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PREFACE

The Research on Evaluation Program is a Northwest Regional

Educational Laboratory project of research, developmeni, testing,
and tralnlng designed to create new evaluation methodologies for

use ln educatlon. Thls document lS one of a ‘series of papers and
scholars, and project collaborators—~all members og a cooperativé
network of colleagues working on the development of new
methodologies.

answered? These issues are addressed in thlsgpaper whlch lncludes
a description of three types of analysis (differentiation,

generic, and conditions) of use in dealing with corncept quesflons
in evaluation.

Nick L. Smith, Editor
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CONCEPT ANALYSIS IN EVALUATION

This paper is about thinking in relation to evaluation a.d
how to bring clarity to our thoughts: The techniques of corcept
analysis were established over forty years ago, and though they
have suffered from being tied too tightly to the apron strings of
certain Schools of modern philosophy, a great deal of headway has
been made since then. In a quiet way, they have caused Something
like a revolution in the aporoach to questions of a certain type;
namely concept questions.

Cornicept analysis can provide the evaluator with methods which
the evaluator can learn to use in answering many of the more
important and interesting questions which can be asked in
reiation o an evaluation. The importance of concept analysis to
evaluation has been little realized: General and abstract
questions cannot be tackled without the techniques of Concept
analysis in any but the most feeble and confused manner. It is
little realized that the techriques can be learned quite easily.

The paper begins by discussing the identification of concept

value questions. Following this, three strategies for concept

analysis are discussed in some detail. The paper ends with some

discussion of the use of concept maps in evaluations

Tha Relation of Concept Questions to

Fact, Technical, and Value Questions

questions in an evaluation? There are at least four major types

of questions asked in an evaluation: technical questions; fact

questions, value questions and concept questions. An evaluation

is designed to answer value guestions, and the other three types
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of questions have to be answered in order to answer the value
juestions: If a compensatory education program is to be
evaluated, the following are examples of the four types of
questions:

Technical question: How might the effect of the

compensatory education program be determined?

- ) ro ) o

Fact question: Does the compensatory education program

have an effect?

Value question: IS the compensatory education program
any good?

Concept question: Is compensatory education equivalent

to the promotion of equality of educational opportunity?

Technical questions are asked and answered on the way to
determining the answers to fact questions. Technical questions
are asked in relation to the design of an evaluation; and to the
data gathering technigues used. Typically; technical questions
are "how" questions.
world is needed to answer fact questions: The answers to value
questions and concept questions, and possibly to technical
questions, are matters of human choice which is not true for fact
questions. Value questions cannot be answered without reference

to the answers to certain fact questions.

"ought® or "should” which are also evaluative terms. Such
questions are prescriptive questions, i:e: questions asking what
to do. If some action ought to be taken, then it is either right
or desirable to take the action. A value question is a guestion
about some value object, e.g., compensatory education Programss:

While the answers to value questions are not dependent upon nor
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Concept questions are questions about meaning. In the above
example of a concept question; in order to answer the question
it is necessary to explicate the meaning of the concepts of
"compensatory education" and “equality of educational
opportunity:"” Explication of the meaning of concepts is known as
concept analysis. Concept analysis is not simply giving
definitions to the meanings of terms or looking up théir meanings
in dictionaries: Some philosophers claim that the analysis of a

different contexts, different thoughts which are possible with
concept (Gowin, 1979).

How are the four types of questions related? The aim of
evaluation is to answer questions of value, and to do this omne
needs the answers to questions of fact. Gathering facts requires
technique and, thus, the answers to technical questions. In the
»bove examples; the technical, fact and value questions included
the concept cf “"compensatory education." Unless one is clear
about this concept, one cannot answer the techrical, fact and
value questions.: Thus it is not only important to isolate the
concept questions but to deal with them first: Concept questions

It is only rarely that one is presented with a question of
concept in pure form such as in the example given aboves:
Consider the following two questions. Does Compensatory
education result in equality of educational opportunity? Is
compensatory education important for equality of educational
opportunity? The £irst question is a fact question and the
sscond question, a value quastion. In order to answer either of
these questions it is necessary first to carry out a conceptual
analysis to explicate the meaning of “"compensatory education” and
"equality of educational opportunity."” Thus; in order to answer

conceptual analysis be carried out first. Doing prior conceptual
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Consider the example: Suppose an evaluator said; "That is a
good prograii." We would probably want to ask, "What do you mean
by a good program?" This is a question of concept because we
want to know what counts as a "good progam." Yet it would be
wrong to say that we are asking for the meaning of the word
"good:" "Good" iS a very common word, which we use correctly
every day: It means, roughly, “to be commended" or “to be
dpproved" or "desirable." We know this already. Yet we still
ask; "What do you mean by a good program?” Questions of concept
are not concerned with the meaning of a word: Words do mot have
only one meaning. Indeed, in a sense they do not have a meaning
in their own right at all; but only in so far as people EééiEﬁéﬁ
in different waysS. It is better to say that we are concerned

with actual and possible uscs of words. That is why it is no use

lockaiig Uup the word in a c¢ictionargs It will not help when we
ask, "What do you mean, a good program?” What we are really
saying is, "What counts as a good program with you?" or; "what
are the criteria for a good program?” (Wilson, 196:)

Answering a concept question is not a matter of defining
terms. For the whole point of asking such questiois is that the
definition of these words is unclear. Or; we might rather say
that they do not have definitions, but only uses.

Concept questicns are not technical;,; fact or value
questions. Nor are they questions conrerwicd witn the meaning of
words, or the definitions of words. They are concerned with the
uses of words and with the criteria or principles by which those
uses are detemmined. |

It is describing when the concept applies, when it does
not, how its subtle nuances incline us to think one way
meaning it reqéivgg in different cotntexts, and how the
likenesses and differences between those contexts lead us
to orne or another iise of the concept (Green, 1971).



O

ERIC

Aruitoxt provided by Eic:

How doss concept analysis £it into the overall evaluation
design? Since the answers to value, fact, and technical
questions depend on the answers to concept questions, concept
analysis should be done very early in the evaluation. Concept
analysis should be done when the evaluation is being planned.

Who shoiuld do the concept analysis? The evaluator should be able
to do a concept analysis carrying out the instrictions given in
the rest of this paper: If funds were available and the
evaluation was a large one, a philosopher could be employed to

carry out the concept analysis.

Strategies of Concept Analysis

Sottis (1978) identified three basgic strategies for doing

generic-type analySis, and a conlitions-type analysis. The next

three types.

A Differentiation~Type Analysis

Making diStinctions is what this strategy is all about. The

strategy proceeds by asking such questions as, "What are the

To il..strats differentiation-type analysis, the concept of
"teaching” will bu analyzed.*
Step I Search for the Zominant standard uses of the concept by
Means of examples.
Te=ching is a practical activity like painting a room or
baking a cake. In order to discern the dominant standard uses of
the concept of "teaching," we might list what a teacher does.

i0°
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1. Explains 9. Laughs

2. Asks questions 10. Collects money

3. Evaluates 11. Motivates

4. Takes attendsnce 12. Consults with parents
5. Defines o . 13. Gives reasons

6. BAnswers questions 14: Demonstrates

7. Disciplines 15. Drinks coffee
8. Patrols the halls
We clearly could make a very long list if we wanted to. At
coffee," since a person other than a teacher also carries out
these activities. The fact that we can readily make a list of
what a teacher does means that we already know what teaching is.
Green (1971) states:
we already have in mind Some rough idea of what the
concept is. . . . the aim is not to invent some new.
concept or idea of teaching, or eVven to specify what
people ought to mean by "teaching.” The objective is
rather to stidy, clarify, and more thoroughly understand
the idea of teaching that we already have. (p. 3)
Step II  Intuitively classify or categorize the uses of the
concept into types.
teachers can be classified into three types: the logical acts.
the strategic acts and the institutional acts. The following is
Green's (1971, p- 4) classification:

The Logical Acts The Strategic Acts The Institutional Acts

Explaining Motivating Collecting money
Concluding Counseling Chaperoning
Inferring Evaluating Patrolling the hall
Giving reasons Piém:h}g,, ) Attending meetings
anassing evidence  Encouraging Taking attendance
Denionstrating Disciplining Keeping reports
Step III1 Search for distinguishing marks of each type which can
be used to clearly separate typess

The logical acts refer primarly to the element of thinking or

réasoning in the conduct of teachings The strategic acts have to

do with the teacher's plan or strategy and the ways material is

()}
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Institutional acts are those which are performed as a result of
the way the teacher's work is organized by the school as an
institution.

The institutional acts of teaching may go on independently of
the activity of teaching. Teaching does not require the
institutional arrangements associated with schools: Teaching can
occur between mother and daughter in the home. Quite typically,
a mother teaches a daughter cooking and sewing. There is no need
for the mother to collect money, patrol the halls, attend
meetings, and so on: Teaching may go on even when institutional
acts of teaching are hot going on. But this is not true for the
logical and strategic acts of teaching. The absence of the
against the view that teaching was going on.

The logical and strategic acts of teaching differ not only
from the institutional acts, but also from each other. Learning
cap take place without the logical acts of teaching. For
example, a teacher can give a good explanation of some concept;
but at the same time the students may not learn or understand the

for a graduate seminar. Thus it can be decided whether a logical
act is good without considering whether anyone learns from it.
by an evaluator on logical grounds. In contrast, performances of
the strategic acts of teaching are evaluated by their
consequences for learning. Logical acts and strategic acts are
evaiuated differentiy. Logical acts require a knowledge of the
methods of knowing. Strategic acts require a knowledge of human
behavior and motivation.
counter examples.

The typology wll be tested by looking at five examples of

teacher acts: questioning; defining, laughter, consulting

parents, and comparing. Questioning can be classified as a

ERIC
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strategic act because it refers to a way of directing students
during the course of teaching. Defining is a logical act because
it refers to reasoning in the conduct of teaching. Laughter does
not fall under any one of the types of teacher acts. Laughter is
not an act of reasoning or thinking (logical act), a way of
directing students (strategic act); or a way of performing which
is shaped by the school (institutional act). Laughter is just

typology. Other examples are sitting, walking, running, and
yawning: Can the typology be changed to accommodate such
examples? The answer is that it could, simply by adding an
"other® category. However, this "other" category is not
particularly useful in explicating the meaning of teaching.

Consuiting parents is an institutional act, since it is performed

School as an institution. Comparing is a logical act, since it
refers primarily to the element of thinking or reasoning in the
conduct of teaching.

This completes the four steps of doing a differentation type
concept analysis. The aim of differentiation-type analysis is to
ciarify and thus make more useful a concept by pointing to the
different basic meanings it has: The form the prior question
takes is "what are the basic senses of X?" First, seek examples
from ordinary language which will display different uses or
meanings of the term. The next step is to look for boundries
between different uses of the term and come up with a typology.
The next step is to search for distinguishing marks of each type
when it can be used to clearly separate types. Finally, these
distinguishing marks are tested and refined by means of examples
and counter examples until a useful set of basic uses or meanings

A Generic-Type Analysis

Generic~-type analysis is a means of clarifying a concept by
identifying its key characteristics: The analysis tries to

[« oI
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identify the general or generic characteristics of a concept.

an X (genus) and provide the criteria for distinguishing Xs from
non-Xs?" Differentiation-type analysis distinguishes among the

by an example taken from an evaluation. An evaluatsr was doing

training. There was a difference of opinion among the Staff over
whether teaching was a step-by-step procedure that could be
taught to student teachers or whether it was an art that could be
taught by emulation. The basic disagreement was summed up by the
question, "Is teaching a science?” In order to answer the
question, the evaluator carried out a concept analysis of the
question.
Step I  Isolate the conceptual question or questions from the
rest of the question.

It will be noticed that the question is a mixed question,
involving both the knowledge of the nature of teaching and an
understanding of the concept of science. We will deal with the
question of concept first.

Step IT Apply the following technigques to the concept.

A. Model cases. DPut forth an exemplary example of the
concepts--that is, an example which we are absolutely sure is an
instance of the concept, something of which we could say;, "Well,
if that isn't an example of so~and-so, then nothing is:"”

An exemplary model of a science is "the queen of the
Sciences,” physics. Physics has a logical structure going from
basic definitions to the formulation of géﬁérai laws.

B: Contrary cases. Put forth an example that is a contrary

A contrary example of science would be where Someone painted
a picture of a physicist at work. This activity is not like the
sciences but belongs to the arts.

9
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C. Related cas- s. Put forth an avample that is a related or

A related example to science is knowledge, though all
knowledge is not science. A more closely related example is
kniowledge of nature. However; such people as Wordsworth or
Constable or even farmers could be said to know nature. They
have factual knowledge; but they are mot able to frame laws and
hypotheses, and they do not do experimentss

D. Borderline cases. Put forth a case where we are not sure

that it is an example of the concept: The point of such cases is
to elucidate the nature of the concept by continually facing
ourselves with different cases which lie on the borderline of the
concept; what we might call odd or queer cases. By Seeing what
makes them odd or queer, we come to Se why the true cases are

not odd or queer; and hence what makes them true cases--what the
central criteria of the concept really are:

A borderiine case of science would be psychology.
Psychologists do frame laws and hypotheses and they do
experiments. However, it is still not certain that psychology is

a science; since it can be argued that psychology does not tell
us anything that we don't already know. another borderline
example is that of meteorology, or the predicting of the

weather:s Is it a science? It seems to depend on whether
meteorology can predict the weather better than the ordinary
human being. So prediction is an important criterion of science,
as are experiments, theories, and hypotheses.

E. Invented cases. Wilson (1963) states: "Sometimes it is

necessary to invent cases which are in practice quite outside our
ordinary experience, Siliply because our ordinary experiénce does
not provide us with enough different instances to clarify the
concept.” (p. 32)

Suppose I look into a crystal ball and predict accurately the
winner of the Kentucky Derby every year. Suppose I have no idea

all: Perhaps it would be if I added to the crystal ball some

10
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cquipment and did some experiments. Suppose I added a vast
amount of oquipment to the cyrstal ball, including wires and
tubes; would this make it science? No, since I had dressed the
ball to look like science: I had not arrived at my predictions
by reasoning and observation. The equipfient were not really
connected with my predictions. Some more criteria for science
are discernible. Firstly, the activity has to tell us more than
we aiready know: Secondly, it has to do this not by guesswork

but by observation, experiment, and the testing of hypotheses by

t: Concept questions are not asked in a

vacuum but are asked under particilar circumstances. The nature
of these circumstances is important for understanding the concept
question. We need to state or imagine, who would be likely to
when he or she would most likely make it.

in the case of "Is teaching a science?" we know the
circuistances surrounding the question. There was a difference
of opinion among the staff of a teacher training institution over

taught to student teachers or whether it was an art that could be

taught by emulations:
G. Underlying anxiety. Closely connected with the

importance of looking at the social context of a question or
Statements is the importance of looking at the mood or feelings
of the person(s) who makes it.

In relation to the guestion under consideration; there is an
anderiying anxiety that teaching might not be a science: There
is an implicit belief that if any activity is a science;, this
then increases the prestige of the activity. Those who answer in
the negative may be worried if teaching is taught as a science,

H. Practical results. Since Some conceptial gquestions have

fic right or wrong answer, we wonder if such questions have any

meaning or point to them at all. One way to get at the point or

11
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fieaning is to ask what would be the practical results in everyday
life if we answered, 'Yes " 5r "No" to the question.

If we answer "Yes" to the question "Is teaching a science?"
then teaching would involve an organized body of knowledge with
facts ana theories based on experimerts. There would be

professors of teaching, teachinq from textbooks on the science of
teaching. If we answer;, "No" to the question, then teacher
trainees cannot be taught teaching by laying down a step-by-step
procedure for carrying out teaching.

I. Results in language: Since words are not used without

iﬁbiéﬁit?, and it is not always possible to say what the,meaning

have to say, "Wéll, if you mean abe by so-and~so, then the answer

is this:; But if you mean Xyz; then the answer is that.” Wilson
(1963) states:

« + .« we have to look at the "results in language" when

choosing meanings for words or aelineating areas for

concepts: we have to pick the most useful criteria for

the concept. ThuS, when (but only when) we have analyzed

the concept and noted the whole wealth of possible

instances of it, we HHY often have to say at the end;

"amid all these possible meanings of the word sSo-~and-so,

it seems most sensible and useful to make it mean

such-and-such: for in this way we shall be able to use

the word to its fullest advantage.” (p. 37)

If we find that teaching satisfies some criteria of science
but not others; we might want to call it a science, even if this
means stretching the concept of science beyond its normal

limits. On the other hand, if teaching satisfies none of the

criteria, or only the less important ones; we have no reason to

extend the concept of scierice to include its

Step III Conduct a dialogue with yourself about the concept.
Ask yourself questions and answer them. Invent new cases

when that seems heipful. Go back to the application of the

technigues in the last step: The following is an interior

dialogue over the question; "Is teaching a science?"

What are the criteria for science? Firstly, a science

must be able to make predictions beyond that made by the

average man. Anybné can predict a storm from looking at

12
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the clouds. But for meteorology to be a science it must
be able to predict rain when the average man cannot

Since an average man may 5e able to guess correctly at

consistent manner.

Secondly, the predictién must be made on the basis of

some organized technigue, observation, reasoning or

experimient. On this basis one woald rule out crystal
ball gazing.

ThirdIy, an abIlIty to explain is a nec zssary criterion

of science. Toulmin (1961) states:
Forecasting, then, is a craft or technology, an
application of science rather than the kernel of
science itself. If a technique of forecasting is
successful, that i3 one more fact, which scientists
must try to explain, and may succeed in explaining:
Yet a novel and successful theory may lead to no
iiicrease in our forecasting skill; while;

alternatively, a successful forecastIng-technlque

may remain for centuries without any scientific
basis. (p- 36)

Take an exampie from early astronomy where there was a

high level of ability to predict but not to explain.

Early astronomy observed the stars and planets and

noticed that they move in certain reqular orbits over

certain time periods. By dint of constant observation,
but no theorizing about caiises, @arly astronomy was able
to predict accurately what planets will be in what part
of the sky at certain times. While science is expected
té be aﬁle to §redict, it i§ not an essential criterion

not an organized body of knowledge. It may draw on

concepts from psychology and socioclogy which are

organized bodies of knowledqe, but there are no

Step-by—-step teaching procedures which are based on

organized knowledge drawn from observation; experiment;
or theories. .

Is teachlng capable of making predictions? Teaching is a

practical activity which does not aim to make

predictions. A necessary criterion of a science is that

it has the ability to explain phenomena. Teachlng does

not aim to make explanations.

The question, "Is teaching a science?” might be taken to

mean, “Is teaching scientific?" That is, is teaching

based on scientific ideas and theories? Some ideas about

teaching are drawn from psychology and sociology, but the

ng B
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connections are rather loose. There is some déﬁﬁt
whether these are sciances, since they put forward
knowledge which is already possessed by the average man.

conclusion you are going to reach.
A. Science is more than the knowledge possessed by the
average man.
B. Science is an organized body of factual knowledge and

or aesthetic appreciation.
C. The criteria for science sesm to be:

1. The ability to predict with reasonable consistency
in areas where the ordinary man canaot do So.

2. The predictions must be firmly based on cbservation,
theories and experiments, in such a way that they can be seen to
issue from these.

3. The ability to explain phenomena.

D. Teaching is not a science, since none of the above
criteria are satisfied.

E. The question, "Is teaching a science?" might be phrased
as "Is teaching based on scientific fdeas and theories?”
However, teaching is o-ily loosely tied to scientific ideas and

A Conditions—Type Analysis

A generic-type analysis or a differentiation-type analysis
may not always Seem useful or possible. For example, model cases
from which to draw potential generic features do not seem to be
readily available. We may not be sure what would count as a
model case of "teaching," "explaining," or "understanding.” The
point of departure for a conditions-type analysis is to puzzile
over the context appropriate for the use of the concept and not
so much over its more acontextual generic meaning or its

different senses (Soltis, 1978).

1 19
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The form the conceptual question [of a conditions-type

analysis] takes is: "Under what conditions or under what

cxrcumstancés would it be true to say that X?" (e.g., to
say that someone knows something . . . .) The point of

the geﬁeral strategy of a condltlons—type analysis is to

try to identify the necessary and suffic1ent conditions

requlred to properly apply term X and to fésﬁ by example

concept 1; wztbheld. This helps Iocaté the need for

additional conditions (Soltls, 1978, p. 51):

A common problem in evaluation is to know what should count
as a case of successful learning and teaching of Some knowledge
that: Knowing that can be contrasted with knowing how. The

distincticn may be stated as a logical difference between knowing

facts or having information (that); and possessing skills; or

being able to perform certain operations (how). The following

are the steps of a conditions-type analysis applied to the
conceptual qaéétibﬁ: "Under what conditions or under what
circumstances wouid it be true to say that someone knows

Something?"

Step I Identify a good candidate for being a necessary
condition of X happeming ¢ X being present in a
§itﬁ5ti6ﬁ2

At least one condition that must hold for the ascription of
kriowledge to someone is that the proposition must be true.

Soitis (1978) states: "Truth is a fundamental condition Of

knowledge. Although I might be taught and; in fact; learn that

the earth is flat or that water boils at 0°C, such propositions

obviously do not constitute knowledge about the earth or about

the properties of water. "True knowledge" is a redundancy, fér
we only count as knowledge that which we also count as true.”
(p. 49) '
Step II By altering the context; try to find an example where
the condition holds, but X or Xing is not present.

One could alter the context to a case where a student made a
claim to know on the basis of making a lucky guess and being
right. The condition identified in Step I (i:e. the proposition

must be true) stiii holds but knowing is not present. Thus we

Lo
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have found an example where the condition holds, but knowing is

not present. |

Step III Revise or modify the condition to meet the context
problem or tease out from the altered context another
condition and test it.

We tease out a new condition that we need evidence of what
the student claims to know. In essence, this evidence condition
requires that the student back up his or her beliefs and provide
soile grounds or warrant for what he or she takes to be true. It
requires that the student provide reasons, evidence, or proof for
what the student asserts he or she knows. Pedagogically
speaking, we generally expect that students should learn what
constitutes adequate é@iaéﬁaé; good reasons; or reliable proofs
for some beliefs, so that they may be better prepared to acquire
knowledge on their own and, in the future, to test their own
knowledge claim and those of others (Soltis; 1978).

Step IV Test the necessity and sufficiency of the conditions
arrived at.

But what constitutes adeguate evidence or proof? It is not
enough to be in possession of the evidence. One must understand
explains this. Prior to the super sleuth's inevitable
announcement of the murderer's identity, all the clues, all the
evidence has been woven into the details of the story. The
reader has the evidence, but it takes the detective to pull it
all together in a persuasive pattern before the reader sees that
only the butler could have done it (Soltis; 1978). Thus the
condition that we need evidence of what the student claims to
know is not a sufficient condition.

This completes the discussion of the three types of concept
analysis: differentiation-tvpe, generic-type, and
conditions-type. Step by step procedures were given for each
type. It might be found in scme analyses that it is advantageous

to use two or mere of the types in combination.
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How to Choose Which Strategy to Apply

the natiure of the conceptual question being asked. Most of the
conc 3pt questions asked in an evaluation will require a
generic-type strategy. They will be of the form., "What is X?" or
"What is meant by X?" e:gs, "What is compensatory education?” or
What is meant by equality of educationai opportunity?” In other
words: "What are the basic features which make con; <nsatory
education a form of education and provide the criteria for
distinguishing compensatory education from non-compensatory
education?" Generic-type analysis is a means of clarifying a
concept by identifying its key characteristics.

distinctions; then a differentiation-type analysis i§ called

for. For example, the question, "What is the difference between
teaching and indoctrination?" requires oné to make distinctions
Letween different foxms of education: In differentiation-type
analysis we clarify and thus make more useful a concept by

pointing to the different basic meanings it has. The concept

question takes the form "What are the basic senses of X?" The
strategy is to seek examples from ordinary language which will
display different uses or meanings of the term.

A generic-type analysis or a differentiation-type analysis
may not always Seem useful or possible so that a conditions-type
analysis may be carried out: For example, model cases from which
available. An example of a conditions-type analysis question
is: "Under what conditions would it be triile to Say that Someone
knows something?" The purpose of a conditions-type analysis,
then, is to produce the set of necessary and sufficient
conditions for the proper application of a concept to any of its
many and varied instances. A generic-type analysis, on the other
hand, seeks to determine the essential characteristics of the

paradigmatic form of a concept (Soltis, 1978):
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| Concept Maps

Concept maps portray the conceptual structure of an -

evaluation study. Concept maps =laborate and make c-lear how the
concepts in an evaluation study are related to one another: A

concept map may be drawn after an evaluation is complete for the
purpose of carryihg out a meta-evaluation of the evaluation
study. Alternatively a concept map may be dzawn during the
planning stage of an evaluation ii order to clarify the

conceptual structure of the evaluation. In order to underuytand

what a concept map is; an example of one will be described.

Gowin (1979) has drawn a cbﬁcépt map for the evaluation sfuay

the Dé?éleEEﬁt of Skills and gbilities in Kiﬁdergarten
Children®. To understand the concept map it will be necessary to
give & brief descriptinon of Xaplan's study. The following
description was written by Kaplans

The purpose of thie study was £o assess whecher ths

children who participated in Project Head Start were

better prepared for kindergarten than those who did not

participate in regard to verbal communication, visual

discrimination and naming; and motor coordination _ _
skills. It was hypothesized that kindergarten chlldréh
ﬁhé §ertiéi§éted iﬁ ﬁréjeét ﬁeéd Stért ﬁeuld bé éﬁﬁéribr

gsentences, and ability to tell a story:; that they wou;d
be guperior in the visual discrimination and naming of
colors and shapes; and that they would be superior in
motor coordination skill, as measured by drawing figures,
coloring, cutting, and buttoning their clothing.

Thé subaects were seventy kindergarten children between

the ages of four and five who were identified on the
basis of whether or not they had garticipated in the Head
Start program during the summer of 1965. Thirty-five
children who had participated in this project were paxred

with thirtyﬂfive children who had not partxcxpated in the
project using gex, age, etbnic background, 1anguaqe

spoken in the home, age of siblings; and preschool

zxperience as the criteria.

The subjects were then compared with respec: to their

verbal communication abilities. They were asked to teii

everything they saw in a sample picture and to tell a

story about thai picture. They were rated according to
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the abillty to structure Sentences, story—telixng

ability, verbal fluericy, verbal usage, and enunciation.

The subaects in each _group were alsc compared in their

visual discrimination abilities: Four colors and three

shapes were presentei to each chifd who ﬁas then asked to

~ime each color and shape. The chlldren s productions

provided data to evaluate their cutting, coiorxng, and

drawing okills. The chlldren 's ability to button their
own clothing was also observed.

The present findings support the current view that
culturally deprived children benefit from pseschool
enrichment programs. It was suggested that future

research should further examine the values of preschool
compensatory programs and establlsh an apprcpriate

curriculum. Longitudinal studies are needed in order to

ascertain the long-term benefits of such a program.
(Millman & Gowin, 1972, pp. 37, 38)

Concept Map
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The concept map sShows the interconnection of concepts as they
were used in the evaluation study. The most general concepts are
put at the top of the page and there is a transition to the most
specific at the bottom of the page. AS one moves down the page,
the key concepts move toward actual events: In addition there is
a loss of abstraction, a gain in precision, and an increased
tikelihnod the events of interest will be trivialized by the
selection of indicators as they are operationally defined.

Doing a concept map helps to reveal the thinking and
reasoning behind a study. If the concept map is drawn during the
oslanning stage of an evaluation; the evaluator can determine
where his or her reasoning is weak or ineffective. It is
important to do this since the whole conduct of an evaluation iS
dependent on the reasoning behind the evaluation. Other examples
of concept maps are given by Gowin and Green (Note 1), and Lane
(Note 2).

When Should Concept Anaiysis be Used?

Constructing a concept map would be heilpful in clarifying the
reasoning and thinking which lurks behind an evaluation. Doing a
concept map causes the evaluator to examine and to be more
explicit about his or her thinking: A concept map will often
heip the evaluator discover flaws in his or her thinking and
reasoning. Thus it is recommended that a concept map would be an
aid to doing any evaluation.

When the questions in an evaluation contain abstract terms
then it is recommended that one of the three strategies of
concept analysis be carried out. Concept analysis is also needed
when people talk past each other using the same terms or when

different people interpret the same data differently.
The generic-type analysis was illustrated by an example of an
evaluation in which the concept question asked was "Is teaching a
science?” fThis example suggests the difficuity of such an
analysis and one needs to decide a pricri whether or not the

analysis is really warranted.
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Further Reading - -

For further details on concept analysis; thre books are

recomended. Thomas Green's (1971) book The Activitics of
Teaching contains examples of concept analysis. Chapter One

examines how concept analysis is carried out. It was from
Chapter One that the differentiation-type analysis given in this
paper was taken. John Wilson's (1963) book Thinking With

Concepts contains many examples of generic—type analysis. This

book was written for high school students and the exposition is

very clear. Jonas Soltis' (ié?é) book An Introdu

tional Concepts gives examples of each of the

three strategies for concept analysis.
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