have students enrolled in women's studies programs had higher re-
tention rates in colleges and universities than other students?
At .
These are all forms ot unanticipated consequences, discussed under goal-
tree evaluation.

For women's studies programs to compete successfully for the allo-
cation ot resources and staff, such information could be extraordinarily
usetul. In tact, women's studies directors should be encouraged to view
evaluation in an active rather than a passive light. Programs frequently

can be criticized for not having sufficient evaluation data, but if programs
have solid, positive results, the date can be used not only in discussions
with the institution but also in securing funds from other public and
private sources. :

Critical Characteristics of an Evalﬁatlon

The time, money, and effort put into a program evaluation will be en-
hanced it the complere range of alternatives is considered before the
rescarch begins. By linking decisionmaking needsito research questions at
the start, greater impact of the evaluation is ensured. The following
discussion presents’ the characteristics that we feel program directors
should consider in developing evaluations. These points are particularly
relevant in a goals/reality evaluation, but could be useful in the design of
other approaches to evaluation as well. Each of these characteristics is
expressed as a continuum, but most evaluations choose a balance some-
where between the two extremes. The availability of time, money, and
staft 1s a4 necessary consideration in designing an evaluation. The more
tormative, comprehensive, and thorough an evaluation is, the higher its
tinancial, temporal, and stafting costs.

'3



. PURPOSE
FORMATIVE ¢ —- #» SUMMATIVE

tTo improve the piogram) ) (To judge the impact of the program)

]
4

A tormative evaluation is meant to collect information that improves the
program. Collection usually starts soon after the program begins and is
ongoing. It is the type of evaluation a program director often wants, and
1s sometimes referred to either as a process or management evaluation.

A summative evaluation judges the program's merit. Was it worth
the money? Is it quahitatively acceptable? Should it be continued or
expanded? Certainly these considerations are important to the program
directors as well as to those in decisionmaking positions above them.

. Summative evaluations usually come toward the end of a program and

generally atfece the fate of a program. For this reason, summative
evaluations often are feared and are confused with other types of
evaluation. Most programs want to do some of each; the real issue is
where to stand bct\reen the two. )

. , PURPOSE
DESCRIBE ¢ ————— ¢ EXPLAIN
{What happened) (Why it happened)

Similarly, one needs to decide what amount of the evaluative work will
deseribe impact (e.g., 75 percent of all students answered at least 80
peryent of the items correctly) and how much of the study can explain
tmpact (e.g., students answered the questions correctly for these three
reasons). To determine the appropriate position to take on these two
purpose continua, the program director should consider such points as

why and tor whom the evaluation is being done.

SCOPE OF THE EVALUATION
NARROW ¢ ———— . » COMPREHENSIVE
{e g . Cognitive growth (All components of the program,
of students) _cognitive and affective)

Does the program seek to have an impact on only one element, such as
o . . . .

student awareness of women authors in the United Kingdom? Or does

the program hope to attect mult:nle cognitive and affective variables? Are

o .~\ .
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students 1n class x to be compared to students in class y? To students in
other schools? The more goals a program has, the more comprehensive
its evaluation should be. .

One may choose to evaluate the objectives one by one orin a closely
integrated design. The greater the scope of evaluation, the higher its
_costs, but the more likely it is to capture the richness of a program and its
effects. Conversely, a small program with limited resources for evaluation
would be wll advised to tocus on a few objectives and keep its evaluation

appropriately retined. - .
»
TIME FRAME
MOMENTARY ¢ ———— ——» LONGITUDINAL
(One-day interview) (Across entire academic year)

An evaluation can take place at the end of the semester, at multiple
points during the semester, or even'long after the semester is over. By
monitoring a4 program over time, one ig in a much stronger position to
understand 1ts evolution and impact. The monitoring can be simple or
complex, depending on the scope, purpose, and resources of the eval-
uation. The program director should decide betore a program starts it the
longitudinal information is desirable. If data are not obtained betore or as
A program starts, one cannot go back to retrieve them after the program is
underway, since by that tme one no longer can distinguish between what
wis known betore and what was learned during the program.

TIME FRAME

RETROSPECTIVE ¢ ———— % PROSPECTIVE
{How 1t happeneq) (Where it is going)

A retrospective evaluation seeks to explain with hindsight why a project
evolved as it did. Thas type of information often is required by tunding
agents who want to know why their money was spent as it was. On the
other hand, a prospective evaluation may be of greater interesr to a
program director who wants to determine options for the tuture. An
evaluation can study both ot these issues it desired. Again, the real
decision s one ot emphasis.



DESIGN AND IMPLEMENTATION

lconpucTeD INTERNALLY ¢ ¢ CONDUCTED BY EXTERNAL PARTY
(Witrin derartment) (Outsicle researchers)

Before an evaluation begins, one must know who is doing it. Many
options exist. Program directors may choose to do all evaluation them-
selves. This poses some problems in terms of credibility and sheer
stamina. Some administrators, citing potential vested interests, may not
believe the findings of an internal evaluation, especially one of program
effects. In contrast, it is possible to hire someone from an outside firm to
conduct all evaluation activities. Between these rwo points are many
options. A program director may wish to hire an outside evaluator to
design a study and instruments, but carry it out intemally. A program
director could hire an outside expert in the field to review parts of the
program as appropriate (e.g., a noted English professor to comment on
the curriculum of “Women Authors 401"). Or, some universities may
have in-house researchers available.

« Selection of an evaluator is complicated by issues of political,
economic, and professional competency. Is it better to have an evaluator
who knows a program well or not at all? How much money is available for
outside resources? Who is credible to those who commissioned Or man-
dated the evaluation? Will the evaluator(s) be evaluared? Regardless of
who conducts an evaluation, a program director would do well to review
the purposes, scope, time frame, design and implementation, method-
ology, and teedback with all candidates for the job. Do not accept an
evaluator who refuses to discuss the parameters of the evaluation in plain
English.

METHODOLOGY

INSTRUMENTED ¢ 9 OPEN-FNDED
(Quantihed information) (Qualitative information)

There are many different and legitimate ways to collect data.® The pur-
poses of the evaluation, the acceptability of the methodologies to those
involved, the necessary costs and time restraines all are to be taken into

Swana B Anderson, Samuel Ball, Richard T Murphy and Assicrates, Encyclopedia of Edwea-
tond Frabuation (San Franasco Josey - Bass Publishen, 1973 & 1975 Sara Steele. Contemporary
Approdches 1 Progeam Fvaduanon, ERIC Cleaninghouse on’ Adule Education { Washington, D.C..
Capitol Pubhications, 1973 Elmer L Struening and Marcia Guttentag, eds., Handhook of Eval-
uation Research, Vols | & 1 Beverly Hills, Sage Publicatnons, 1975). Danuel L. Seufflebeam. et al .
Edrcatond Evalatnm and Decisum Making (Itasca, Hhinon. F E Peacock Publishers., Ine | 1971).
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account in deciding this point. Are packaged tests to be used! Would.
interviews be preferable? Will surveys be retumed if they are sent out?
Should they be open-ended or contined to quick checklists? Can a pro-
gram director review or shape questionnaires or interviews! The im-
portance of even a small pre-test of pilot data collection cannot be
stressed enough to determine whether the instruments really probe for
what the evaluators want to know. Frequently the best methodology is a
combination of approaches, permitting the inclusion of all types of data
trom all types of sources.

FEEDBACK

ORAL 4§ ————— ¢ WRITTEN
(Workshop presentations) _ (Formai reports)

This is often the most ignored aspect of evaluation. The point is to
analyze and report the findings so that they can be used rather than
torgotten. For some audiences, a 200-page report is a must and will be
thoroughly utilized. But, tor others, a two-page executive summary,
highlighting the major tindings, will have far more impact. Perhaps a
workshop or 1-hour oral presentation would gather more attention. A
video tape may document the results better than a report. In choosing
the mode(s) of teedback, consider the leaming styles of the audience and
what they would view as credible and interesting documentation of a
program’s impact.

Summary

This chapter is intended to dispel some of the myths surrounding program
evaluation and to replace them with a basic knowledge of evaluation.
From the tive general approaches to evaluation we moved into an ex-
ploration of the parameters that need to be considered in the design of an
evaluation. As a summary note, the following questions translate many of
the principles of evaluation into some very practical questions. By
reviewing these points early in a program’s life, directors will be ab to
tormulate an evaluation plan that best serves their needs as well s to
prepare tor the summative judgments others will make.

i -
-
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Practical Steps for Conducting Evaluations

A.

C.

Identify evaluation needs and purposes.

Who should be involved?

Who should decide the scope of the evaluation?
What process is dest suited to making decisions?

Create research questions.

What must be studied?
What additional information would be desirable?

Create evaluation design.

What kinds of evidence are necessary and credible?
What financial and personnel resources are available?

Create evaluation budget.

How much time will be involved for various personnel?
What salary and direct and indirect costs are involved?

Prepare evaluation working plan.
What are the specific evaluation tasks?
Who should do them?

When should they be accomplished?

Collect evaluation information.

What are the sources of information’
What ethical questions are involved?

Prepare information for analysis.

What computer-related resources are necessary and available?
Conduct information analysis.

What analytical methods are appropriate?

What interpretations can be made, given the strengths and weak-
nesses of the study’

11
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[.  Report the information.

Who are the audiences?
What are their decisionmaking needs?
What are their learning styles?

The remaining chapters address in more detail the practical steps to
consider in conducting an evaluation. These include translating goals
into objectives and research questions, creating research designs, se-

lecting instruments and items, analyzing information, and reporting the
resulrs,

%
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GOALS AND OBJECTIVES

Since evaluation involves judgment against some standard, it is frequent-
ly useful to judge a program in light of its own goals and objectives. As
discussed in the first chapter, tneasuring a program in terms of its objec-
tives is only one approach to evaluation. It is, however, an extremely
common one and one that is generally useful to decisionmakers. In this
chapter, the process of developing statements of goals and objectives is
described; if a program is to be judged in terms of whether the goals and
objectives are accomplished, they must be clearly stated. The process of
making the goals and objectives explicit can do more than guide the
evaluation. It can help faculty and students focus on what they want to
accomplish and guide program development so that each component
(e.g., course, special event) can contribute to the desired end.

Definitions

Goals are generally long-term, fairly global aims. A goal statement con-
cerning women's studies from the University of Massachusetts, for
example, is:

.. the development of frameworks and methodologies which
Integrate women's experiences and scholarly disciplines, and which
ultimately will provide the incentives and expertise necessary to
eftect change 1n the larger community.'

Objectives are usually more specific and attainable. Some eval-
uations also describe them as measurables. At the very least, there must
be a direct way to gather evidence about their achievement. Often the

CWomen's Studies Goal Statement.” University of Massachusetts. Amhent, Massachusetts,
[976 (reterenced in Undergradiate Wiomen's Studies Program by Carolyn Rhodes, Old Dominion
Univeraty Research Foundation. November 1978, p. 58)
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method for evaluation is included in the objective. Two types of objec-
tives—impuct and process—are important. As the names imply, the
tormer looks at results while the latter looks at the ways used to achieve
them. An example of an impact objective is:

Students in pre-service teacher education courses shall apply an
analytical scheme for assessing sexism in textbooks. (Method of
evaluation: Given a textbook, 75% of the students will select and
use correctly an appropriate analytical scheme to assess sexism. )

And a related process objective could be:

to develop and teach a section of the Foundations of Education
course that presents methods of analyzing sexism in textbooks.
(Method of evaluation: Analysis of course syllabus. )

~ An evaluation of the program logically might show that the process

objective was achieved (the section of the course was developed and
taught) but the impact objective was not (students couldn’t analyze the
textbooks for sexism). In that case, the staff and students would need to
look further to discover why the course was not successful and, as a result,
would probably want to make program adjustments.

Developing Statements of Objectives
from Statements of Goals

In this section, a general goal statement is presented alcng with a few
examples of objectives that are logically related to it.

As part of the Feminist Movement, Women's Studies courses should
function: (1) to help women examine alternative ways of looking at
their roles 1in society and the assumptions of our culture, and (2) to
discover and provide new information on the history, culture and
accomphishments of women. . . . In addition to its interdisciplinary
nature, what makes Women's Studies different from most other
academic subjects 1s that it attempgs to toster affective as well as
cognitive learning.

“lane Howard, iberaomg Qe Children, Ounelees, 1975 gecterenced Undergraduaty Women's
Swdiey Program by Carolyn Rhades, O Donumon Universits: Research Foundation, November
190N, " ANy

}
14 21



The following nbjecti\;es could be derived from the goals listed above.

Faculty shall offer a course examining sex-role stereotypes and their
social and cultural roots. The course shall include self-exploration
and how stereotypes affect students and shall present means of over-
coming them (process objective).

Students shall be able to respond to simulated real life situations in a
non-stereotypic manner (impact objective).

Faculty shall develop and teach feminist focused courses in history,
literature, sociology, and psychology (process objective).

Students shall be able to analyze content in sociology, history,
literature, and psychology from a feminist perspective (impact
objective).

Faculty shall develop and teach an interdisciplinary course that
traces the development of women’s roles in 19th century-America
(process objective).

Students shall be able to apply concepts from sociology, psychology,
literature, and history in an essay about specific women in 19th
,century America (impact objective). '

The goals and objectives cited above are all framed around desirable
outcomes for students. Women's studies programs frequently also have
objectives that concem faculty and the institution as a whole. For
taculty, objectives may include acknowledgment of women's studies as a
legitimate academic discipline, acceptance by faculty that students
should be encouraged to take women’s studies courses, and realization
that a feminist perspective should permeate academic disciplines. For an
institution as a whole, objectives could include coordination among the
many offerings on and off campus that relate to women, such as women’s
centers or community organizations. Whatever the specific objectives of
women’s studies programs, an evaluation can address whether these
objectives have been attained and how much progress has been made in
attaining those objectives. '

Betore an evaluation can be designed to measure the achievement of
objectives, a few additional steps are helpful. First, after stating all ob-
jectives, staft should categorize them. The categories should reflect the
differences between process and impact objectives and also the target of
the objective. For example, there may be objectives related to student
learning, to student attitudes, and to the impact of the program on the
total institution. Once categories are developed, staff should choose
among those categories and objectives so that the program can be judged
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in light of the most important issues. Generally, there are too many
objectives in a program for an evaluation to be all-inclusive. The selec-
tion process, then, helps frame the design.

A Caveat

There may be a dilemma involved in designing an evaluation around
explicit statements of goals and objectives. For women's studies, for ex-
ample, the long-range goal may be to infuse the entire curriculum with
feminism. As a path toward that goal, some intermediate goals—
developing specific feminist courses—and objectives may be both neces-
sary and desirable. Faculty and staff are more able to control and to
measure the achievement of the latter goals, but, in the long run, they
may be more concerned with the former. If the evaluation looks only at
the feminist courses, it will not present guideposts or ideas for improving
the more general atmosphere for women on campus. _

Porter and Eileenchild define feminism as “. . . the desire to in-
crease the power and autonomy of women as individuals and as a group
(so that) they will be able to make informed and flexible choices in their
education and their lives.’”” If a women's studies program accepts this
definition and sees itself as both catalytic for others and important in its
own right, it must take care to be evaluated in terms of both long- and
short-range goals.

The problem, of course, is that the achievement of the longer term
goals are seldom under the control of femiinists themselves. Since eval-
uation results frequently are used to control programs, it is tempting to
omit questions that are neither controllable by the program nor apt to
lead to positive answers. On the other hand, omitting such questions
deprives feminists of what may be important information. The nature of
dilemmas is that there are no easy answers, Here, again, program de-
velopers and staff must decide what they want and indicate that to the
evaluators.

'Nenoy M. Porter and Margarer T. Eileenchild, The Effecuveness of Women's Studies Teaching
{Washington, D.CL Natonal Instieute of Education, in press), p. 2.
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- RESEARCH DESIGNS

Research designs are built around specific objectives. Often the most
difficult step in constructing a research design is the first one—deciding
what objectives the evaluation is going to address. An initial list of
objectives for a program is often long, cumberscme, and totally unwieldy.
It may contain 15 or 20 objectives. An initial list of objectives for
women’s studies programs could be equally long and unwieldy, especially
when one considers objectives for students and graduates, for faculty and
administration, and for the program and its impact on other efforts. The
key, as we mentioned in the previous chapter, is to rank the objectives in
order of priority on the basis of what objectives are the most important
(and to whom) and what objectives must be addressed this year rather
than next year.

Once a list of objectives has reached a manageable size, one ex-
amines each objective ir. tum to decide what evidence would be needed
to ascertain the extent to which the objective was accomplished. The
question to pose is what evidence would be the most convinéing to show
that the program is doing what one wants it to do.

This chapter contains two sections. The first takes a single objective
and describes a design to measure its attainment. We then ask a series of
questions about information not included irv the design and build succes-
sively more complicated designs to incorporate that information. In
practice, one tries to anticipate these questions in advance of any data
collecti 'n or analysis. The second section, building upon the first,
presents a complete hypothetical research design for the evaluation of a
women's studies program.

Design Strategies

Assume that the initial objective is the following: At the end of a one-
year incroductory course sequence in women's studies, students shall have
equitable sex role perceptions of women's roles in society.

While the concept may be difficult to measure, the design straotegy is
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quite simple. Students would be asked at the end of the year about
sex-stereotypic views, probably through a multiple-choice instrument on
sex role perceptions (several instruments of this type are on the market).
This design is called a post-only design, since students are queried only at
the end of a program and only students in the. program are asked
Juestions.

Schematically, the post-only design looks like the following.

P e

Student Enters Student Experiences Stucient Completes
Women's Students’
Studies ~——r——— Sex Role
Program Perceptions
&
Start (T4) ooty End (T2)

Someone, however, may ask: “Well, the students in the program
probably didn’t have sex-stereotypic views when they went into the
program anyway, so how did the women’s studies program make a
ditference?” . '

To respond to that question, a'somewhat different design is needed.
Students would be asked a series of questions at the beginning of the
program prior to any instruction and then again at the end of the pro-
gram. The two sets of responses then would be compared to see whether
there were ditferences in their scores. This is called a pre-post design and
involves only the students in the program.

Schematically, the pre-post design looks like the following.

. e e — e

Student En Student Experiences Student Completes
« Students’ Women's Students’
Sex Role ——— Studies —_— Sex Role
Perceptions Program Perceptions
Duration of
Start (Ty) Program End (T2)
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But once again, someone may ask: “It's fine that we know the
students now have less stereutypic views of women's and men's roles than
when they first enrolled in the women’s studies program. But how do we
know that what they learned couldn't have been learned just by being on
campus, or from their friends, or from the women's movement in
general?” . . : '

To respond to this question, a still more complex design is required,
since we now must involve other stv.: s, ones not in the women's
studies program. We need not only the pre-post design (for the beginning
and end of the year), but also some kind of control or comparison group.
A control group would consist of students who are identical in all respects
to the students in the women’s studies program but are not enrolled in it.
In field experimen®, a control group is usually obtained by overrecruiting
for a program and then randomly assigning students from thg pool to the
program (experimental group) and to the control group. The research
design that uses experimental and control groups is called an experimental
design.

Since control groups are almost impossible to isolate in real life,
most evaluation work these days uses comparison groups. Examples of
comparison groups for women's studies may be a random sample of stu-
dents from the rest of the college or university or a random sample of
students within a given department (in the event that the women's
studies program was only open to students within a given department).
The research design that uses experimental (women's studies students)
and comparison groups is called a quasi-experimental design. These are the
strongest yet most realistic designs since they enable us not only to
examine progrtam effects over time but also to determine whether any
changes are the result of the program itself or stem from other factors.

Schematically, the quasi-experimental design looks like the fol-
lowing.

o e o e e —

Student Enters Student Experiences Student Compietes
' EXPERIMENTAL GROUP
Students’ Women's Students’
Sex Role —_— Studies Sex Role
Perceptions Program Peroeptions
Duration of
o Program End (T2)
COMPARISON GROUP
Students’
— Sex Role
Perceptions
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So far, we have discussed only one objective related to student
l¢arning. We have not yet addressed the multiple objectives of women's
studies programs for students, faculty, and the institution as a whole. The
next section proposes a sample evaluation design that has multiple
objectives. '

A Sample Comprehensive Research Design

Let's assume that the objectives of a women's studies program have been
defined and listed in ordér of priority. Assume that there are three objec-
tives for students in the women'’s studies program, one program objective
tor graduates, one objeétive for department faculty, and one adminis-
trative objective for coordinated work with a campus-based women'’s
center, ¥ .

A description of each of the objectives and of the composite re-
search design follow. It should be noted that the objectives have been
selected more for their diversity than for their cohesiveness. One could
say that the tirst three objectives are of prine importance to the faculty
teaching the specitic courses, that the next three objectives are of prime
concem to the administrative staff in the college or university, and that
the final objective is a first step in the long rang  plan of the women’s
studies coordinator to infuse feminism throughour the campus.

Quer the course of the year, students in the women ' studies program will have
less stereorypic views of women's roles in society; t cse views can be attributed
to the program and not to other factors (impact oby: ctive).

" This example was detailed in the precedin section. In short, at the
beginning of the year, students in the women s studies program and a
comparison group ot students randomly selected from the college or uni-
versity as a whole or from the department in whi-h the course is housed
shall be given (under identical administrative conditions) an instrument
on sex role perceptions. The same instrument shall be 1. administered to
the same students at the end of the year. Changes in scores from the
beginning and end of the year shall be compared for each group, as will
differences in scores between the two groups.

Students in women's studies programs shall have developed leadership skills and
shall' feel more confident i muking presentations before groups (impact
objective).

Thus 15 really two objectives, one related to developing leadership
skills and cne related to self-contidence. They should be discussed sep-
arately and are comibined here only as a matter of convenience for the
discussion. Changes in leadership skills and self-confidence are expected
over ime. sdthere 1s need for a pre-post design, using only the women'’s
studies students. One could measure the attainment of this objective in a

t
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number of ways, including having a panel of consultants rate students on
various points. These consultants would look at how the students present
themselves betore groups at the beginning and end of the year, observe at
difterent points i time how students work in small groups to organize
tasks and to carry them out,: They might ask the students themselves
whether they teel, over the course of the year, they have developed
leadership skills and a greater sense of self-confidence and self-assurance
in what they do. Other ways of collecting information over two or more
time points include using peer review, video tapes, and self-esteem rating
scales, a

Studenes in the women's studies course on women in the community shall
prepure resource materials on services dvailuble to women in the community,
such us women's centers, rape crisis centers, CETA projects, abortion clinics,
socidl secuniey offices, employment agencies, and child care facilities, and shall
outling where such services are located, how they are staffed, what quali-
ficatums exist for being eligible for services, how much services cost, and the
name and phone number of sumeone to call for further information (impact
objective).

This is a relatively simple objective to measure. One need look only
at whether the objective was accomplished (a post-only design). The
main questions to ask in measuring the objective are whether all services
have been described, whether the information is complete and has been
double-checked, and whether the information has been shared with and
understood by the other members of the class. Gne could question,
however, whether this should be the complete objective. Once this set of
usetul resource materal has been compiled, one could argue that the
objective should also include some activities to make these resources
known and available to the community at large.

Over the course of the academic year, there will be a growing awareness among
stiddents on cumpus of the women's studies program, and more studenes shall
plun on enrolling m women's studies courses during the following year (impact
objective).

This 1s also an objective that requires information to be collected at
two diferent pomnts in time so that one can see whether more students
become aware of women's studies programs and want to enroll in them.
Intormation could be collected through a brief postcard survey of a
random sample ot students at the beginning ot the year and ot another
random sample of students at the end of the year. Such surveys might ask
whether they were aware of the women's studies program (prior to re-
ceving the postcard describing it) and whether they are interested in
enrolling in courses (course offerings could be listed on the postcard).
The number ot responses would then be tallied and changes in per-
centages trom the beginning to the end of the year could be compared.
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Graduates of the mterdisciplinary worhen's studies program shall assess the
progrum as very useful in théir further education or in employment (impact
objective).

While the data collection design for this objective is quite straight- |
torward (a one-time only administration, usually of a’'majled survey),
both getting the data and interpreting the results are problematic.
Among the first matters to decide are: how long a person must be a
graduate of the program to be included in the sample; how to find ad-
dresses tor these graduates so they will receive the survey; how to get a
decent response rate (that is, how to make sure most of the people return
the survey torm). One could decide, for example, to send surveys only to
those graduates who will have been out of the program one year. One
then could make sure forwarding addresses are collected before the stu-
dents graduated and could intorm students that a survey of graduates
would be undertaken, stressing-how important it is for the program to
find out what each of them is doing one year hence. In fact, if the last
two steps are not taken well_in advance, it may not be possible to do a
study ot graduates at all. Within the meil survey or telephone interview
or both, one could ask what the graduates currently are doing and
whether they tind the courses they took in women's studies useful in what
they are doing. One could also ask for examples of how the program has
been usetul, both professionally and personally. It also may be helpful to
get anecdotal data—specitic information about specific graduates—to see
whether these data match the more general information obtained
through the survey items. While one cannot generalize from the anec-
Jdotal intormation, the use of individual cases and short success stories can
be very powertul.

What is most problematic about measuring the attainment of this
objective 18 that pursuing turther education and obtaining employment
involve many tactors thae are unrelated to the degree in women's studies.

Blt 1y also the case that 1t may take 5 to 10 years to move into a good

protessional poskion. Furthermore, if one hasn't the tinancial resources
tor additional education or it one cannot find a job because of tight labor
markets, one cannot tault the women'’s studies programs, even though
some may try to do that.

The problems associated with measuring the objective’ should not,
however, preclude women's studies directors trom conducting such sur-
veys (we will be talking more about surveys in the next chapter). Alumni
ottices or career placement offices within the college or university may
cooperate 1n doing such a study and may help with the mechanics of such
asurvey. Little 1s known of the activities of women’s studies graduates,
and & continuing concern of many, both within and outside the women's
studies tield, 1s that the degree hampers, or at least doesn’t support,
cageer options tor graduates. Without the data, one cannot address these
concemMs.
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By the end of the academic year, the majority of fuculry in the department of
history shall recommend to the students they counsel that the students envoll in
the women's studies course on women in [9th century American life and shall
recommend the course be required for a departmental major (impact
objective).

This is another case where two objectives were combined into one.
In constructing a research Jesign, one should treat them separately.
These objectives are not as simple to measure as they seem. They may
involve asking the history faculty whether they are recommending taking
the particular course and whether there are plans afoot to have the course
become a required course for departmental major, but one also may
want to ask students their perceptions to see if faculty counselor behavior
ts as described. Often it isn't. The objectives are included here not
because they are relatively easy to measure, but because they allow us to
raise a sign of caution. These are objectives over which the women's
studies program may have little control or influence. In deciding whether
to include them as objectives, program staff should consider whether they
relate to their long-term goals and what they will do with the information
once they have it.

The women's studies coordinator and the director of the campus-based women's
center shall develop and implement a career and group counseling program for
women students ut the university (process objective). -

‘This is a process objective; we are concerned with how the career
and group counseling program develops, who is involved with its devel-
vpment, and what factors seem to have helped or impeded the develop-
ment ot the program (including costs, staff time, space). Information
about how the activity is proceeding is usually collected over several
points in time in order to assist the developers in creating and managing
the actuvity. Such information also becomes useful when other activities
of this type are planned, since this type of evaluation (formative eval-
uation) otten identities roadblocks that must be overcone,

Having discussed each of the seven objectives with designs tor
measuring zheir attainment, we now can summarize the overall design for
the evaluation of the program. The summary is presented in Figure | to
assist program directors not only in planning data collection and analysis
bur also 1n deciding whether one has the resources (both staff time and
tunds) to conduct the evaluation. Just as there is no single type of
evaluation, there s no single evaluation design. Depending upon the
mtordation needs of vanous audiences and the resources available,
evaluation designs can be either expanded or restricted. What is crucial

. about developing she evaluation design is the knowledge 1t provides

women's studie®directors prior to making commitments about what
evaluation activitres will be undertaken.
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The following chapters provide additional information about the
pros and cons of various methods of data collection, data analysis, and

reporting.
Figure 1
SAMPLE EVALUATION PLAN*
OBJECTIVE AND A
RESPONDENT TIME SPAN
GROUP
Before or As While Program Near or at
Program Gets Underway End of the
Underway Program
Sex Role
Perceptions
Women's studies Sex role perceptions Sex role perceptions
stujents (instrument) (instrument)
Comparisongroup | Sexrole porceptédns Sex role parceptions
i (instm(nont) (instrument)
|
Leadership
Skills |
Women's studies | Observation before | Observation before | Observation before
students ! groups groups groups
| (consuftants) (consultants) (consultants)
|
i
: Self-report on self- Selt-report on seif-
| confidence confidence
| (survey/interview) (survey/interview)
. Compiling
Community
Materiais \\’\
Women's studies Resource materials
students produced
(faculty review)

*Method of data collection indicated in parentheses.

ERIC:
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OBJECTIVE AND
RESPONDENT TIME SPAN
|__GROUP
for or As While Program Near or at N
Program Gets Underway End of the
Underway Program
Awareness and
Intevest in
Women's Studies
Comparison groups | Aware of/interested Aware of/interested
(one at beginning, | in taking women's in taking women's
another at end of studies studies
yoar) (postcard) (postcard)
impact of
Women's Studies
Degree |
Graduates of ) Perceived usefuiness
women's studies | of degree, current
; activities
; (mail survey)
- t
impact of Women's |
Studies on s
Department
All history Students counseled
department " |to take women's
facuity studies, course
becoming a require-
ment of department
major
! (interview) .
L — e e )
Increasing
Institutional
impact (Career
and Group Coun-
seling Program)
Women's studies lntormal interviews usually tied to the specific calendar of activity
Jdirector and abOut row the counseling program is developing and how road-
women s center blocks to its establishment are overcome.
director
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INSTRUMENTS AND ITEMS

e

In discussions of what and how important specific objectives are, it is
usef | to ask, “How are we going to know whether we have achieved
them? What information would we and others consider believable and
convincing!” The data collection instruments provide that information.
This chapter is.designed to assist directors of women's studies programs in
reviewing instruments and in knowing the questions to ask about instru-
ments rather than to teach them to construct instruments themselves.
We shall provide some sources about both available instruments and
instrument construction. '

A variety of data collection instruments can be used (from multiple
choice surveys to structured interviews to observation). Each has its own
advagtages and disadvantages. In this chapter we shall be discussing
various forms of data collection, concentrating on what instruments are
most appropriate to use for different objectives. Before we get into a
discussion of instruments, however, several tips on instruments in general
may be useful.

One of the first questions to ask is, “What do we really need to
know?” One of the most common errors made in collecting data is using
instruments that ask for information because everyone asks for it; too
many instruments include items that never find their way into any data
“analysis. :

One may at some point, for example, want to know what students’
future plans are, whether they have decided upon major fields, whether
they have scholarships or some other form of financial aid, what their
marital status is, and whether they have done community ozganizing; but
unless one has decided to use these data in the analysis (and has ob-
jectives requiring that kind of information), one must question their
appearance on an instrument. Throughout any evaluation, one must
continue to ask, “Am | going to use this information to improve the
program! Is this information going to be useful to people who are making
decisions about the women's studies program!” Unless one has strong
feelings that the information is going to be useful, it may be wiser not to
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include it. The addition of what may be superfluous items will only take
away time from more important questions, and can lead to disgruntled
respondents.

How one asks for mformatlon (the method of data collection) is as
important as the content of the specific questions. The more impres-
sionistic or affective the information sought, the more likely it should be
collected face-to-faceé rather than through a survey. If an objective relates
to changes in behavior, it is preferable to use instruments (e.g., obser-
vational techniques) where one can in fact examine behavior rather than
ask respondents about it.

Before setting about designing instruments and items for a women'’s
studies program, look at what instruments are already available. The
creation of instruments, whether they be surveys or interviews or check-
lists, appears disarmingly simple, when in fact it is a craft (and some
would even say.an art form) requiring considerable precision.

For example, assume one wants to find out wt 2ther students found a
program o course valuable or useful. One could ask, “Did you find the
women's studies program valuable! Answer yes or no.” Regardless of
what the distribution of responses is (from 100 percent yes to 100 percent
no), how is vne going to be able to interpret the data? Someone could
well ask, “Valuable for what? Compared to what? In what context? What
was valuable—the content, the teaching style, the contact with other
students?” Unless the instrument is designed to probe these other ques-
tions, it is unlikely one will learn anything about the true value of the
program. As a guide, each question should seek one defined piece of
information about ope single item.

There are also pitfalls to be avoided with a completely structured
item with multiple choice answers. Take, for example, the-following
item:

I have tound the introductory women’s studies course useful in:

I. Deciding upon my major and in making my career plans,

2. Finding a support group within the college/university;

3. Providing me with examples of the contributions women have
made in the social sciences;

4. Making explicit the values imbedded in what is included in and
excluded trom traditional courses.

Problems with the item include:

o Not telling the respondent either to check all that apply or to mark the
most important item,

® Giving the respondent no opportunity to say that the course was not
usetul;

e Combining two or more answers in one response (in the first response,
one or the other or both may be true, but the evaluator can't tell

which}; and
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® Having a global comparison that may not be true (those who mark the
tourth response may not have a common frame of reference about what
traditional courses are). :

Solutions might involve asking respondents to rank responses in
order of importance, breaking the questions down into several smaller
questions, permitting another response category, clarifying the broadly
detined terms, and/or scaling responses from positive to negative.

One can never construct the perfect instrument the first time
around, nor is it often possible to judge in advance whether some items
will be easily understood by the respondenits. Consequently, the use of
pilot tests is very important. Pretesting or piloting an instrument can
occur in several ways. The most common form is to ask a group of
respondents (similar in background and experience to the respondents
one wants in the study, but perferably not those one will query later) to
till out the survey form or complete the interview. This is done in part to
get responses to the items, but mostly to tind out whether the questions
are clear and sensible and whether the possible responses (on multiple
choice items) are appropriate and complete. Such pilot tests also are used
to tind out how much time is needed to complete the instrument. The
responses and comments then serve as the basis for revisions.

Survey Instruments

Survey instruments usually consist of multiple choice items, rating scales
(the tamiliar five-point scales ot “always” to “never,” or “strongly agree”
to “strongly disagree™), or checklists. They may be packaged, standard-
ized instruments or ones constructed by the program staff or evaluators.
They are very simple to administer and analyze (especially by computer),
require hitele time to complete, and provide the least amount of infor-
mation about a program or course. Since all the answers are provided
(respondents check just whatever applies), one can only learn what one
already has asked.

Standardized instruments (available through source books) save
development time and money, which can be considerable, Usually,
though not always, intormation is provided about how good the instru-
ments are, whether they are valid (measure what they say they measure)
and rehable (measure consistently), what the intended respondent groups
are, and what concepts they are trying to measure. The main concern
with standardized instruments is that they do not necessarily relate to
what 15 taught in a program or course. Consequently, one should examine
readymade instruments very caretully to see if they can apply to one's
own program objectives.

One ot the mystiques about standardized tests, such as norm-
reterenced achievement tests, is their aara of eternal truth, as if the tests
measured some universal. [t s casy to slip into giving them more credi-
bility than they warrant. For example, in evaluating student achieve-
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ment in an alternative high school, questions were raised about whether
the tests would be appropriate considering the school's nontraditional
curriculum. When the students’ scores were higher than expected and
their gains over the year much greater than those for a comparison group,
however, the questions of appropriateness were dropped, to be replaced
with statements about program success. '

American Institutes for Research, under contract to the Women's
Educational Equity Act Program, has prepared a Sourcebook on Measures
of Women's Educational Equity containing a number of survey instru-
ments. Since many project directors and others spend a great deal of time
and effort in developing measurement instruments to evaluate the prog-
ress and outcomes of their programs, this collection should ease the
burden on project directors and on directors of women's studies programs.

Some 167 instruments are described in the Sourcebook, moré than
60 ot which may be helpful in the evaluation of women's studies pro-
grams. The description of each instrument includes measurement vari-
ables, target population, instrument type, administrative procedures,
scoring, description of sample items, availability of instrument, and
references.

- Measures that may be of use in women's studies programs include
attitudes toward women's studies as an academic discipline, achievement
motivation, fear of success, sex role stereotyping in careers, attitudes
toward feminist issues, sex role perceptions, Title IX, career awareness,
awareness of sexism, and attitudes toward mathematics.

In the winter of 1979, the Sourcebook will be available through the
Education Development Center, Inc., 55 Chapel Street, Newton,
Massachusetts 02160.

Also developed by American Institutes for Research is Measures of
Educational Equity for Women: A Research Monograph. It too contains
descriptions of a number of instruments useful to directors. It can be
obtained through American Institutes for Research, P.O. Box 1113, Palo
Alto, California 94302.

interviews

Interviews are most often used when: (1) one doesn't really know the
range or content of all pussible answers; (2) the answers may be some-
what sensitive, and respondents are concermed about using their own
particular wording in responding; and (3) the follow-up or probing ques-
tions depend upon responses that—because of the complexity of the
issues addressed—cannot be predicted accurately in advance.

Interviews may be structured or unstructured. Structured interviews
have pre-established questions in an ordered sequence. Responses may be
open-ended or solicited to fall into predetermined response caregories.
This type of interview may be the most useful when analysis time is
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limited, when many different interviewers are used, or when experience
with interviewing is limited. Structured interviews are more often used
where there 1s no face-to-face contact (such as in telephone intérviews)
and when the interviewer is not particularly knowledgeable about the
program. Unstructured interviews (which customarily have very general
questions with a variety of probes based on initial responses) are more
commonly used in face-to-face situations, when the interviewer is ex-
perienced with the interviewing process and the program, when few
mterviewers are used, or when much time is available for careful analysis
of data to draw out common patterns of response.

The format of interview questions is quite different from multiple
choice items, although some multiple choice items may be used in an
tnterview setting, provided the form is given to the respondent to com-
plete. The interview setting cannot be used to ask respondents to do such
things as “rank the following 10 items in order of importance,” for
respondents usually can neither retain nor reorganize that much infor-
mation without being able to see the items written down. On the other
hand, it one does not have pre-set responses, the interview is quite useful
In probing what the respondent feels is most important. Unlike a survey
form, the interview is active rather than passive; the responses are gen-
erated by the respondent rather than from among a predetermined list.

There are both advantages and disadvantages' to the interview ap-
proach. The advantages include freedom to respond without constraint

.and the opportunity to elicit unanticipated information. An interview

puts a greater burden on both the respondent and the interviewer, since
there are no pre-set answers and the process is usually more time con-
suming. It overcomes the biases the respondent may have against written
torms, but assumes that respondents are verbal and articulate. The bur-
den on the interviewer is greater as well. The quality of the interview
depends upon how good the interviewer is 1n establishing a sense of
rapport and trust, and in recording all relevant information. Interviews
are more difficult to analyze unless the questions, however general, are
framed around the main issues the evaluation is to address, which once
again brings us back to the research design. As with survey instruments,
interview items should tocus on those objectives that are most important
to the evaluation.

An excellent, detailed guide to all aspects of interviewing is con-
tuned in the Interviewer’'s Manual put out by the Survey Research
Center, Inst:tute tor Soctal Research, the University of Mickigan, Ann
Arbor. Revised in 1976 and available in a paperbound edition, it ad-
dresses many of the ssues in interviewing and includes many helpful tips
on the conduct of interviews,

Other valuable resources for interviews about women's studies pro-
grams are those people who have been involved in reviews and eval-
uattons of wemen'’s studies programs. Nancy Porter addresses some of
these 1ssues in an article, “Evaluation: Reflections of a Program Con-
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sultant,” in the Fall 1977 1ssue of the Women's Studies Newsletter.
Florence Howe has made a number ot valuable suggestions about
interviewing based upon her tield work tor Seven Years Later, a book
commussioned by the Nanonal Advisory Council on Women's Educa-
tional Programs. She suggests that it is important to interview as many
people outside of a program as inside, asking the same questions of
teachers, students, and administrators, including coordinators or direc-
tors ot ethnic studies and other inter-disciplinary programs to see how the
institution treats all deviations from traditional programs. During the
conduct of the interview, she tound it usetul to have s2veral questions for
cach interview that the interviewer knows routinely and that move from
eliciting information about the person (e.g., title and function at this
college, tormal or intormud relationship to the women's studies program)
to general intormation about the program itself (e.g., its strengths and
weaknesses, how the person would like and not like to see the program
develop during the next five years). While large group interviews can be
unwieldy, she tound it also useful to have small group interviews with
tour or five people, since such interviews often sparked a discussion.
Howe emphasizes one of the cardinal rules of interviewing: The in-
terviewer 1s a collector of intormation and not a participant. The inter-
viewer 1s not to bring her-his own ideas into an interview; the interviewer
15 always to remain g neutral party encouraging full and complete re-
sponses trom i interviewees but is not to interject views about an issue
or program. Lastly, Howe noted that the most difficult and yet essential

intormation to gather about a program is its history, not only to leam -

about the development ot a program but also to understand the social and
political dynamues ot the individuals in the program. If at all possible, this
intormation should be obtained in advance or at the beginning of the
data collection so that 1t torms a base against which to measure other
responses and awds in the development of probing questions.

As v also the case with surveys, 10 1y often difticult to know in
advance all ot the questtons that should be asked in an interview setting.
Thus, some pilot testing or pretesting ot the interview schedule is
recommended, not only to clanfy questions and estmate response time
but also to serve as a device tor interviewer tramimg.

Observation

This methad ot date collection denves trom the ethnographie techniques
ot anthropology and can be very helptul in those situations where one is
concerned more with behavioral change than with aftective or cognitive
learning. It s abo very usetul in fooking at unantcrpated conseguences,
since observation can be used without having a predefined range of
acttons in mund. Inthose cases where observation 1s bemg wsed o see
whether a speaitic behavioral objective has been accomphished, one
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needs to ask whether the observers are observing the same “thing and
whether they have been given adequate instructions about what they are
to look for. We all have selective perceptions, so what may be important
to one person may be missed by another. The greatest strengths of ob-
servational techniques are also their greatest weaknesses. While an
observer provides an independent, detached view, one must try to make
sure that observers focus on the phenomena of importance. Observers
should be well briefed on what one is trying to accomplish. In this case,
checklists of items to look for can be very helpful to observers, especially
if they are then encouraged to explore other areas as well.

For example, if two objectives are to have students develop better-
leadership skills and to become more self-confident in making presen-
tations before groups, then observers should know what leadership skills
the program director has in rhind and what signs of self-confidence seem
appropriate. Suppose a class is divided into small working groups with
instructions to complete a particular project. An observer could then see:
(1) how the leader is chosen; (2) how the leader behaves; and (3) how
tasks are allotted to group members. Since the objective has an explicit
time sequence, observers would be used at several different points to track
development. In examining self-confidence, observers would concentrate
as much on presentation of self as on content of materials presented.

The ethnographic literature, including the growing field of anth-
ropology in education, could provide to women's studies directors some
useful guides to obsetver selection and training. As with other approaches
to data collection, there is no single approach to observation, and the
literature is abundant with observational approaches tailor-made to par-
ticular situations and ohjectives. Stephen Wilson's article on “The Use of
Ethnographic Techniques in Educational Research,” published in the
Spring 1977 issue of the Review of Educational Research, is a very good
introductory piece on the rationale behind and processes of this
approach.

What is most important to remember about instruments—-about the
- methods of data collection—is that they are the source of information
about whether one has accomplished what one is trying to do. Instru-
ments must be carefully examined to see whether they address all the
areas of interest, include all the groups one is concerned with (e.g.,
students, faculty, administrators), and are technically sound. In addition,
instruments (trom surveys to observation guides) should not be admin-
istered until one has a good idea about how one is going to analyze and
present the intormation derived from them. The next chapter addresses
‘the major areas of data analysis.

‘S
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DATA ANALYSIS

As with the chapter on instruments, the purpose of this chapter is to
dcquaint women's studies directors with the different types of data anal-
ysis, primarily so that they may become better equipped to discuss
analysis issues with others. ,

Data analysis is concerned with retlucing the bulk of information
obrained through all the instruments into manageable form. It allows one
to look for patterns within a group of respondents and across groups of
respondents and, with some kinds of data, to determine whether sig-
nificant relationships exist.

A data analysis plan should be developed before any data collection
takes place. While it is not always possible to be precise about all the
analvses.to be performed, it is crucial to have a general plan of analysis
tied to the objectives, and to know how much time and nioney are
available for analysis. Access to any computer services also must be
determined in advar.ce.

Whatever the research design selected and the kinds of instruments
used, a variety of data analysis techniques exist. Data analysis is often the
most baffling part of an evaluation, in part because theories of probability
and statistical vocabularies are introduced. There is, however, nothing
mystical about data analysis. Every data analysis technique has an English
language equivalent. :

In fact, much of the daty analysis appropriate to evaluating inno-
vative programs, including women's studies, does not involve the use of
the more complicated statistical techniques, since the assumptions upon
which these statistics rest are often not relevant to real world programs.

.4On the following pages, the range of data analysis possibilities are
ill@?rated. One objective, for example, may be to tie the women's studies
program more closely to some of the institution’s goals. In discussions
with administrators, one may have learned that the institution is in-
terested in increasing the enrollments of nontraditional students (such as
women in their midthirties who are returning to college after their chil-
dren are in school). One may find that, from 1977 to 1979, enrollments
of these women in the college/university increased from 5 to 10 percent
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ot the total enrollment. By looking at the enrollment of stude
women's studies programs over the same peniod, one may find the en-
rolment of these women increased from 10 to 30 percent (that is, 30
percent of theye women were in women's studies courses in 1979). Stated
another way, while the enrollment of returning women doubled in the
past three years, thewr enrollment in women's studies programs tripled.
One also may find, tl{ruugh a posteard survey of students throughout the
college or umiversity, that halt of the returning women are very interested
in taking a women's studies course. By using these percentages—more
tormally called descriptive staustics—one can present a case to the ad-
munistration that the women's studies program is an important ateraction
to these students and assists the institution’s goals.

With a number of the sample objectives used in the preceding
chapters, the data analysis relies on descriptive statistics (such as per-
centages). These objectives include students’ growing awareness of the
women's studies program, an increase in the number of students planning
to enroll in women's studies courses the tollowing year, and the majority
ot taculty in a department recommending students enroll in a women's
studies course. Data tfrom graduates on the usefulness of the program in-
their turther education or employment also can be analyzed using de-
SCRIPLIVE SEAtIStICs. L ’

Much interview and observational data are analyzed using much the
same approach as a4 journalistic investigator. Assume that one objective is
to have a course on women in English literature become a required course
tor a departmental major. Part of the analysis regarding the extent to
which the objective has been reached could read as follows.

Halt ot the taculty in the English department, the faculty person
teaching the course on women in English literature, the chair of the
Jepartment, the women's studies cootdinator, and the deai of the
college were all interviewed separately about the prospects of the
course becoming a required course for a departmental major. While
rhe coordinator and taculty member teaching the course felt the
course. would complement the existing requirements, the faculty
quenied thought 1t supertluous. Yet when asked whether they had
reviewed the reading hist, talked with the faculty member teaching
the course, and discussed the course content with any students, ali
responded no. The chair, with the concurrence of the dean, has
secured stable funding tor the course but was reluctant to pursue
requiring at, teartng i would lead to a proliteration :)/t'/'rcquircd

COUTseS.

This excerpt v esentully 4 condensation ot a4 series of meerviews with
concerned parties obtained through a structured interview ‘tormat tol-
lowed by some probing guestions. There s nothing Quantitative about
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the analysis, but 1t 1s data analysis nonetheless,

The more quanttative data analysis wsually appears in efforts to
assess changes in student atticudes or learning. The tollowing objective,
cted in Chapter 3, tor example, requires statistical analysis.

Over the course ot the yeagesgidents in the women's studies
program will have less stereotypic views ot women's roles in society,
and these views can be atenibuted o the program and not to other
tactars.

Here one would probubly use one of the available standardized instru-
ments in which numenical scores are derived from a set of items using
“strongly agree™ to “strongly disagree” scale. Statistical techniques then
would be ased to look at the distribution of scores to see whether dit-
terences among the scores tor the two time periods (pre and post) and the
two groups (women's studies studenty'and the comparison group) could
be based on chance vartation or whether the scores follow a sufticiently
set pattern so that ditterences are most probably not due to chance.

For specities on what techniques should be used in whut situations,
refer to matenals histed in Appendix C: Resource Materials. Two recent
publicattons mav be quite usetul since they present step-by-step statistical
analvsis. The WEEA Evaluanon Handbook, prepared by the American
Institutes tor Research, 1s designed for individuals who want tq submit
proposals to the Women's Educational Equiey Act and need’ help 1n
developing adequate evaluation plans, and for those who already have
projeces bue need help in conducting evaluations. While the Handbook
does not speancally address goals and objectives of women’s studies
programs, the chapter on input assessment (how questiems attect the
destgns o evaluanion) and the chaprer on statistical methods (presented
i astep-byestep fashion) may be quite helptul. The eighe-volume
Program Evalwanon Kie by Lvan Lyons Morns, Carol Taylor Fitz-Gibbon,
and Marlene . Henerson—although geared tor use i school districes—
mav be helptul as well. The statstical analysis volume 15 one of ,the
clearest o tollow. The ki, i single volumes or as 4 complete e, 1
wvatlable trom Sage Pubhications, Ine.. PO, Box 3024, Beverly Hills,
Calitormia 90210 Costs o single volumes range trom 34,50 to 88,350,
Orher reterences to duea analy sis technigques are included in Appendix €.
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REPORTING RESULTS

In the first chapter, we indicated that.reporting the results of the eval-
uation is an integral aspect of the job. There are two issues involved in
providing evaluation feedback: To whom should it be given! How should
it be presented?

Audiences for Evaluation

It an outside evaluator is hired to assess a women'’s studies program, that
person has an ethical responsibility to report results to whomever did the
hiring.'! The client is the first audience, and that is not always the
women’s studies program staff. It may be a dean or other administrator.
In those cases in which someone has commissioned an evaluation with
the intent of killing the program, there is really no way program staff can
avoid that person’s getting the results first. They can, however, try to be
simultaneous recipients of the results so they are able to present their own
interpretations. Because the evaluator owes the client the first hearing, it
is probably to the program's advantage to be the client.

Besides the legal client, others should be informed of the evaluation
results. Anyone who participated in the evaluation has a right to some
teedback about its results. Students and porential students have an in-
terest in what is found about a program, as do staff and faculty in related
tields. College and university administrators are another audience for the
results. In addition, if the program was developed with Federal, State, or
foundation funds, these agencies are especially interested in the results of
an evaluation even if it is not (and it frequently is) mandated. Finally,
program staff and evaluators might well want to share evaluation experi-
ences, methods and findings with others involved with women’s studies
so that knowledge can accumulate across programs. This process could
involve reports (essays or brief research notes) to the Women's Studies
Newsletter (Box 334, Old Westbury, New York 11568), work with
regional affiliates of NWSA, and presentations at national conferences.

Homne Commaittee on Evaluaton Standards, Swundards for Education Evaluatem. Prepared tor the
Lily Foundation, the National Science Foundation, and the National Instiute of Education, 1978,
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Copies of evaluation materials and findings sent to the NWSA national
office would become available to others in the field. We also would like
to receive materials so we can revise and expand this handbook.

The lessons learned from Marcia Guttentag’s pioneering work in the
decision-theoretic approach to evaluation apply in any discussion of
audiences. The more decisionmakers (regardless of funding source) are
involved in setting the questions the evaluation is to address and in
following the ongoing evaluation activities, the greater the likelihood the
results will be used. While there are dilemmas here (e.g., what happens if
we involve everybody and the results are all awful—is it curtains for
women's studies?), in the vast majority of cases, it is always better to
share some of the design responsibility with others.

Preseniing Results

Resulssmgan be reported in many ways, ranging from a full-blown mono-
graph with statistical data and computer printouts to an interactive
seminar. What is important is to present the results in ways that meet the
needs of the various audiences. Given the numbers and roles of people
who might be interested, developing different modes of presentations for
each might prove prohibitively expensive. In that case, it migh: be good
to develop three products—the full report, an executive summary, and a
press release—and augment those with whatever special materials are
affordable.
No matter how the results are reported, the followmg information
should be included:
® A program description (this can be very abbreviated if the audience
consists solely of people who know the program well);

® The evaluation design and analytic techniques (written in nontech-
nical language tor nontechnical audiences); and

® The results.

Further, whether presented in writing or orally, the report should be
in clear, jargon-free English. Clarity of expression is a sign of clarity of
thought, and jargon usually muddies issues rather than clarifying them.
As a physician wamed a friend about other doctors, “If they can’t tell you
what's wrong 1n plain English, they probably don’t understand them-
selves.”

In Appendix A 15 an exa - of an executive summary of an eval-
uation. It presents and answe  program managers’ questions about a
number of women's studies an.. other programs in a direct and concise
way, '

Within this handbook, we have sought to provide intormation on
evaluation of women's studies in a clear, concise manner. Two other
appendixes, Abstracts of Studies and Resource Materials, report on
results of previous work.

“The address tor the Nanonal Women™s Studies Association s, National Women's Studies Asso-
cration, Univerany ot Manland College Park, College Park . Man Lind 20742
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APPENDIX A: EXAMPLE
OF EXECUTIVE SUMMARY

“

)

PROJECT WELD
WOMEN'S EDUCATION: LEARNING AND DOING

Funded by: The Fund for the Improvement of Postsecondary Education,
the Department of Health, Education, and Welfare

Project Director: Margaret A. Talburer,
' Formative Evaluation Research Associates (FERA)
216 East Huron Street
Ann Arbor, Michigan 48104

introduction

This project was undertaken to provide information about three types of
educational options available to undergraduate women: internships,
women's studies classes, and skills development classes (or workshops).
An internship was defined as a collgge-sponsored program which had a
stated goal of career exposure in an out-of-classroorn setting, such as a
summer job with a federal agency. A women’s studies experience was
defined as an academic course which focused on women's contributions
or relationships to a particular field, such as feminist politics or women in
history. Courses included in this group were nct necessarily part of a
tormal women's studies program. The third category, skills development,
signified a class or workshop which held the stated goal of behavioral
change. Included were assertiveness training classes, career planning
semunars, and personal growth classes. While these three program types
did not exhaust the many options that have recently been designed to
toster undergraduates’ self-awareness, personal growth, and professional
potential, these programs represented some of the more pervasive and
successtul of the recent innovations. The goal of this study was to eval-
uate the outcomes of these programs.
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Method

" Within this framework, eight schools were chosen for participation in
this study. Six of the eight schools were predominantly women's colleges.
The other two were women's centers at large coeducational universities.
The rationale behind this choice was to begin an assessment of women's

e - edtiCRttoNAL- progress-in- settings - which-had-commited dhernsetvesatmost
exclusively to the full development of women students. The eight schools
represent a variety of institutions for women and formed a broad sample
trom which conclusions about women’s education could be drawn. The
participating schools or programs were: Wellesley College, Mt. Holyoke
“ollege, Cedar Crest College, Wells College, Westbrook College, Mt.
ernon College, Everywoman's Center at the University of Massachu-
\tts, and The Women'’s Center at the University of Minnesota.

JThe study began with preliminary visits to the programs at each
schoolMyring the fall of 1975. Of the eight schools, six had intemships,
seven had en’s studies courses, and three had skills classes. A total of
270 students, taculty and administrators, and 25 clients (or intern
employers) were personally interviewed during the winter of 1976, using
questionnaires designed for this study. Students were randomly selected
trom lists of those who had completed their involvement with the pro-
gram approximately one year prior to their interview. The majority of
students were 19-23 years of age; fewer than 20 of the women were 30
years ot age or older.

Intormation was analyzed during the summer of 1976 and two re-
ports were sent to each program to contribute to their program
improvement. In this way, some measure of formative evaluation was
possible. The major cross-school report was completed during the winter
of 1977.

In addwion, an advisory board was formed to review project prog-
ress, stimulate questions for analysis, and suggest applications of the
project’s tindings. Members were Dr. Elizabeth Tidball of George
Washington University, Dr. Sherry Penney of Yale University, Dr.
Mariam Chamberlain of the Ford Foundation, and Ms. Carol Stoel of the
Fund tor the Improvement of Postsecondary Education. Their ideas, as
well as those identtied by the program directors, and the FERA staff, led
to analysis of the fol'owing points.

Why did students choose these experiences?

Summary: Students chose these various experiences to gain the general
outcomes promised by each. Sixty-nine percent of the interns (n = 128)
sought career exposure, while 66 percent of the women's studies students
(n=82) desired new academic perspectives about women. Forty-four
percent ot the students in skills classes (n = 55) wanted new skills, such
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as assertiveness or communication skills, but another 40 percent' men-
tioned new ideas or new attitudes as additional expectations.

What did thess various, pmnm
offer to students?

Summary: Students reported that the three types of programs achieved
the goals that they promised. Internships promoted professional skills and
career exposures. Women's studies classes fostered feminist perspectives
and expanded concepts about what women can achieve. Skills classes led
to increased self-understanding, assertiveness, and other skills related to
personal effectiveness. .

Quantitative student data gathered with standardized forms, how-
ever, also indicated that these various options achieved other important
results which were not expected but were highly valued by students.
Further, their programs accomplished most of these outcomes signifi-
cantly better than the traditional (or general) curriculum at each school.
For example, internships did more than provide career exposures. They
increased self-confidence, openness, and assertiveness. Wo- -an's studies
tostered self-confidence and a greater sense of personal potcatial. Skills
classes affected self-confidence, independence, and feminist perspectives
as well as interpersonal skills. In sum, each type of program accomplished
different results, and all programs resulted in some outcomes that
traditional educational experiences did not produce. Simply, innovative
structures have impact on outcomes that students rate as important—
they do make a difference, supplementing the traditional experience in
some important ways.

-

What are the differences between single-sex
colleges and coed universities?

Summary: Because this study did not include a representative or large
sample of the varieties of especially coeducational schools, no firm con-
clusions can be drawn about differences among school types. It would
appear, however; that special programs for women enhance the quality of
education that a female undergraduate at a coeducational university re-
ceives, and may be even more important to her full development than
similar programs at a women's college. Much more research needs to be
conducted betore such an inference can be accepted.

What is the impact of these programs?

Summary: All three types of programs had impact on undergraduates,
and substantially more impact than other educational experiences.
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Eighty-four percent of the interns and 85 percent of the students in skills
classes said these experiences had “some” to *lots more” impact on them
than their other courses and academic activities, whereas only 72 percent
of the students in women's studies offered such ratings. Seemingly, the
unique instructional processes and/or setting of the former explains the
differential scoring. Nonetheless, the power ot all three programs was
obvious, .

Were students satisfied with these experiences
and what improvements would they offer?

Summary: Satisfaction with the process of the experience and with
personal development was highest in the internships and skills classes,
while satisfaction with academic content was slightly higher in the
women'’s studies classes. Although this is not the way it has to be, it
seemed that traditional instructional modes convey content better than
innovative processes, while the nontraditional approaches seem to pro-
mote greater personal growth.

Despite the high satistaction ratings, students did offer suggestions
tor improvement. In each type of experience, structure was the most
often mentioned type of desired improvement. More academic content
was the most trequently mentioned addition that students desired. There
was some evidence that students may not know how to evaluate innova-
tive educational experiences because they do not know exactly what to
expect trom them. Indeed., more than 75 percent of each group of stu-
dents replied that positive unexpected outcomes had occurred in their
respective programs.

Did these experiences relate to
students’ future roles?

Summary: Yes'! Although a total of eight types of roles were mentioned,
the major roies that students expected to assume are family and career.
The most important skills they felt that they would need to be successful
in those roles were selt-confidence, interpersonal skills, and technical/
protessional skills. Clearly, these are the types of skills and attitudes that
the three innovative educational experiences fostered. Within the

Lgroups, the interns were the most career oriented and the women’s
studies students the least family oriented. But to pretend that young
women today Jdo not seek tamuly as well as career roles would be an
errongcots assumption.
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improved as schools for women?

Summary: Again, yes! Seventy-six percent of the women at single-sex
schuols and 57 percent of the women at coeducational universities felt
that their colleges could be improved as schools for women. Academics,
support services, and structural improvements were suggested as focuses
tor change.

Did these students feel their institutions could be

Conclusion

This abstract contains many highlights of a full report. Specifically, use-
ful data from the faculty interviews as well as more extensive student
information are missing from this summary. The implications of these
tindings are many, however, and should be of interest to the students,
faculty, program directors, and sponsors of programs for women. All of
these groups should recognize the specific benefits of each type of pro-
gram and relate these to their educational purposes in an integrated way.
Clearly, each of these programs makes an important and unique contri-
bution to the education of women and one that is not available in
traditional higher educational settings.



APPENDIX B:
ABSTRACTS OF STUDIES
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*Documents with an ED number are contained in the Educational Re-
sources Information Center (ERIC) collection. Microfiche or paper
copies ot these documents can be obrained for a fee from the ERIC
Document Reproduction Service (EDRS), P.O. Box 190, Arlington,

Virginia 222 10.

Title: “Assessment of the Experigmeiadtearning for College Credit
In the Area of Women Studies”

Authors: Benjamin Sackmary and Hannah Hedrick

Source: Educational Resources Information Center, ED 155 208*

The paper propuses a general set of guidelines for granting experiential,
or lite, learning credits. Examples from portfolios of women applying for
women's studies credits based on their life experiences are presented, but
there is no indication of whether—or how many—credits were granted.
There are, however, samples of women’s studies courses and goals from
31 colleges that may prove useful.

Title: “Attitudes of Students, Faculty, and Administrators
Toward a University Women's Studies Program”

Authors: Glen L. DeBiasi and Carolyn Rhodes

Source: Old Dominion University, Norfolk, Virginia 23508

The study involved an investigation of attitudes toward a new women'’s
studies program held by nonparticipant students, taculty, and adminis-
trators. A representative sample of each group was administered ques-
tionnaires concerning the awareness of and attitudes toward the program
and 1ts goals. Results showed that a relatively large percentage of the
respondents were aware of the women's studies program, but fewer were
aware ot its specific goals. A majority were supportive of the program. A

47 59



relatively large percentage of taculty (60 percent) and administrators
considered women's studies a valid field of academic inquiry.

Tide: “Ettects of Women's Studies Courses on Women's
Attitudes and Goals”

- —Authore - EileenM-Carty  — 7T

Source: Educational Resources Information Center, ED 150 490*
Canty used o pre-, post-design with a comparison group. The experi-
rmental group consisted ot students in the Psychology of Women and
Psychology of Adolescence courses; comparison group students were
enrolled in Psychological Statistics. The measures were the Spence and
Helmreich Attitudes Toward Women Scale, the California Psychological
Inventory, Broverman’s Sex Role Stereotype Questionnaire, and a de-
tailed locally developed questionnaire. The results were that the ex-
perimental group had more liberal plans to combine marriage and Career
and to.delay marriage. Further, there were changes in attitudes roward
women's vocatonal, educational, and intellectual roles and toward
marital relationshaps.

Title: “Evaluating Women's Studies:
A Decision-Theoretic Approach

Authors: Marcia Guttentag, Lorelei R. Brush, Alice Ross Gold,
Marmie W. Mueller, Sheda Tobias, and
Marni Goldstein White

Source: Sigms, Vol. 3, No. 4, 1978

The article presents an introduction to the Multi-Attribute Utility
Decison-Theoretic (MAUT) model for conducting evaluation. The
authors argue that the MAUT approach to evaluation is more effective
tor evaluating women’s studies than traditional approaches for four
reasons. First, the MAUT model addresses such quéstions as, “How can
the program be improved’™ and “How can it best meet the program goals
ot students, taculry, and administrators?” Second, the model allows dif-
terent subgroups within a program to develop their own set of goals by
which they can judge program success. Third, the MAUT model enables
program personnel to change goals and/or means of achieving them at
any time during the evaluation process. Finally, 1t allows tor continuous
evaluation ot a program.

There are three major steps 1in the use .4 the MAUT model: “Stat-
g the program’s goals in the order of their prionty and assessing the
probability ot achieving them, Jdeveloping techniques to measure the
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degree to which the program achieves those goals, and collecting and
analyzing data generated by the administration of these measures.”

The following steps are involved in stating priorities.
[dentify all groups whose goals for the program should be evaluated.
ldentify the issues to be addressed by the evaluation.

Identify the action alternatives to be evaluated.

Specity the goals of each group identified in the first step.

Rank the goals in priority order. Each constituency that has specified
goals must agree on their importance.

Assign “importance weights" to each goal.

“Sum the importance weights, divide each . . . by the sum, and
multiply by 100.”

Judge the probability that each alternative can achieve each goal.
Calculate the total utility of each action alternative (the sum of the .
importance weight times the probability of success).

Measurement of goal achievement in the MAUT model conforms to
nor:nal standards of data gathering. Baysian statistics are used for data
analyses.

WY B e B e
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Title: **An Evaluation of a Women's Studies Program”
Authors: Sharon A. Shueman and William E. Sedlacek
Source: Joumal of NAWDAC, Fall 1977

The authors report on evaluation of the women’s studies program at the
University of Maryland, College Park. The evaluation emphasized input
variables (the structure of the program and a description of the students)
and output variables (short-term effects of the courses on attitudes and
selt-concepts). A comparison group was used. The measure included a
questionnaire on student demographics, goals, and experience, one on
student attitudes toward the course, the Bem Sex-Role Inventory, and
the Tennessee Selt-Concept Scale. The last two were used as pre- and
post-tests. Significant changes were found on items that indicated
awareness of sex roles but on no other items.

Title: “Final Evaluation of GCR 66: Images of Women in
Literature, University of Minnesota”

Authors: Patricia Davis et al.

Source: Educational Resources Information Center, ED 124 240*

Davis and her associates recount the history of the course and its eval-
uation the third tme it was offered. The history includes a discussion of
the development of the syllabus as well as of the evaluation. Instructors
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tor the course were primarnly responsible tor the evaluation but received
assistance tfrom the University's Research Center.

In developing the evaluation plan, the instructors clarified their
goals and objectives. The underlying evaluation questions were: (1) Did
the course meet 1ts objectives’ and (2) Were the students different from a
comparison group (those enrolled in “Man's Religious Beliefs?”). Using a
pre-, post-design, students were tested on their knowledge of women in
literature, the history of the women’s movement, and the contributions
of women to society as well as their attitudes toward women. The instru-
ments testing the knowledge objectives were developed locally, and a
standardized test was used to test attitudes toward women. In addition,
an open-ended questionnaire was developed to ascertain students’ expec-
tations of the course.

The tindings were generally positive and related to instruction.

Title: “Nurstng: A Fenunust Perspective”
Authors: Phyllis Knitek and Laurie Glass
Source: Nursng OQutlook, March 1978

The authors recount the development ot a course that was cross-listed in
the school of nursing and the office of women's studies. The course was
desned to bring a teminist perspective to bear on the nursing profession.
Topics included: history of the women'’s movement as related to nursing;
nurses ay women (soctalization, power, politics); sexism in health care;
strategies tor the tuture. The authors developed their own evaluation of
the counse. The evaluation included an assessment of student learning
(examinations arfd evaluatim of research projects), the Allport Study of
Values, a selt-developed evaluation tool, and student-written evaluations
ot tilms, lectures, discussions, and the instructors’ performance. Results
indicated that stiudents valued the course, believed they learned some-
thing trom 1t, and met their personal goals. Course evaluations were
posttive. The authors have used suggestions from the evaluations for
moditving and improving the course,

Title: “The Paradox ot Intention and Ettect: A Women's
Studies Course”

Authors: Loreler R, Brush, Alice Ross Gold, and
Marnt Goldstein Whaee

Source: N, Vol 3, No. 4, 1978

The authors report o comprehensive, long-term evaluation of “the
impact ot an inter-dsaphinary women's studies course on the seli-
concepts, sexcrole attitudes, and sexcrole stereotypes of the students



based on data gathered over a two-year period at a small liberal arts
college.” Two methods of data collection were used:.an open-ended
in-depth interview and pre-post administration of a questionnaire and of
a battery of tests (e.g., Minnesota Women's scale, Brovermari Sex-Role
Stereotype Scale, the Bem Sex-Role Inventory). Students in other
courses served as comparisons. The authors found that the in-depth
interviews yielded more interesting and worthwhile data. Results indicate
that while some students were deeply affected by the course, most
changes were small and varied from year to year. Students did become
more confident and able to defend their beliefs with information.

Title: “The Reported Impact of Women's Studies Courses
on Students’ Lives" '
Authors: Allana Cummings Elovson and Irene Cockroft
Source: Educational Resources Information Center, ED 160 944*

Elovson and Cockroft describe an innovative approach to measuring the
impact of women's studies courses on the lives of students—a type of
goal-free evaluation. They developed an open-ended survey instrument
with 23 questions that asked students to report the importance and
impact of women's courses on their lives. The major innovation was the
development of a scoring system that allows the coding of responses
regardless of the specific questions that triggered them. Ninety-three
percent of those surveyed reported positive impacts, including:

l. Increased confidence in and awareness of abilities;

Higher career aspirations;

Broadened perspectives on history and social issues;

Increased comprehension of political, economic, and social factors in
shaping human experience; _

Greater tolerance of those with different histories and value systems;
Increased desire to participate in and contribute to the study;

More questioning, analytical, and rational attitudesy

Less acceptance of exploitation and manipulation.

s
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Title: Seven Years Later: Women's Studies Programs in 1976
Author: Florence Howe

Source: National Advisory Council on Woimen's Educational
Programs, 1832 M Street, N.W., Washington, D.C. 20036

The review of women's studies programs was shaped by the following

questions.

I. What is the current state of mature women's studies programs with
respect to their faculties, students, curricula and classrooms, their
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internal governance structures and administrative relationships to the
universities in which they exist’

2. What has been the impact of these programs on their campuses and in
their wider communities’?

3. What dominant ssues and needs are critical to the tuture of women's
studies!

Huwe found that enrollments in women's studies were growing, that
. wi le variety and depth of courses were bemg, offered, and that there is a
“growing realization of institutional impact.”’
Howe concludes:

® That the tuture of women's studies will depend both on the ability of
its advocates to maintain their present high levels of energy, commit-
nent and direction, and on the ability of the institutions to make the
accommodations required not only by students, but also by faculty and
programs;

® That while the energy commitment and direction of the advocates are
abundantly present now, there are many who seek some stronger indi-
cators that the productive and exciting level of women's studies
teaching and scholarship is being provided or will be provided in the
tuture, with commensurate institutional rewards.

Title: “Women in Continuing Education”

Authors: Linda M. Rosenwood and Patricia Lunneborg

Source: Educational Resources Information Center, ED 067 997*

The authors sought to tind the effects of continuing education on
wonmen's selt-image, problem-solving abilities, and career orientation.
Participants 1n short, career-oriented workshops who later signed up for
courses were compared to those who did not. The instruments were
developed by the evaluators tor the affective measures, and a portion of
the University ot Washington entrance exam was used to test problem-
solving abilities. The only significant positive change was in self-esteen.
Although the authors cite some methodological flaws in their study, they
suggest that the program should reconsider both 1ts goals and methods.

Tide: “Women's Studies as Change Agent”
Authors: Ruth Scott, Ann Richards, and Marie Wade
Source:  Psvchology of Women Quarterly, Vol. 1, No. 4, Summer 1977

The authors repore a study of changes in attitudes toward women by those
enrolled in women's studies courses. Parnicipants in the study were en-
rotled in women's studies courses at a hiberal arts college and at a regiona!
CAampus of 4 state umiversiey. A comparison group conststed ot psychology
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students at the hberal ares college. The research instrument was the
Spence and Helmrewh Atttudes Toward Women Scale. Results showed
that attrtudes toward woriien became more hberal atter taking a women's
studies course while there was no change 1n the comparison group's
attitude.

27

Title: “Women's Studies ar Utah State University: A Proposal”
Author: Judith M. Gappa '
Source:  Educational Resources Information Center, ED 145 822*

.
The author reports in detal the process of developing a propusal for a
women's studies program. This process began with an on-campus needs
assesment and moved o a proposal for a full women's studies program.
The proposal included recommended evaluation procedures.

Gappa surveved taculty and students to determine how they viewed
changes i sex roles for the tuture and the eftectiveness of the curriculum
tor preparing students tor those roles. She also developed a complete list
of women's studies courses that were available or being developed on
campus: a4 hst of coures that could be revised to mnelude a women's
studies component and imdependent studies, research, and fieldwork
opportunities relating to women,

The next step in her process was to develop goals and objectives tor
a total program- —and the relevant evaluative approach. The remainder

ot this summury lises some ot those goals and objectives with examples of

Glappa's evaluation indicators.

GOAL L
Develop o sutticient number ot courses so students have the options of
clectives oran e studies coneeneratum of emphasts within liberal arts.
Objectives
A Coordinate existing otterings to avord Juplication.
Anuapated outcomens
Lo Total number ot courses offered cach academic year will be
evenhy disteibuted across quarters and will not meet at the same
nme, '
2 Enrollment wiil increase.
Mrovedioe Use g torm that can be completed trom rhe catalog and
chudes aspace to note unanticipated outcomen,
B Develop and inplement procedures for AUCCPUNYE NCW COUrses.
Anncipated owtgomes
L Proposed courses will tollow the procedures of the deparrment,
college, and educanional policy comnuttee,
- The women's studies coordinator will advise and assist.
Procedioe Use a worksheet that includes columns tor content, in-
structional stvle, student evaluanion, and faculey comments.
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C. Provide a variety of leaming experiences for students.
Anticipated outcome: 12-15 departments will oﬂer 50-60 credits in
Women's Studies. '
Procedure: Use the same worksheet as in B.

GOAL 1l:
Support etforts in all departments to improve curriculum with respect to
women so that objective, nonstereotyped material is presented.
Objectives
A. Increase research.
B. Disseminate material.
Undergo caretul department evaluation ot the quality of research and
curriculum ofterings.

GOAL 1L
Assist the Women's Center.

Goal 1V:

Encourage participation ot men

(The last three goals included the same categories of anticipated out-
comes and evaluation procedures as the tirst two.)

The article includes an excellent annotated bibliography.
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