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Report on the Revision of the CSE Evaluation Kit

CSE's Program Evaluation Kit is a set of books providing step-by-step
procedural guides to help people to conduct evaluations of educational
programs. Originally develiped under a grant with the National Institute
of Education and copyrighted in 1978, the Program Evaluation Kit is
published by Sage Puplications and includes the following eight books:

1. The Evaluator's Handbook serves as a organizing framework for tne
entire kit, taking the potential evaluator step-by-step through a generic
procedure for conducting focrmative and summative evaluations. It also
provides a directory to the rest of the kit. The introduction in chapter
one calls attention to critical issues in program evaluation. Chapter 2,
How to Play the Role of Formative Evaluator, describes th2 diversified job
responsibilities of this role. Chapters 3, 4, and 5 contain step-by-step
guides for organizing and accomplishing three types of evaluations:

° A formative evaluation calling for a close working relationship with
the staff during program installation and development (Chapter 3)

A standard summative evaluation based on measurement of achievement,
attitudes, and/or program implementation (Chapter 4)

A small axperiment, a prccedure most likely to be of interest to a
researcher or to the evaluator who wishes to either conduct pilot
tests o~ evaluate a program aimed toward a few measurable objectives
(Chapter 5)

The Hindbook concludes with a Master Index *o topics discussed throughout

the Kit.

“. How To Deal With Goals and Objectives provides advice about using goals

and objectives as methods for gathering opinions about what a program




should accomplish. The book then describes how to nrgani.e the evaluation
around them. It suggests ways to find or write goals and objectives,
reconcile objectives with standardized tests, and assign priorities to
objectives.

3. How To Design a Program Evaluation discusses the logic underlying the

use of research designs - including the ubiguitous pretest-posttest design
- and supplies step-by-step procedures for setting up experimental,
quasiexperimental, and time series designs to underpin the collection of
evaluation data. Six designs, including some unorthodox unes, are
discussed in detail. The book outlines the use of each design, from
initial choice of program participants to analysis and presentation of
results. Finally, it includes instructions about how to construct rancom
samples.

4. How To Measure Program Implementation presents step-by-step methods for

designing and using measurement instruments - examination of program
records, observations, and self-reports - to accurately describe how a
program lgoks in operation. The first chapter discusses why measuring
implementation is important and suggests several points of view from which
you might describe implementation, for instance, scrutinizing the
consistency ¢ the program with what was planned or writing a naturalistic
description free of such preconditions. Its second chapter is an outline
of the implementation section of an evaluation report.

5. How To Measure Attitudes should help the evaluator select or design

credible instruments for atcitude measurement. The book discusses problems
involved in measuring attitudes - including peoples' sensitivity about this
kind of measurement and the difticulty of establishing the reliability and

validity of individual mea<ures. It lists myriad sources of available
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attitude instruments and gives step-by-step instructions for developing
questionnaires, interviews, attitude rating scales, sociometric
instruments, and observations schedules. Finally, it suggests how to
analyze and report results from attitude measures.

6. How To Measure Achievement focuses primarily on the tests administered

for program evaluation. The book can be used in several ways. In case you
plan to purchase a test, it helps you find 2 published test to fit your
evaluation. To this effect, the book lists anthologies and evaluations of
existing norm- and criterion-referenced tests and supplies a Table for
Program-Test Comparison. The step-by-step procedure for completing this
table directs you to compute numerical indices of the match between a
particular test and the objectives of a program. If you want to censtruct
your own achievement tcst, the book presents an annotated guide to the vast
literature on test construction. Chapter 4 lists, as well, test item banks
and test development and scoring services. The final chapter describes how
to analyze and present achievement data to answer commonly-asked evaluation
questions.

7. How To Calculate Statistics is divided into three sections, each

dealing with an important function that statistics serves in evaluation:
summarizing scores through measures of central tendency and variability,
t sting for the significance of differences found among performances of
groups, and correlation. Detailed worksheets, ordinary language
explanations, and practical examples accompary each step-by-step
statistical procedure.

8. How To Present an Evaluation Ru.-~ort is designed to help you convey to

various audiences the information that has been collected during the course

of the evaluation. It contains an outline of a standard evaluation repert;




directions and hints for formal and informal, written and oral, reporting;

and model tables and graphs, collected from the Kit's design and
measurement books, for displaying and explaining data.

Over the years, the kit has been widely used in the field and has been
an important resource for training evaluators and for helping those charged
with evaluation responsibilities to ccmplete their tasks. In fact, over
150,006 units of the kit have been sold since it was first published.
Although the kit continues to oe distributed and to provide service, it has
been over ten years since it was first developed, and during that time the
field of evaluation has matured and changed considerably.

So too, the CSE evaluation kit needed to be changed to reflect these
many changes and to continue to provide an updated, easy to follow resource
for evaluation practitioners, a conclusion reached by jointly by CSE, its
advisors, and Sage Publications. Consequently, CSE requesied and received
permission from the NIE to use resources from the Research Into Practice
Project in partial support of the revision effort. This document describes
the efforts supported with NIE funds, including planning for the revision
and the development and/or revision of specific components.

Planning for the revision

A important component of the planning effort was the establishment of
an advisory committee to assure that the revision would accurately portray
evaluation theory and state of the art practice as it has evolvad over the
last fifteen years. Five individuals were approached and agreed to serve
in this advisory role. Each of these individuals has played a prominent
role both in conceptualizing the guiding theories and methodologies for the

field and in the conduct of evaluation practice. They include:
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Robert Boruch, Northwestern University
Ernie House, University of I1linois
Gene Glass, University of Colorado
Hichael Patton, University of Minnesota
Carol Weiss, University of Arizona

An advisory board meeting was convened to discuss potential revisions
to the kit. Consensus was researched on the need for the following
changes:
1. Evaluation Handbook: Provide orientation to how the fiel of
evaluation has changed over the last 10 years, moving from an emphasis on
mandated, external evaluations of federal and state-supported progrems to
concern with on-going, internal improvement-oriented evaiuations of Tceal
programs; from concentration on experimental, quantitative methods to a
consideration of more qualitative approaches; from near exclusive build-in
sensitivity to stakeholders and potential utilization throughout the
evaluation process, and to the influence of political and ethical issues.
2. How to Deal with Goals and Objectives: Change titie to "How to Define

1

Evaluation Goals" or "How to Define Your Role As Evaluator." A shortened,
substantially revised version of the current test would constitute only one
part of the new bork; other concerns to be dealt with would includ:
considering different poteantial purposes for the evaluation; framing
evaluating questions based on client needs and theoretical predispositions;
identifyiny and gathering input from a variety of stakeholders; setting
priorities, etc.

3. How to Design a Program Evaluation: Rewrite introduction to the

emergerice and credibility of more quaiitative approaches; refer reader to




qualitative methods hoox for design considerations foi* the qualitative
context.

4. How to Measure Program Implementation: Add brief overview of the
naturalistic research paradigm early in the book, spelling out the
definitions of and differences betw2en such things as iaturalistic
research, qualitative research, ethnographic research, responsive
evaluation, etc.; refocus and enlarge current characterization of
naturalistic/responsive observation, giving attention to important design
issues (2.g. a priori vs. a posteriori design); expaid discussion of
observation and of focused interviewing; include divcussion of data
reduction and analysis.

5. How to Measure Attitudes: Essentially OK as is; examples outside of
education may be helful; need exterral review.

6. How to Measure Achievement: Change title to "How to Measure
Performance." Current discussion of achievemen: measures would be expanded
to incluac rerformance measures and indicators in education and other
fields. Test would consider issues such as deciding what to measure;
sources and type of measures; selection criteria; procedures for
constructing measures.

7. How to Calculate Statistics: Essentially 0{ as is; may want to
consider adding more complex analysis strategies.

8. How to Present an Evaluation Report: Change vo "How to Communicate
Evaluation Findings" or "How to Report to Decisionmakers." [n addition to
dealing with how to write a report at the end of the project tnat is
sensitive to user needs, the book would be expanded to consider reporting

and ccmmunication needs throughout the evaluation process. Included would
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- be jdentification of target audiences and their information needs, analysis
of evaluation and program contaxt, formulation of strategies and timing for
communicating evaluation results.

9. How to conduct a Qualitative Study: A new addition to the kit series,
to include general orientation to qualitative strategies, guidelines on
when to use qualitative methods and step-by-step procedures for design,
observation, interviewing, and analyses and syntheses of data.

Development of Revised Manuscripts

Potential authors tc accomplish the changes identified above were
jidentified and contacted to determine their availability and interest. As
a result of these interactions, the following individuals agreed to take
responsibilities as follows:

1. Evaluation Handbook - Joan Herman & Merv Alkin (Editors for entire

revision)
2. how to Define Your Role as An Evaluator - Brian Stecher, ETS
3. How to Design a Program tvaluation = Joan Herman
4, How to Measure Program Implementation - Jean King, Tulane
University

5. How to Measure Performance - Joan Herman

6. How to Communicate Evaluation Findings - Phyilis Jacobson,
Fillmore Unified School District

7. How to Conduct A Qualitative Study - Michael Patton, University of

Minnesota
Of these revisions, drafts of #1-4 and 6 wi:re to be accomplished
within the grant period, with principal emphasis on the Evaluation

Handbook. Authors of each of these revisions were asked to prepare a

ERIC I




detailed cutline. After these outlines were reviewed by the series editors
and modified as necessary, a2uthors started their writing *asks. Drafts of
these manuscripts are appended ‘. the following sections. Please note that
the publishe; (SAGE) is not requiring new camera-ready copy for the
revisions. Therefore, in the interests of economy, ze-~“xed copies of

portions of the current kit are included within the appended manuscripts.




EVALUATION HANDBOOK

(DRAFT)

Hevision Editors: Joan Herman
Marv Alkin

December 6, 1985
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INTKODUCT ION

The Program Evaluation Kit is a set of books intended to assist people

who are conducting program evaluations. Its potential use is broad. The
kit may be an aid both to experienced evaluators and to those who are
encountering program evaluation for the first time. Each book critains
step-by~step procedural guides to help people gather, analyze, and
interpret information for almost any purpose, whether it be to survey
attitudes, observe a program in action, or measure outcomes in an elaborate
evaluation of a multi-faceted program. Examples are drawn from
educational, social service, and business settings.

In addition to suggesting step-by-step procedure:;, the kit also
explains concepts and vocabulary common to evaluation, making the kit
useful for training or staff development.

CUMPONENTS OF THE KIT

The Program Evaluation Kit consists of the following nine books, each

of which may be used independently of the others.

1. This, The Evaluater's Handbook, prcvides an overview of evalulation

activities and a directory to the rest of the kit. Chapter 1 suggests
an evaluation framework which is based upon common phases of program
development. Chapter 2 discusses things to consider when trying to
establish the parameters of an evalation. Chapter 3 presents specific
procedural agendas for conducting evaluations. Chapters 4, 5, and 6
contain specific guides for accomplishing three general types of
evaluations: A formative evaluation, a standard summative evaluation,

and a small experiment.
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The Handbook concludes with a Master Index to topics discussed

throughout the Kit.

2.

(84]
.

How to Define Your Role as an Evaluator provides advice about focusing

an evaluation, that is, deciding upon the major questions the
evaluation is intended to answer and identifying the principal audience
for the evaluation.

How to Design a Program Evalulation di'scusses the logic underlying the

use of research designs -- including the uiquitous pretest-posttest
design-- and supplies step-by-step proce “'res for setting up and
interpreting the results from experimental, quasi-experimental, and
time series designs. Six designs, including some unorthodox ones, are
discussed in detail. Finally, the book includes instructions about how
to censtruct random samples.

How to Use Qualitative Methods in Program Evaluation explains the basic

assumptions underlying qualitative procedures and suggests the most
appropriate situations for using qualitative designs in cvaluations.
{To be revised upon review of Michael Patton's manuscript).

How to Measure Program Implementation presents methods for designing

and using measurement instruments --examination of program records,
observations, and self-reports -- to accurately describe how a program
looks in operation. (To be revised upon completion of (l~2an King's
manuscript.

how to Measure Attitudes should help an evaluator select or design

credible instruments to measure attitudes. The book discusses probiers

involved in measuring attitudes, including peoples' sensitivity about

16



I T ——————————SS

this kind of measurement and the difficulty of establishing the
reliability ard validity of individual measures. It lists myriad
sources of available attitude instruments and gives precise
instructions for developing questionnaires, interviews, attitude rating
scales, sociometric instruments, and observation schedules. Finally,
it suggests how to anlayze and report results from attitude measures.

7. How to Measure Performance (complete the descsription upon review of

the manuscript).

8. How to Calculate Statistics is divided into three sections, each

dealirg with an importnat function that statistics serves in
evaluation: summarizing scores thrcugh measures of central tendency
and variability, testing for the significance of differences found
among performances of groups, and correlation. Detailed worksheets,
non-technical explanations, and practical examples accompany each
statistical procedure. (This may be revised based upon Gene Glass's
suggestions. )

9. How to Prasent tvaluation Findings is designed to help evaluator convey

to various audiences the information that has been collectaed during
the course of the evaluation. It contains an outline of a standard
evaluation report, directions for written and oral reporting, and model
tables and graphs.
KIT VOCABULARY
For those who have had little experience with evalulation, it might be
nelpful *o review a few basic terms which are used repeatcdly throughout

the Program Evaluation Kit. A PROGRAM anything you try because y.u think




it will have an effect. A program might be something tangible such as a
set of curriculum materials or a procedure, like the distribution of
financial aid or an arrangement of roles and responsibilities, such as the
reshuffling of adn - *rative staff. A program might be a new kind of
scheduling, like a four day work week; or it might be a series of
activities designed to improve workers attitudes about their jobs. A
program is anything definable and repeatable.

When you EVALUATE a program, you systematically collect information
about how the program operates about the effects it mey be having and/or to
answer other questions of interest sometimes the information collected is
used to make decisions about the program, for example, how to improve it,
whether .. expand it, or whether to discontinue it. Sometimes evaluation
informatic~ has only indirect influence on decisions, sometimes it is
ignored altogether. Regardless of hew it is ultimately used, program
evaluation requires the collection of valid, credible information about a
program in a manner that makes it potentially useful.

Generally an evaluation has a SPONSOR. This is the individual or the
organization who requests the evaluation and usually pays for it. If the
members of a school board request an evalvation, they are the sponsors. If
a federal agenc. -equires an @valuation, the agency is the sponsor.

Evaluations always have AUDIENCES. An evaluation's findings are of
course reported to sponsors, but there might be other People interested n
or directly affected by the findings. A common audience for information
collecterd during program develoment might consist of program planners,

managers, and staff who run the program. Ansther audience might be the
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recipients of the services or products; for example, studcnts, parents, or
customers. If the program will be expanded to additional sites, or if it
is reported in widely circulated publications, then che broader scientific,
educatioral, public service or business community comprises an evaluation
audience. In short, audiences are the groups that you will have to keep

in mind as you conduct the evaluation. If your audiences share a common
point-of-view about the program or are likely to find the same evaluation
information credible, consider yourself lucky. This is not always the
case.

For some evaluations, of course, the roles of evaluator, »ponsor, and
audience are all played by the same people. If teachers or managers decice
to evaluate their own programs they will be at once the sponsors, the
audience, the program managers, and the evaluators. Although the kit
treats these roles as distinct, it is understood that people sometimes fill
overlapping functions.

One decision that an evluator makes affects the credibility of the
evaluation for many audiences. This is the selection of an EVALUATION
DESIGN, a plan determining what individuals or groups will participate in
the evaluation, what types of data will be collected and when evaluation
instruments or measures wi.l be administered and to whom. The instruments
could include tests, questionnaires, observations, interviews, inspections
of records, etc.) The design provides a basis for better understanding the

program ana its effects. More traditional quantitative designs focus

primarily on measuring program results and comparing them to a standard.

Such comparisons (including other programs) give some perspective about the
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magnitude of a program's effect and helps the evaluator and relevant
audiences determine whether it indeed is the program which brings about

particular cutcomes. In contrast, newer quaiitative designs focus on

describing the program in depth and on better understanding the meaning and
nature of its operations and effects.

The focus of the Program Evaluation Kit is the collection, analysis,

and reporting of valid, credible information which can have some

constructive impact on program Jecisionmaking.




CHAPTER I

ESTABLISHING THE PARAMETERS OF AN EVALUAT:ON

AN EVALUATIUN FRAMEWORK

Literature in the changing field of program evaluation has been marked
by various evaluation models which serve to conceptualize the field and to
draw boundaries on the evalutor's role. Descriptions of some of the more
prominent educational evaluation models appear in Table 1. If you plan to
spend considerable time working as an evaluator, the references in this

table and the readings listed ir :he For Further Reading section at the end

of the chapter should help you catch up on what evaluators have said about
their craft.

This kit has drawn its prescriptions about how to conduct program
evaiuations from most of the models in Table 1. Each model is appropriate
to a particular set of circumstances and since the kit's purpose is to help
you decide what to do in different situations, its advice is eclectic,
borrowed from various models.

Most of the evaluation meda2ls described in Table 1 outline the
technical procedures their proponents believe should be followed in
evaluations; some also consiuer the socio-political factors which need to
be considered. The Program Evaluation Kit 2iso shows this dual concern.
It focuses not only on how to accomplish the technical requirements of an
evaluation but also on how to structure the evaluation to facilitate the
use and impact of its findings. This pragmatic perspective reflects a

common observation that evaluation since the early 1960's has been grossly

underutilized.




Early evaluation m'dels reflected a general optimism that sysiematic,
scientific procedurec would deliver unequivocal evidence of program success
or failure. "Hard data" couid provide both sound information for planning
more effective programs and a raticna. basis for educational
decisionmaking. It was assumed that clear caise-effect relationships could
be established between programs and their outccmes and that program
variables could be manipulated to veach desired effects. In light of these
hopes, thousands of evaluations were conducted throughout the 1960's and
1970's. lUnfortunately, most of these evaluations did not have the expected
impact, and many have questioned whether these evaluations had any impact
at all. Believing in the potential contribution of their work to
educational planning and policy, evaluators became concerned about how to
have their findings used and not simply filed. Af the sare time, they came
to realize that all social = "grams are not discrete entities with easily
recognizable stages in a predetermired p. .cess of natural development.
Programs are often amorphous, complex mobilizations of human activities and
resources, embedded in political and social networks. It is a rare progran
which exists in hermeticaily sealed isolation, perfectly appropriate for
scientific measurement and duplication.

The Program Evaluation Kit reflects the need for a flexible approach
that considers the ccmplex environment in which a program exists as well as
the purpose and context of its evaluation. An evaluator must be aware of
the decision-making context within which the evaluation is to occur. She
must consider the perceptions and expectations of various audiences, the
developmental phase of the program under investigation, as well as the

technical issue of which methodology to use in gathering data.




Evaluations are quite situation specific, but some generalizations or
rules of thumb can be offered about how to conduct them. The following
sections will explain four general phases during the life of a program
when evaluations are commonly conducted. The phases are certainly not
clearly separate. They quite often overlap, and some programs skip certain
phases entirely. The evaluation. during each phase differ according to
their primary audiences, according to the decisions which sponsors will
have to make, according to the timing of data collection and reporting, and
according to the general relationship of the evaluator to the program
during the course of the evaluation.

Program Initiation

Early in the development of a program, sponsors, managers, and
planners consider the goals they hope to accomplish through program
activities, and identify the needs and/or problems that a program is
supposed to redress. Formally or informally, every program, in fact, goes
thirough some kind of needs assessment even though it may not be obvious
whose needs are being defined nor that the process is very rigorous.

In some cases, the needs are simply assumed, and planners proceed to
structure activities accordingly. At other times, the sponsor or funding
agency more or less declares a need by making money availatle for programs
aimed at general goals. Sometimes, however, a systematic effort is made to
verify that perceived neeas actually exist, to priortize their importance
and/or to identify specific underlying problems. If a school program is
intended as a response to ccemmurity needs, for example, and evaluator

conducting a needs assessment may gather information broadly from parents,




teachers, students, and a sample of the broader community. Similarly in
trying to help structure a progran to increase staff mcrale, 4n evaluator
may observe closely and broadly suivey employees, their supervisors,
experts, and others in order to uncover the source of the morale problem
and its potential solution. Such formal needs assessments of ten try to
gather input from a broad range of sources. Sometimes, however, a more
restricted approach is pre ¢rable, e.g., where needs are very specialized
or highly technical. In such cases, an evaluator might only solicit the
opinions of experts.

The point is that programs are often initiated in response to critical
needs, to achieve high priority goals, or to solve existing problems.

Program Planning

A second phase in the 1ife of a program is its planning. Ideally, a
program is designed to meet the highest priority goals established by a
needs assessment. At times, the r 2d to reach certain goals will prompt .
planners to cesign a new program from scratch, putting together materials,
activities, and administrative arrangements that have not been tried
before. Other situations will require that they purchase and install, or
moderately adapt an already existing program. Both situaticns qualify as
program planning -- something that has not occurred previously in the
setting is created for the purose of meeting desired goals. During this
phase, controlled pilot testing and field tests can be used to determine
the effectiveness and feasibility of alternative methods of addressing
primary needs and goals. While it is desirable, at this point, to

establish plans for conducting evaluations, practice rarely meets this

ideal.




Program Implementation

The third phase occurs as the program is being installed. Suppose,
for example, that urban planners want to try ou® a new management
information system. Purchases are made, boxes delivered, and training
planned. This will be the first year of the new system. Ideally, the
program's sponsors should give the new system a chance to make mistakes,
solve problems, and reach the point where it is running smoothly beTore
they decide how good or bad it is. A1l the time a program is in this
implementation stage, subject to trial and error, the staff is trying to
operationalize it suitably and revise it as necessary to meet their
particular situation. Evaluations during this phase need to be formative,
that is, seeking to describe hcw the program is operating and to suggest

ways to improve it. Formative evaluation can take many forms such as

special surveys of program services, enthnographic studies, or analyses of
administrative records to determine how the program actually operates. In
this formative case, the evaluator may work very closely with the program
staff and report both formally and informally about findings as they
emerge.

Program Accountability

When a program has become estiablished with a permanent budget and an
organizational niche, it might be time to question its overall impact.
Judgments may need to be made about whether or not to continue the progrem,
whether it should be expanded, and whether it might be used to other
sites. DOuring this phase, the evaluaticn is summative and it is of most

direct concern to program policy mak.-"s.
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Ideally, because the summative evaluato, represents the interests of
the sponsor and the broader community, he should try not to interfere with
program operations. The summative evaluator's function is not to work with
the staff and suggest improvements while the program is running, but rather
to ccllect data and write a summary veport showing what the program looks
like and what has been achieved. Such ideal detachment, however, is rarely
possible and even the most detached findings can serve a useful formative
purpose. Evaluators, in fact, are often expected to serve both formative
and summative functions, seeking to contribute to program improvement and
to provide summary judgements of program worth. Such expectations must be
approached cautiously as some objectivity may be lost if a summative
evaluator scrutinizes a program in which she has developed a personal

stake.

In recent years, organizations have turned more and more toward hiring
evaluators who are permanent members of the staff. These internal
evaluators generally perform formative functions. They are often an
adjunct to managemenrt, working to increase organizational efficiency and
effectiveness on a regular basis., However, care must be taken that the
evaluator, regardless of where or how he is employed, maintain
integrity, objectivity, and an appropriate sense of differentiation.
CONCEPTUALIZING THE EVALUATION

"We'd Letter have an evaluation of Program X," someone coulus decide

and then appoint you to carry ou* that decision. Proceed with this

caution:




Your first act in response to this assignment should be to find out

- what evaluation means in this instance. Find vut what is expected.

What ° formation will the evaluation be expected to provide? Does the

snonsor or another audience want more information than you can

Lossibly provide? Dn thay want definitive statements that you will

not be able to make? Do they want you to take on an agnostic or

advocat2 roie toward the program that you cannot in good conscience
assure?

Failure to »each a common understanding about the exact nature of the
evaluation could lead to wasted money and effor¢, frustration, and acrimony
if sponsors feel they did not get what they expected. Step one in any
evaluation is to negotiate!

Immediately after accepting the assignment, try to get a clear picture
of what you will be expected t do. This conceptualization will have six
major considerations, each negotiated with the sponsor and the audiences:

1. A decision about what people really want when they say they

want an ~valuation.

2. Identification of what the audience- will accept as credibie
information.

3. Choice of a reporting style. This may include the extent to which
you report quantitative or qualitative information, whether you
will write technical reports, brief notes, or confer with the
staff, aad the timing of important reports.

4, Determination of a general technical approach based upon
information and credibility needs.

. 5. A decision of what to measure an  or gather information about.




6. Uelineation of what you can accomplish within the constraints of
the evaluation's budget and political situation.
Each of these six considerations will be discussed in more detail
below.

Determining What People Really Want
When They Say 1hey Want an tvaiuation

The sponsor who commissions the investigation might have in mind any
one of several %inds of activities that could be called evaluations. They
are all closely related, and in some cases more than one my be required
for a single project. In general, the activities may be rJassified loosely
in.o fiv. types of evaluations based upon th-. ultimate use of the
findings. A request for an evalution may actually be a charge to collect
information:
*  To conduct a needs assessment. -
* To describe what a program looks like in operation.
This is an implementation evaluation.

*  To measure whether goals have been achieved.

*  To help managers plan the program and keep it running smoothly.
This is a formative evaluation.

* To help the sponsor and others in authority decide the program's

ultimate fate. This is a summative evaluation.

Fach of these activities requires a somewhat different approach and
various amounts of time and money, so it is crucial that the sponsor's
primary purposes for having the evaluation done be made as clear as

possible. How will the findings be put to use? Who is the main audience?

At what general stage in the development of the program is the evaluation »




taking place? Through freguent interactions with the sponsor early in the
study, identify and focus the relevant evaluation questions.

The boxes on pages --- to =--- describe the five kinds of
investigations usually conducted under the title evaluation. Each is
characterized by the types of questions which the sponsor and the evaluator
might typicaiy consider, by the general activities that could be expected
to occur, and by the decisions that might be affected. Note that
recommendations for conducting formative and summative evaluations
encompass the activities required for needs assessment, program
implementation evaluation, and assessment of goal achievement. The Program

Evaluation Kit contains enough information to help you perform any of the

five types.
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CHART 1 NEEDS ASSESSMENT

(A1so called an Organizational Review)

Significant questions for sponsors and evaluators:

*Yhat are the goals of the organization?
*yhat should the program(s) try to accomplish?

Can goal priorities be determined?

Is there agreement on the go s from all groups?

To what extent are goals being met?

What in the organization is succeeding or failing?

Is there a need to establish new programs or to revise
old ones based upon identified needs?

The evaluator might discover that the aim of the evaluation is neither
to decide between continuing or dropping a program nor to develop detailed
activities to impiove a program as it proceeds. Rather, a sponsor wants to
discover problem arcas in the current situation which micht eventuaily be
remedied. A needs assessment often precades specific program planning and
can be used to re-examine existing goals and/or to make implicit goals mcre
explicit.

Decisions and actiens 1ikely to follow & needs assessment

The decisions following a needs assessment usually involve allocation
of resources to meet high priority needs. New programs may be planned or
old ones revised to address the identified needs. The survey of needs is

itse1f the end product in this type of evaluation, unlike a formative

JuU




evaluation, where the eviluator works with the organizational staff to

improve icentified weaknesses during the course of the investidation. .

Kit components of greatest relevance:

How to Define Your Role as an Evaluator
How to Measure Achievement
How to Measure Attitudes

How to Measure Program Implementation

{To be revised upon revision of kit components)




CHART 2 PROGRAM IMPLEMENTATION EVALUATION

: (A1so called a Program Documentation)

Significant questions for sponsors and evaluators:

*What is happening in Program X?

*Is the program being implemented according to plan?

*What do participants in the program experience?

How many and which participants and staff are taking part?

What is a typical schedule of activities?

How are time, money, and pe:sonnel allocated?

How much does the program vary from one site to another?
Activities:

A description of program implementation focuses on the activities,
materials, and administrative arrangements that comprise a program. It
does not includde an examination of the results of program activities as
would a formative or a summative evaluation. The audience wants a
description of who is doing what in the program or of how a requirement has
been interpreted by the program planners and developers across sites. Be
sure to make it clear that program activities will not be related to
outcomes. For many audiences, a description of what is taking place is
sufficient information for making decisions about the program. This is
particularly true when the program is designed to reflect a philosophy of
how organizations should be run in order to acheive long-term goals.

Decisions and actions likely to follow an implementation study:

The information from the evaiuation may be included in a larger

formative or summative investigation. Sponsors are likely to judge the




program on the basis of whether or not they think the activities occurring

are valuable in themselves or would probably be effective in acnieving

other goals.

Kit components of greatest relevarce

How to Measure Program Implementation
How to Design a Qualitative Evaluation

(To be revised when the kit components are revised)



CHART 3 MEASUREMENYT OF GOAL ACHIEYEMENT

Significant questions for sponsors and evaluators:

*Is Program X meeting its goals?

*Is the program meeting its goals?

How can goal attainnsent be measured most credibly?
Activities:

The evaluator attempts only to measure the extent to which the
program's highest priority goals are being achieved. It is important to
emphasize that you will not be able to state whether the program alone is
responsible for the observed results and certainly not whether some other
program would have been better. Even though looking at goal achievement
alone usually provides a poor basis for judging a program's comparacive
merits, your result~ can still be of some use. Determining the extent to
which achievement matches a set of carefully considered standards does give
a basis for at least tentative conclusions about the program's quality.

Decisions and actions 1ike™ to follow measures of goal achievement:

Planners may choose to reconsider goals and to focus program
activities more appropriately to achieve significant goals. The
information from this type of evaluation might be used in a more extended
formative or summative investigation.

Kit components of greatest relevance:

How to Measure Achievement
How to Measure Attitudes

(To be revised when kit components are revised)
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CHART 4 FORMATIVE EVALUATION

Significant questions for sponsors and evaluators:

*How can the program be improved as it develops?
what are tne program's goals and objectives?
What are the program's most important characteristics-materials,
activities, administrative arrangements?
How are the program activities supposed o lead to attainment of the
objectives?
Are the program's important characteristics being implemented?
Are they leading to achievement of the objectives?
What adjustments in the program might lead to the attainment of the
objectives?
Which activities are best for each objective?
Are some better suited to certain participants?
What measures and designs could be recommended for use during a
summative evaluation of the program?

Activities:
Formative evaluation encompasses the thousand-and one Jjobs connected
with providing information for the staff to get the program running
smoothly. It might even include conducting a needs assessment.,
Cercainly it will involve some attention to monitoring program
implementation and achievement of goals. In order to improve a
program, it will be necessary to understand how well a program is

moving toward its objectives so that changes can be made in the

o
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program's components. Formative evaluation is time-consuming because
it requires becoming familiar with multiple aspects of a program and
providing program personnel with information and insights to help them
improve it. Before launching into formative evaluation, make sure
that their is actually a chance of making changes for improvement - if
a0 such possibility exists, formati2 evaluation is not appropriate.

Decisions and actions likely to follow a formative evaluation:

As a result of formati:2 evaluation, revisions can be made in the
materials, activities, and organization of the program. These
adjustments are made throughout the course of the evaluation.

Kit components of greatest relevance:

A1l of them.



CHART 5 SUMMATIVE EVALUATION

Significant questions for sponsors and evaluato.s:

*Is Program X worth continuing or expanding, or should it be
discontinued?
What are Program X's most important characteristics (materials,
activitias, administrative arrangements, etc.)?
Do the activities lead to goal achievement?
What programs are available as alternatives to Program X?
How effective is Program X in comparison with alternatives?
How costly is the program?
Activities:

The goal of summative evai ion is to collect and to present
information needed for summary statemerts and judgments of the program and
its value. The evaluator should try to provide a basis against which to
compare the program's accomplishments. One might contrast the program's
effects and costs with those produced by an alternative program that aims
toward the same goals. In situations where such a comparison is not
possible, participants' performance might be compared with a group
receiving no such program at all. The standard for comparison might come
from the norms of achievement tests or from a comparison of program results
with the goals identified by the program designers of the community at
large.

In some instances, summative evaluation is not appropriate. A summary

statement should not be written, for instance, about a program that has not




been in existence long enough to be fully developed. The more a program

has clear and measurable goals and consistent repiicable materials,
organization, and activities, the more suited it is for a summative

evaluation.

Decisions and actions likely to follow a summative evaluation:

Decision makers may use information from summative evaluatious to help
them decide whether to continue or to discontinue a program or whether to
expand it or reduce it.

Kit components of greatest relevance:

A1l of them.
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What Will Be Accepted as Credible?

In addition to finding out what your audiences want to know, you will
need to discover what they will accept as credible information. The
credibility of the evaluation will, of course, be influenced by your own
credibility, a judgment that will be based un your perceived competence as
well as your personal style. For some, your perceived competence in
technical skills or in reporting may be most important. For others, your
expertise in program subject matter may be a primary consideration. The
audience will be less skeptical if they are confident you know what you are
doing. A skilled evaluator also has excellent interpersonal skills and is
able to nurture trust and rapport with various users and audiences.

Your audiences' willingness to accept without question what you report
will be based on other criteria as well. For one thing, they will take
account of your allegiances. An evaluator must be perceived as free to
find fault -- whether or not she does. This mezans that you should not be
constrained by friendship, professional relations, or the desire to receive
future evaluation jobs. In addition, audiences will believe what the
evaluator reports to the extent that they see her as representing
themselves. The program staff, for instance, may be suspicious of a
formative evaluator who will write a summary report at year's end to the
funding agency. The agency, on the other hand, will read report
suspiciously if it suspects that the evaluator's formative work has put her

on "their side." Because of these credibility problems, evaluators with
ambiguous formative-summative job descriptions have to arrive at a

determination of their primary audience through neqotiation.




Another determiner of how seriously the -udience listens to your
results is the method you use for gathering information. Methods of data
gathering include the evaluation design; the instruments administered; the
people selected for testing, questioning, or observation; and the times at
which measurements are made. The specific methods you select will depend
on whether you and your audience favor more quantitative or more
qualitative approaches to the evaluation. When you choose a general
approach, select instruments and designs, or construct a sampling plan,
remember this: You cannot count on your audience tc accept as credible the
same sorts of evidence that you consider most acceptable. People are
usually skeptical, for instance, of arguments they do not understand. You
might have noticed that when reports filled with complicated data analysis
are presented, people stay quiet until a few experts have given their
opinions. Then everyone discusses the opinions of the experts.

Unless your audience expects complex analyses, ysu should keep your
data gathering and analyses straightforward. Think of yourself as a
surrogate, delegated to gather and digest information that your audience
would gather on its own, were it able. Keep a few representative members
of the evaluation; audience in mind, and ask yourself periodically: "Will
Mr. Carson see the value in collecting this data or in doing this
analysis?" A good way to find out, of course, is to ask Mr. Carson.

Remember, as well, that the general public tends to place more faith
in opinions and anecdotes than do researchers -- at least usually. If you
plan to collect a large amount of hard data, you will have to educate

people about what it means.



Deciding on Reporting Requirements and Style

Why worry about reporting when you're conceptuaiizing your evaluation
project? First, because each formal report requires time to write ana
produce, reporting can have important implications for the project budget,
particularly if different reports are tc be produced to meet the needs of
different audiences. Formal reports., too, are only part of .hat is
required to hel. assure a useful project: reg~rting, both formal and
informal varieties, shouid be an on=goi' 1 process Ciring tha 1ife of an
evaluation, not just an erd of project product.

A second reason for considering reporting requirements za, 1y is tneir
intluence on the methodology and impact of the evaluation. How renorts are
perceived by their potential audiences, the credibility of the evidence
presented and the rersuasiveness of findings and conclusions is dependent
not only on what is presented but on how it is presrnted as well. What

kinds of reports are desired? Preferred repocting style is ayplicable

here. It cefers to the relative weight a report gives to quantitative arnd
to qualit ..ve data and the degree of formality with which the report is
delivered. Do the report audiences, for example, prefer evidence in the
form of tatles of means, percentages, etc., in the form of charts and
graphs, and/cr i che form of characteristic anecdotes? Such praferences
need to be articulated and negotiated early in the planning process. (The

it book, How to Communicate Evaluation Find.ngs, should be of help to vou

as you negotiate a repor-ing strategy.)

Determining the General Evaluation Approach

Part of what determines the credibility of ar evaluation, as mentioned

above, is the credibility of the technical approach -- the credibility of



the design, methods, measures etc. that are utilized for answering the
questions of interest in tlie evaluation. How do you choose an appropriate
technical approach? The answer lies in the interplay between the
evaluator's predispositions, client preferences, and most importantly the
information needs of the evaluation.

Quantitative Approaches

You are probably aware that technical approaches are often
dichotomized into two general categories: Quantitative approaches and
qualitative approaches. Quantitative approaches have been mdst prevalent
historically in evaluation studies, particularly in evaluation studies
intended to measure program effects. Quantitative approaches are concerned
primarily with measuring a finite number pre-specified outcomes, with
judging effects and with attributing cause by comparing the results of suzh
measurements in various programs of interest, anu with generalizing the
results of the measurements and the comparisons to the population as a
whole. The emphasis is on measuring, summarizing, aggregating and
comparing measurements, and on deriving meaning from quantitative
analyses. (Quantitative approaches also may bDe used in =ating,
classifying, and quantifying particular pre-defined aspects of program
operat.uns.) Such approaches utilize experimental designs, require the use
of control groups, and are particularly important when program
effectiveness is the primary evaluation issue

The Importance of Design and Control Groups in Quantitative Approaches

Why are designs and control groups so important? You probably already

know a bit about design -- that it involves assignment of students or



classrooms to programs, and to comparison or control groups. The purgose
of this discussion is to present you with the logic underlying the need for
good design in evaluations where you want to show that there is a
relationship between program activities and outcomes.

First consider the common before and after design. In the typical
situation, a new program has been instituted and an evaluation plarned.
The evaluator administers a pretest at the beginning of the program, and at
the end of the program, a posttest as in the following examples:

® A new district-wide mathematics prcgram is evaluated. The
California Arhievement Test is administered in September and again
in May.
A new halfway house program has set itself the goal of decreasing
recidivism in {ts juvenile clients. The evaluator observes and

records the number of arrests and of convictions of its clients at
the beginning of the year and then again at the end of the year.
An objective of a corporate reorganization project is to increase
staff morale and productivity. Staff fills in a questionnaire at
the beginning of the year and then again at the end of the year;
productivity indices likewise or computed at the beginning and end
of the year.

Differences on the pre and posttests are then scrutinized to determine
whether the program did what it was supposed to do. This is where tne
before-and-after design leaves the evaluation vulnerable to chailenge. It

fails to answer two important questions:




1. How good are the results? Could they have been better? Would
they have been the same if the program had not been carried out?
2. MWas it the program that brought about these results or was it
something else
Consider the folowing situtation. A new math program has been put
into effect in the Lincoln District. Ms, Pryor, the superintendent, wants
to assess the quality of the program by examining students' grade
equivalent scores from a standardized math test given in September and then
again in May. She notes that the sixth grade average was 5.4 in September
and 6.5 in May. She attempts to Jjudge the value of the new math program

based on this pretest-posttest information.

Pesults on State Math Test - 6th Grades

Reading Program Sept. Pretest (G.E.) May Posttest (G.E.)
Sunnydate Learning 5.4 6.5
Associates

The Lincoln students in the examdle have shown a considerable gain in
reading from pratest to posttest - 1.1 grade equivalent points. On the
other hand, they are still not performing at grade level. Therefore Ms.
Pryor must ask herself, How gcod are these results? The answer depends, of
course, on the children and tne conditions in the school and home. For
some groups, this would represent areat progress; for others, it would
indicate serious difficuities in the program.

How can Ms, Pryor :ind out what progress she should expect from her

sixth graders? The pretest tells her something - the six*h-graders were

44




six months behind in September, and they ended up only four months behind

in May. Perhaps without the new program they would have ended up five
months behind. Or perhaps they would have done better with the old
program! In order to know what difference the program made, she needs to
know hcw the students would ‘ave scored without the program.

Ms. Pryor has another prubiem in interpreting her results. She cannot
even show that the gains she did get on the posttest were brought about by
the new program. Perhaps there were other changes that occurred in the
school or among the students this year - a drop in class size, or a larger
number of parents volunteering to tutor, or the miraculous absence of
"difficult" children who demanded teacher time and distracted the class.
Many influences might cause the learning situation to alter from year to
year.

Ms. Pryor could have ruled out most of these explanations of her
results by using a control group. First, two randomly formed groups would
have been assigned at the beginning of the year to either the new math
program or to another semester of the old one (or to another alternative
program). Before the program began, both groups would have been
pretested. At the end of the year, the groups would be posttested using
the same reading test.

Because the two groups were initially equivalent, the scores of the
control group would show how the new program students would have scored if

they had not received the new program:

(Control Group)

Program l Pretest ‘ Posttest
| |
T 1
Sunnydate (x) l 5.4 | 6.5
01d Program | 5.4 I 6.1
| i

45




But was it the new program that brought about the improvement, or was it
some other factor? Using a true control group design, Ms. Pryor can
discount the influence of other factors as long as these factors have
probably also affected the contre! group. If, for instance, some students
had had an enriched nursery schk- -~ rogram that got them off to a good
start in math, the random assigumwent should have spread these students
fairly evenly between the two groups. If more parents were helping in the
school, this should have benefitted both groups equally. If this year's
sixth grade was generally quieter, with fewer difficult children, this
should have affected both the experimental and control groups equally.

Ms. Pryor does not even have to know what all the factors might have been.
By randomly assigning the two yroups, the influence of various factors
affecting the math achievement of the two groups is likely to be
equalized. Then differences observed in outcomes can be attributed to the
one factor that has been made deliberately different: the reading
program.

Though much maligned as impractical, ihe true control group design
produces such credible and interpretable results that it should at least be
considered an ideal to be approximated when evaluation studies are
planned.2 Tne design is valuable because it provides a comparative basis

from which to examine the results of the program in question. It helps to

2Actually, true control group designs nave been used in evaluation of
many educational and social programs. A 1ist of 141 of them, with
references, is contained in Boruch, R.F. Bibliography: Illustrative
randomized field experiments for program planning and evaluation.
Evaluation, 1974, 2(1), 83-87. -




rule out the challenges of potential skeptics that good attitudes or

improved achievement were brought about by factors other than the program.

It is not always easy to convince people that random assignment and
experimentation are good things; and of course you must make decisions that
are consistent with the opinions of your audience.

Consider using a design for planning the administration of each
measurement instrument you will use. Consider a randomized design first.
If this is not possible, then look for a non-equivaient control group -
people as much like the program group as possible but who will receive no
program or a different program. Or try to use a time-series design as a
basis for comparison: find relevant data about the former performance of
program groups or of past groups in the same setting. Only if none of
these designs is possible should you abandom using a design. An evaluation
that can say "Compared to sucii-and-such, this is what the program produced"
is more interpretable than one like Ms. Pryor's that simply reports scores

in a vacuum. (How to Design a Program Evaluation provides more detail on

this subject.)

Qualitative Approaches Also Can Be Important

While experimental design and control groups have traditionally been
advocated in evaluation studies, in recent years qualitative methods have
been given increasing attention. In contrast to the traditional deductive
approach used in quantitative approaches, qualitative methods are
inductive. The researcher or evaluator strives to describe and wnderstand
the program or particular aspects of it as a whole. Rather than entering

the study with a pre-existing set of expections or a prespecified




classification system for examining or weasuring program outcomes (and/or

processes), the evaluator tries to understand the meaning of a program and
its outcomes from the participants' perspectives. /he emphasis is on
detailed description and on in-depth understanding as 1t emerges from
direct contact and experience with the program and its participants. Using
more naturalistic methods of gathering data, qualitative methods rely on
observations, interviews, case studies and other means of fieldwork. (ﬂgﬁ

to Use Qualitative Methods provides more detail about qualitative

approaches.)

Traditionally, qualitative and quantitative approaches nave been seen
as diametrically opposed, and many evaluators still strongly espouse one
approach or the other. More recently, however, this view is beginning to
change, and more and more evaluators are beginning to see the merits of
combining both approaches in response to differing requirements within an
evaluation and in response to different evaluation contexts. For example,
if the purpose of an evaluation is to determine program effectiveness and
the program and its outcomes are well defined, then a quantitative approach
is appropriate. If, on the other hand, the purpose of an evaluation is to
determine proc am effectiveness, but the program and its outcomes are
il1-defined, the evaluator might start with a qualitative approach to
identify critical program features and potential outcomes and then use a
quantitative approach to assess their attainment. To take another,
different example, suppose the purpose of an evaluation is program
improvement, and more particularly to identify promising practices that

might be updated in a number of program sites. An evaluator might use a



quantitative approach to identify sites which were particularly successful
in achieving program outcomes and then use a qualitative approzach to
understand how the successiul sites were different from those with less
success and to identify those practices which were related to their
success.

There is no single correct approach, then, to all evaluation
problems. Some require a quantitative approach; some require a qualitative
approach; many can derive considerable benefit from a combination of the
two.

How Does An Evaluator Decide What To Measure or Qbserve?

Having decided on a general approach, an evaluator might decide to

measure, observe and/or analyze an infinite number of things: smiles per
second, math achievement, time scheduled for reading, district
innovativeness, sick days taken, self-concept, leadership, morale and on
and on,

Carrying out an evaluation in any area often is a matter of collecting
evidence to demonstrate the effects of a program or one of its
subcomponents and/or to help improve it. The program's objectives, your
role, and the audience's motives will help you to make gross decisions
about what to look at. Four general aspects of a program might be examined
as part of your evaluation:

® Context characteristics
® Student or (lient characteristics
.racteristics of pregram impiementztion
® Program outcomes

Program costs
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Context Characteristics

Programs take place within a seiting or cortext - a framework of
constraints within which a program must operate. They might include such
Jhings as class size, style of leadership in the school district
organization, time frame within which the program must operate, or budget.
It is especially important to get accurate information about aspects cf the
cor*ext that you suspect might affect the success of the program. If, for
example, you suspect that programs like the one you are evaluating might be
effective under one style of governance but not under another kind, you
should try to assess leadership style at the various sites to explore that
possibility.

Client Characteristics

Personal characteristics include such things as age, sex,
socioeconomic status, language dominance, ability, attendance record, and
attitudes. It may sometimes be important tc see if a program shows
different effects with different groups of clients. For example, if
teachers say the least well-behaved students seem to 1 ke the program but
the best behaved students do not like it, ycu would want to collect ratings
of "well-behavedness" prior to the program and examine your results to
detect whether these different reactions did indeed occur.

Characteristics of Program Implementation

Program characteristics are, of course, its principal materials,
activities, and administrative arrangements involved in the program.

Program characteristics are the things people do to try to achieve the




program's goals. You will almost certainly need to describe these; though
most programs have so many facets, you will have to narrow your focus to
those that seem most important as most in need of attention. In summative
evaluations, these will usually be the characteristics that distinguish the
program from other similar ones.

Program Qutcomes

You often will want to measure the extent to which goals have been
achieved. You must make sure, however, that all the program's imrortant
objectives have been articulated. Be alert to detecting unspoken goals
such as the one buried in this comment: "I could see how much the audience
enjoyed the program. This alone convinced me the program was good." At
least in the eyes of the person who said this, enjoyment was a program
goal, or a highly valued outcome, whether or not this was so stated in
program plans. You also need to ask whether outcomes are immediately
measurable. Some hoped for outcomes may be so long-range that only a study
of many years' duration could establish that they had occurred. This would
pe the case, for example, with goals such as "increased job satisfaction in
adult life" or "a life-long love of books."

The evaluator should in general focus the evaluation on announced
goals, but should be careful to include the possible wishes of the
program's larger constituency - for example, the community - in formulating
the yardsticks against which the program will be held accountable.

Program Costs

(insert to come)




Rules of Thumb

Beyond these general guidelines, decisions about exactly what
information to collect will be situation-specific. Every program has
distinctive goals; and every situation makes available unique kinds of
data. Though there is no simple way to decide what specific information to
collect, or what variables to look at, there are some rules of thumb you
can follow:

1. Focus data collection where you are most likely to uncover program

effects if any occur.

2. Try to collect a variety of information.

3. Try to think of clever - and credible - ways to detect achievement

of program objectives.

4. Collect information to show that the prciram at least has done no

harm.

5. “easure what vou think members of the audience will look for when

they receive your report.

6. Try to measure things that will advance the development of

educational theory.

Use of each of these pointers is discussed below.

Focus Data Collection Where You Are Most Likely
To Uncover Program Effects If Any Occur

While it is important that the evaluation in some way take note of
ma jor but perhaps ambitious or distant goals, do not place major emphasis

upon them when deciding what to measure. One way to decide how to focus

)
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the evaluation is to classify program goals according to the time frame in
which they can be expected to be achieved. Any particular intervention or
program is more likely to demonstrate ¢ detectable effect on close-in
outcomes rather than those either logically or temporall remote. This
means that you will alsc reduce the possibility of the program's showing
effects if you focus on outcomes whose attainment is 1ikely to be hampered
by uncon*-olled features of the situation. You should look for the
program's effects close to the time of their teaching, and you should
measure objectives that the program as implemented seeks to achieve.
Consider, for example, a hypothetical situation in which an employee
training program has been designed with the objective of increasing the
communication skills of employees working in programs for inner-city
clients. The program was instituted in order to eventually accomplish
these primary goals:
- ° To decrease employee absenteeism and early retirement because of
high pressure on the jcb
To encourage congenial interpersonal relationships among employees
and clients
To decrease the number of employee disciplinary referrals
In evaluating this program, you could measure the amount of employee
absences and the number of hostile employee client encounters occurring

before, during, and after the program; and the number of employees sent for

disciplinary action. These, after all, are measures reflecting the

program's impact on its major objectives.




There is a problem with basing the evaluation solely on these
objectives, however. Judgments of the quality of the program will then be
based onlv on the program's apparent effect on these outcomes. While these
are the major outcomes of interest, they are remote effects likely to come
about through a long chain of events which the employee training program
has only begun. A better evaluation would include attention to whether
employees learned anything from the training program itself or whether they
displayed the behaviors the training was designed to produce.

In general, since there are various ways in which a program can affect
its participants, one of the eva]ua?or's most valuabie contributions might
be to determine at what level the prograr. has had an effect. Think of a
program as potentially affecting people in three different ways:

1. At minimum, it can make members of the target group aware that its

services are available. Prospective participants can simply learn

that the program is taking place and that an effort is being made
to address their needs. In some situations, demonstrating that
the target audiznce has been informed that the program is
accessible to them might be important. This will be the case
particularly with programs that rely on voluntary enroliment, such
as life-long learning programs, a veneral disease education
program, or community outreach programs for seniors, juveniies,
etc. Evaluation of these kinds of programs will require a check
on the quality of their publicity.

2. A program can impart useful information. It might be the case

that a program's most valuable outcome is the conveyance of




information to some group. Learning, of ccurse, is the major
objective to most educational programs. Although most programs
aim toward "~ .ic» guals than just the receipt of information,
attenticn should not be diverted from assessing whether its lels
ambitious effects ocrurred. in the empl-~ee training exampl2, fo-
instance, it would be important to si.ow that employees have become
mcre aware 2° the problems and life experiences of minority
¢lients. If you are unab.2 to show an impact on tneir behavior,
you caa at least show that the program has taught them something.

3. A program car actusily i-fluence changes in hehavior. The most

difficult evaluation to undertake is cuc that looks for the
influence of a program on people's day tc day behavior. While
beha. - )r and attitude change are at the top of the list of many
program objectives, actually determining whether such changes have
ocrurred oftan requires more effort than the evaluatc.:™ can

muster. You will, of course, be interested in at least keeping
tabs on whether the prugram is achieving some of its grander
goals. Consider yourself warned, however, that the probability of
a program showing a powerful behavioral effect might be minimal.

Try To Collect a Variety of Information

Three good strategies will help you do this First, try to find
useful informat.un which is going to be collected anyhow. ind out which
tests are given ¢s part of the program or routinely in the setting; look a2t
the teachers' plans fc asc<essment; look at records from the program or at

reports, journals, and logs which dare to be kept. Check to see whether

T
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evidence of the achievement of some of the program's objectives can be
inTerred from these.

Another good way to increase the amount of information you collect is
by finding someone to collect information for you. You might persuade
teachers to establish record keeping systems that will benefit both your
evaluation and their instruction. You might hire someone Such as a student
from a local high school or college to collect information. Perhaps you
can even persuade a graduate student seeking a topic for 2 research study
to choose one whose data collection will coincide with your evaluation.

Finally, a good way to increase the kinds of information you can
collect is to us2 sampling procedures. They will cut down the time you
must spend administering and interpreting any ore measure. Choosing
representative sites, ev:nts, or participants on which to focus, or
randomly sampling groups for testing, will usually produce information as
credible to you, audiences as if you had looked at the entire popuiation of
people served.

Collecting a variety of information gives you the advantage cf
presenting a thorough look at the program., It also gives you a good chanc?
of finding indicators of significant program effrcts and of collecting
evidence to corroborate some of your shakier findings.

Besides accumula:ing a breadth of information about the rfrogram, you
might decide to conduct case studies to lend your picture of the program
greater depth and complexity. The case study evaluator, interested in the
broad range of events and relationships which affect participants in the

program, chooses to examine closely a particular case - that is, a school,




a classroom, a particular group, or even an individual. This method
enables you to present the proportionate influence of the program among the
myriad other factors influencing the actions and feelings of the people
under study. Case studies will give your audience a strong notion of the
flavor of the activities which constituted the program and the way in which
these activities fit into the daily experiences of participants.

Tr; iv Think of Clever - and Credible = Ways
To Detect Achievement of Program (bjectives

Suppose in the teacher in-service example discussed earlier, it turns
out that teacher absenteeism has remainea unchanged and that the number of
disciplinary referrals has diminisned only slightly. These findings make
the program look ineffective.

It might be the case, however, that though teachers have continued to
send students o the office, '1ey are discussing problems more often among
themselves, reading more about minority groups, and talking more often with
parents. Perhaps the content of referral slips has changed. Rather than
noting a student's offense by a curt remark, maybe teachers are now sending
dragnostic and suggestive information to the school office.

A little thought to the more mundane ways in which the program might
affect participants could lead you to collect key information about program
effects. A good way to uncover nonobvious but importar indicators of
program impact is to ask participants during the course of the evaluation
about changes they have seen occurring. Where an informal report uncovers
an intriguing effect, check the generality of this person's perception by
means of a quick questionairr or a test to a sample of students. You
should, incidentally, try to keep a little money in the evaluation budget

to finance such ad hoc data gathering.
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Collect Information To Show That The Program
At Least Has Done No Harm

In deciding what to measure, keep in mind the possible objections of
skeptics or of the program's critics. A common objection is that the time
spent taking part in the program might have been better spent pursuing
another activity. Sometim2s the evaluation or a program, therefore, will
need to attend to the issue of whether students or participants, by
spending time in the program, may have missed some other important
educational experience. This is 1ikely to be the case with programs which
remove students from the usual learning environment to take part in special
activities. "Pull-out" programs of this kind are often directed toward
students with special needs - either enrichment or remediation. You may

need tc show, for instance, that students who take part in a speech therpy

rrogram dirring reading time, have not suffered in their reading
achievement. Similarly, you may need to show that an accelerated junior
high school science program has not actually prevented students from
learning science concepts usually taught at this level.

Related to the problem of demonstrating that students have not missed
opportunities for learning is the requirement that ycu also show the
proqram did no actual harm. For instance, attitude programs aimed at human
relations skills or people's self-perceptions could conceivably go awry and
provoke nauroses. Where your audience is 1ikey to express concern about
these matters, you should anticipate the concern by looking for these

effects yourself.



Measure What You Think Members of the Audience
Will Look For When They Receive Your Report

Try to get to know the audience who will recieve your evaluation
information. Find out wnat they most want to know. Are they, for
instance, more concerned about the proper implementation of the program
than about its outcomes? A parent advisory group, for instance, might wish
to see an open classroom functioning in the school. They may be more
concerned with the installation of the program than with student
achievement, at Jeast during the firs% year of operation. In this case,
your evaluation should pay more attention to measures of program
impiementation than to outcomes although progress reports will be
appropriate as well. If you get .> krow your audience, you will realize
that, for instance, Mr. Johnson on the scrool board always wants to know

about integration or interpersonal understanding; or the foundatiion that
supplied funding is mainly concerned with potential job skills. Visualize
members of the audience reading or hearing your report; try to put yourself
in their place. Think of the questions you would ask the evaluator if you
were they,

De]inea}ing What You Can Accomplish
Within Budget and Other Constraints

Financial limitations and political climate represent important
constraints on an evaluation, potentially limiting the scope and depth of
its investigations. The amount of time an evalua*or can devote,

limitations on who, where, and when he can measurz or observe, and

constraints on what he can ask all determine the ultimate breadth and

quality of an evaluation.



The amcunt of time an evaluator can devote to the project is dependent
on the available budget. Available time, in turn, significantly influences
methodological choices. Site visits, for example, are costly in terms of
staff time as well as travel. Special outcome measures, as another
examplie, requires staff time for development, pilot-testing and analysis.
Assessing more rather than fewer program participants as a third example,
has significant cost implications. Rarely are abundart resources available
for an evaluation, and the evaluator often must juggle artfully to maintain
a reasonable balance between the demands of scientific rigor and
credibility and those of the budget. (Sometimes such a balance is just not
possible and clients need to be in urmed accordingly.)

But financial resources represent only a part of the constraints on
any evaiuation. Some writers have expressed pessimism about the usefulness
of evaluati- -~ results because of the overriding social and political
motives of t. eople who are supposed to use evaluation results for making
decisions, Ross and rronbachl describe the situation this way:

Far from cupplying facts and figures to an economic man,

the evaluator is furnishing arms to a combatant in a war

with fluid lines of battle and transient alliances; whoever

can use the evaluators to gain an inch of terrain can be

expected to do so...The commissioning of an evaluation...is

rarely the product of the inquiring sciuntific spirit; more

cften it is the expression of political forces.

lRoss, L. & “ronbach, L.J. “Review of the Handbook of Evaluation
Research." Educational Researcher, 1976 5(10j, 9-19.
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The political situation could hamper an evaluation in several ways.
For ore, it might place constraints on data collection that make accurate
description of the program impossible. The sponsor could, for instuance,
restrict the choice of sites for data collection, regulate the use of
certain designs or tests, or withhold key information. Politics could, as
well, cause the evaluator's report to be ignored or his results to be
m‘sinterpreted in support of someone's point of view.

Responding to any of these situations will depend on vigilance in each
unique case. Remember that your major responsibility as an evaluator is to
collect good information wherever possible.

How might an evaluator alleviate some of these political forces?

First remember the old adage "Forewarned is forarmed" and be aware of the
political forces at work in your situation. Second, try to neutralize the
influence or competing agendas by drawing the representatives of powerful
constituencies into the evaluation process. Identify the relevant decision
makers and information users and work with them to identify the program

needs and to focus the evaluation. On this point; The Standards for

Evaluations of Educational Programs, Projects, and Materials developed by

the Joint Committee on Standards for Educational Evaluation (1981) states:
The evaluation should be planned and conducted with anticipation of
the different positions of various interest groups, so that their
cooperation may be obtained, and so that possible attempts by any of
these groups to curtail evaluation operations or to bias or misapply

the results can be averted or counteracted.
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Because of the acknowledged political nature of the evaluation process
and the political climate in which it is conducted and used, it is
imperative that you as the evaluator examine the circumstances of every
evaluation situation and decide whether conforming to the press of the
political context will violate your own ethics. It could turn out that the
data that audiences want, or the kinds of reports required, do not suit
your own talents ur standards, or the standards of tne profession.

The point is that all evaluations operate within a set of constraints
-- financial, political, and others that influence both what an evaluation
can accomplish and its potential impact. The evaluator needs to be aware
of these various constraints and to plan accordingly for the most effective

evajuation possible.
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measurements.

X Agenda C: Collect i1n+formation and anal ,=e Aartax.

¥ Agenda D: FReport and confer witk the Drimar, sudierce’s).

You mught think of cach agenda as a set of information-
gathering activities culminating in one or more meetings
where decisions are made about the next information-
gathening cycle. Although it would he lomeal to perform
the tasks subsumecd under cach agenda i the sequence
presented above, you will likely find yourself warking at
two or more ugendas simuitaneously or cycling back
through them again and again. Thus will be particularly the
case with Agendas C and D; you mught collect, report. and
discuss implementauon and progress data many umes -
during the course of the evaluation, Meetings with starf are
also likely to involve more than one zgenda,

This chapter discusses i1n detail sar:i:ous ways to acoomplish
2ach of these tasis. Chapter Three then presenrnts step-o.-cstep

guides for complating e2ach of the act:. ' *i1es cutlin=d -ars=.

Whatever their situation, tormative evaluators do shai» 4
set of common goals. Their major mim. of course, is to
ensurc that the program be implemented as effectively us
possible. The formative evaluator watches over the pro-
gram, alert both for problems and tor good ideas that can
be shared. The goal of bringing about miodifications fo-
program’s improvement carries with it four subgoals:

® To determine, in company with program planners and
staff, v-hat sorts of information about the program
will be collected and shared and what decisions wiil
be based on this information

® To assure that the program’s goals and vbjectives, and
the major <haracteristics of its implementaucn, have
been well thought out and carefully recorded

® To collect data at program sites about what the
program looks like in operation and about the pro-
gram’s effects on atutudes and aclievement

¢ To report thus information cleaily and to help the
staff plan related program moditicstions
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Agenda A: Set the Boundarie- of the Evaluation
Your first job will be to dchnm&-’g £ 8305 gh.the evalua-

tion by sketching out with th¥ programastatfga description
of what your tusks will he Tlus first plan nugh” result in a
conract descrnibing wha' you will do femthesiafr. as well as
the resporsibility thev will assume to help you gather
mformation, and to act upon what you report.

As soon as you have hung up your telephone. having
spoken with someone requesting safosmetve evaluation,
you are confronied with Agenda A. it could be that the
person asked vou outnght to help wath praject improve-
ment. Or perhaps you chose to focus on providing forma.
tve inforin.tion 1o the project after having been gven the
job of summative evaluaior or an ambiguous evaluation
role. It could be us well that you started oui as one of the
program’s planners and that your role as foimative evaiu-
dtor 1s simply a “change of hats,” a shift from y - pre-
vious responsibilities.

Research the Zrogram. You should f:nd out as much as

Possitle about the program befare meeting with your audience.
eragram staf< and planners i1n the case of a formative evaluation
&Nnc primarv decision-makers 1n the case of a purely summative
e.aluvation. A recommended first activity i1s to contact someone

who 1s familiar with this or similar programs. In addition

lo sharing basic intormation, he may be able to help you
anticipate problems with the evaluation or with developin
a good relauonship with steffa-scd AW‘MJ»

By all meuns ask the program planners for documents
reluted to funding yng development or adoption of the
program. These documents might include an RFP (Request
for Proposals) issued by the funding source when it first
offered money for such programs, the program plan or
proposal, and program descriptions written for other rea-
sons such as public relations. Use these documents to form
an imual general understanding of what the program is
supposed to ook like, what its goals might be, and particu-
larly, what shape the evaluation might take.

In addition, it may be worth your while to quickly
check the educational literature 10 see what, if anything,
has recently been written about programs like the one in
question, or about i nents-- co) roial
curriculum mated&%wwn%

even find earlicr evaluations of this or similar programs.
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Encoursge Coopersi:on. For whatever reason “Ou Unoertal e

will be to establizh a wort 1ng
el2tiorshio with the clierts. Since formative eveluation
deoends on =naring i1nformat:on informally,

one of the wutcomes o+

HAgenda ~ 10 this

rt

tvDe Of evaluation should be the establ:1snment

of oroundwor: for = trusting relationship with the stafs and

- -
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clannser

1

Jour evaluation has peen commiEsioned by the prog-—

ram =ta++

st
in

eif. establishing trust will be easier than 1f¥, 3s

AN mEny summative evaluations, the contractor 15 ar external

agenc ., perfaps

t

he state or fecderal government. In the latter

TR2EZE. tne e

t

ua

[

) or starts out as an outcsider.

It 1z .or. :mportant to avold ending up 1n an adversar.

position 2gsinet a def2nsive program staff. Thie 1¢ particularly

1Mportan. 1n a formetive 2valuation. and vour posture toward the
“f and the orogram will differ somewhat from that taien 1n a
tation, A formative evaluator will need to con-
»inC2 the ztatf that ner primarvy allegirance 12 to help them

¥ now to optimiZe progoram i1mplementation and outcomes.
Zlear 1n & summative evaluation that vOur main
responsibillity 1 to provide an unbiased report of program
acromplishments <0 primary decision-maters, and this
responsibrlity should pe made guite explicit.

In crocer to develop the necessary trust 1n a formative
evaiuation. vou mioht describe the form that Your outside
recorting will tele and a3llow the staff a chance to review our
external resorts, Whenever 1t seems necessar. You might also

guarantee that 1nformation shared for the purnose cf i1nternal
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al

program review and i1mprovement will be bept cenfidential. An

1mportant way to gain the confidence of program personnel 13 to
mate vourself useful from the very beginning., efficiently

collecting 1nformation they meed or would lile +o have.

Elic:t Information from Staff. While mutual trust must be

be negotiated during a single meeting. Agenda A reqguiress that
vou and the principal contractor for the evaluation decide
together what ‘ou will do for them.

Again. an evaluation done for formative purposes requiras
& close working relationship with the staff as You j01ntly
determine the most appropriate course for vyour effor+tes, I+ vyou
arrive early during program development. vou . ay find that the
statf needs help 1n 1denti1fving program goals and choosing
related matarials. activities, etc. Even a+ttar the program has
begun. thev may sti1'l pe planning. Regardless of the gtate of

program development .. you begin, you siould help the staff outline what

they consider to be the primary charaztenistics of the pro-
gram, lughhghting those which they consider fixed and
those winch they consider changeable enough ro be the
Jueus of formative evaluation.

Itas important to get a clear picture of the attitudes of pon"ik,'wlé
~ewchens und planners, particularly concerning their com-
mument to change, that is, the extent to which they are
willing to use the information you collect to make modifi-
catons an the program. Though neither you nor they will
be able to anticipate beforehand preaisely what actions wall
follow upon the information you report, you should get
some 1dea of the extent to which the staff is willing to alter
the program. a.

In general, laying the groundwork for your-formative
evaluation means asking the planners and staff such ques-

. tions as:

® ‘Which parts of the program do you consider its most
d'stincuve churacteristics, those tiat make 1t unique
. among prograins of its kind?
® Which uspects of the program do you think wield
gieatest influence in producing the attitudes or
acluevement the program s supposed to bring about?

A=5
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e What components would you like the program to
have which it does not contain currentlv? Might we
try some of these on 1 temporary basis?

e Wluch parts of the program as it iouks currently are
most troublesor.ie, most controversial, or most In

Eneed of vigilant attention?

~ @ “On wiat are you most and least williag, or con:
strarned, to spend additional money? Would you be
willing or couid you, for instance. purchase another
mathematics series? Can you hire additional per-
sonnel or consuitants?

» Where wouid you be most agreeable to cutbacks?
you, for instance, ~emove perscnnel? If
visus-leasaing equipment were found to be ineffec:
tive, would you eliminate it? Which-beeis materials ~~
and other program components would you be willing
to delete? Would you be willing o scrap the program
as it currently looks and start over?

e How much administrative or staff reorganization will
the situation tolerate? Can you change pecple’s roles?
Can vou add to staff, say, by bringing in volunteers?
Can you move people —tesererer-even-studemtse. from
location to location permanently or temporarily? Can
ycu reassign studerts to different programs or
groups?

o How much instruetionsl-and—cussisulas change will
you tolerate 1n the program beyond its current state?
Would you be willing to delete, add, or alter the
program’s objectives? To what extent would you be
willing to change books, matcrials. and other program
components? Are you willing to rewrite lessons?

“z

The objective belund asking these questions is nor to
record a detatled description of the program. This will be
done under Agenda B. Rather, the purpose is to uncover
particularly maleable aspects of the progrum. The best way
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to find out abour the staff’s commutment 1o change 1s 1)
ash these hard questions early. A dedicated staff that lias
worked dihgently 10 plan the program will likely have m

. mind a point beyond which it will not go 1n making
modifications. You ‘“iould locate that point, and chooss
the program feat'ires you will monitos accordingly.

Another important consideration in uncovering staff loy
alties and attitudes is their colnmutment to a particular
Dlulosophy gafesdmeenon_1f \licy are adopting a canned
program, this philosophy probably motivated their choice.
Staff members developing a program from scratch may also
subscribe to a single motivating philosophy. Howeve:, yeu
may find 1t poorly articulated ur even unclearly evidenced
in the prograt i this case. vou c». .reate a basis {or
future decision-making by helping the staff to clarify and
put nto practice what their philoscphy says.

If »5u can help the staff outline areas of the program
wacre modifications are likely to be either necessary or
possible. then they can begin to delin. & the parts of the
program wiose efiectiveness shouid be scrutimzed. This
wil. 1n turn, suggest the kinds of information they will
need. 17 the prog-am 1s based on canned curricula which
will simply be insialled, or on matenals not cxpressly de-
signed for the type uf program in question, then what vou
can change will be restricted. In this case vou should focus
on how best to make matenals »r orocedures fit the con-

. text.

e —

Exampie. A group of language arts tcachers in a large hizh school

- Jeaded that an alarming number of minth-grade students were
unable to read ar a level sufficient 10 aprreciaie the litesary
conlent of thetr Lwurses. They dacided to mstitute a tutnring
Peugram an which twelfth graders would spend three forty-five
Mu.dte penods 3 week reading Iiterary sclections with nsnth
graders. The asm of the project was to improve the i * —~ders’
rcadiny as well as (o introduce them to Enghish hiterature. The
reading selections used for this program were from Pathways (o
En, 'sh, a popular ninth-grade anthology: the distnct budget did
not include lunds to purchase rcading matenals for secondary
students.

The <. hool's assistant prancipas, Al Wasnington. monistored
closcly thie progress of the tutoring program. After only three
months had passed. he noticed some disappointment among the
ity enchusiastic teachers. The.. informa! asscesments of the
read ng of tutees iad convinced them thai ¥ *fe progiess had
been swade. Althouch the students enjoyced he tutoring experi-
ence, they were not learnng to read. The icachers asked Mr.
Wasluagton to evaluate the program with an eyc toward sug, “st-
tng changes in the materials or the tonig arrangementis that
would Felp the muth graders with their reading. Mr. Washington
carciuliy examincid the Pathwavs (o English text. observed tutor-
g scssions, and terviewed tutars and tutees. I'rom this intor-
mation be drew ' ree conctusions about the program and offered
suggestions for remedial action’ (1) the vocabulary n Pothvavs
1o Englsh was 100 difficuit for the minth graders. so sact, umit
should he precedeu by 8 vocabulary dnil using a standard pioce-
dure that would be taught to wrors: (2) ninth graders wete
Iistening more than reading, <« tutonsng scssions should by re-
structured 1o follow a “you rcad to mc and | read to vou™

- format v which 1welfth and and. praders alternate readeng
passaues, (3) tue program as constituted pave minth graders no
feedbach about tnuir progress in cither reading ¢ literary appre-
ciation therefore. the teachers should write short unit tests in
vocabulary, comprchension, und appreciation.

Eveluctor-s-tanabook-

In the case where a wholly new program is being devel-
oped, you will want to identify the most promnsing sorts of
modifications that can be m:de witlun existing budget
limitations. You may find it most useful to concent-ate on
heiping the staff select f;om among several alternatives the
most popular or effective foim the piogram can take.

L ——

Exampie. KDKC, an educational television stauion serving a large
city, received a contract from; the federal governmen:® to produce
13 segments of a series about interculturel understanding di-
rected at middle grade students The obyective of the senes
would be to promote appreciaucn of diverse cultures by depict-
ing life 1n che home countries of the major cultural groups
comyrising the populaticn of the United States.

The producers of the senes 3¢l out at once to assemble the
programs, based on the format of popular prunary gadc pio-
grams: the central characters livins 1n a culturally diverse ncigh-
bornood converse with each other about their respective back-
grecuads. These conversations lead into viznettes-fimed anu
animated—-depicting life and culture in different countries. Some
members of the production staff, however, surge A4 har a
proglam format switable for the pnimay grades m Homb™
with oider students. “How do w- know.” they aske- “what
interests 10- and 1l-year olds?” They suggested two formats
which might be more cffective: a fast acuon adveature )y story
with documentary interludes and a dramatic Arugram focunng
on teen-age studen's travelin in different countrics.

To test these intriguing aotions. the produccer calied on Dr.
Schwartz, a protessor of Chid Development. Dr Schwartz, i
cver, had to admit that he w: s not sure what would most 1nieiest
middle grade students o° . Since the federal prant ncluded
funds for planming, Dr.  awartz suggesied that the prud. ¢r
aswrehle three pilot shows presenting basically the same hne |-
edge via each of the threc major formats bemng «onsiaered and
then show the'e to students in the target age croup, assesune
what they learned and their enjoyment. The producer hiked “ne
idca of 12tting an expenmeat determunc the firm of the pro-
grams and agreed to alicw Dr Schwartz to conduct the studies,
serving as a formative evaluator.

GRS, A

§ Outtrne Fhe dervieco Yo Con Frovi .

-

scompliy cila A you will wagrts convey to the “7
a desCription o1 what you car

and cannot do for them within he constrants of vour
wilities, time, and budget. You should let them know the
sorts of choices you will have to make based on staf?
preferences and likely future circumstances. [t is also desir-
able that you frankly discuss Eoth your areas of greatest
competence and those 1n which you Jack expertise The
staff should know n what ways vou believe ou can he of
most benefit t the program as well as how the program
might profit from th- services of a consultant who could
handle matiers outside your competence.

Althougl: you should have an evaiuation plan 1 nand
before you meet with staff and planners, let vour audience
have the opportunity .o sciect from among several options;
present your prefercnces as recommendations. and nego
tiate the general form vour evali.tion services will take.
Try not to become enmeshed n detanls oo carlyv. You ,eed
only agree imnially on cnouthue of your evaluation respon-
sibilities. As the program develops. these plans could easiiy

2-7
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change. When describing the service you might perform, list
the kinds of questions you will try to answer about aus-
gﬁﬂ‘-‘iﬁﬁgﬂ&, effective use of matenals, proper and
umelv implemencation of activitics, adequacy of adminis-
trative procedures, ~d c..anges . attitudes. Deseribe, as
well, the supporting data you wili gather to back up deptc-

tions of program events and outcomes.
If you feel that the situation will accomuiodate the use
of a particular evaluation design, then propose it and de-
scnbe how_desiuns increase the interpretability of data. [n
a (am%,fgf}lv#n% controversy over the inclusion of a
program component, or where there exists a set of imstrues
wenel alternatives without a persuasive reasun to favor any
one of them, suggest pilot studies based on planned varig-
tion. These studies, which could last just a few weeks,
would introduce competing variations in the program at
different sites. To help the planners eventually choose
among tirem, you would check their ease of installation,
t%ir relative effect on siwdeat achievement, and staff and

tisfaction,

L 4

Example. The curriculum cffice of a middle-sized school district
had purchased an individualized math convepts program for the
piimary grades. The program matenals for teaching sets, count-
g, numeration, and place value consisted of worksheets and
workbooks and sets of blocks and cards. Curniculum developers
famdiar with the literature in early chidhood education were
concerned about the adequzey of the “manipulatives” for con-
veyirg important basic math concepts. They wondeted, as well,
whether the matertals would maintain the interest of young
children. To tind out whether supplcmeniary materals should be
wted, the Director of Curriculum set up a pilot test. She pur-
chascd some Montesson counting beads and etusenaire rods trom
a commercial distributcr and contacted a group of interested
teachers to write supplcmentary lessons for using the beads and
rods.

When the program began in September, most of the distnct's
schools uscd the new program wathout supplementary matersals.
Raneomly selected schools were assigne to recerve the teacher-
made lessons based on commercial manipulatives. An in-service
workshop was held at the ¢nd of the summer to tamilianze
teachers in the piot schools with the commercial materials and,
locally madec lessons.

The Director of Curnculum periodically monitorec _ie entire
new program, administering a math-cuncepts test to representa-
tive clusszooms three times du.ing the first semester. When the.e
tests were administered, she took special care to include in the
sample the classrooms using the teacher made lessons. She was
theretore able to use the classes without supplementary materials
8 3 control group against which to moesure student achieve-
ment. Since development of mathematical concepts is difficult
1o measure in young children, she aiso planned :» monitor
teacher estimates of the suitabilitv ease of installment, and
apparent ettcetiveness of the various program versions.

SRS S ]

Planned vz,ation studies for a program under develop-
ment f.om scratch might emphasize the relatve effective-
ress of different materials and activities. Whei» a previously
designed progrum is being adaptec 10 a new locale, planned
variation studies wi' more iiacly look at variattons in staff-
g and program m. agement.
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If there 15 enough time, suggest a balanced set of data

coilection activities. Especially i1n the case of a formative
evaluation. tnclude a few important pilot studies, continuous
monitoring of program implementation., and periodic chectis on
achievement and attitudes. The precise details of these plans
can be workted cut under Agenda D. If possible. a formative
evaluation should i1nclude at least oneé service to the program
that requires vour freguent presence at Program sites and staf+f
meetings. This wi1ll help you stay abreast of what 1s Happening
and maintain rapport with the staff. Such extensive contact with

staff 15 generally not necessary for a summat::e 2valuation.

& Arrive at 2 contract

6nce you and your clients have reached an agreement
about your role and activities, write it down. This tentativz
scope of work statement should include:

® A description of the evaluation questions you will
address
® The data collection you have planned, including
sources, sites, and instruments
* A timelig these activities, such as the one in
e
* Aschedule of reports and meetings, including tenta-
tive -gendas where possible

Be certain to stress the tentative nature of this outline,
allowing for changes in the program and in the needs of tive
staff. Also, -emember you will be responsible for all evalna-
tron activities contracted. Exercise your option 1o accept or
reject »ssignments.

The linking ager t role ;1 jormative evaluatira

If you have expertise in or access to information about the
subject arcas the progran addresses or if you know about
programs of its type in operation clsewhere, you might like
to append to your formatwve cole an additional title, much
i vogue--Linking Agent, A linking agent connects impor-
tant accumulated information and resources with :terested
parties, m this case, the planners and staf” of tie ;rogram
you are evaluating. The linki g agent is a on4-person infor-
mation retneval system. Her sources are libraries, journals,
books, technical reporis, and experts and service agencies of
al kinds.




Different linking services will be relevant to different
programs. For example, you might locate and describe for
the statf sets of recently developed curricuium matenals
related to a locally developed program. Il you were evaiu-
ating a special education program, you might find and make
use of a regional rasource center offering consultation and
diagnostic help with special education students. The role of
linking agent will simply brosden the range of program
improvement information you coilect. Be careful, however.
that linking does not interfere with your prnimary job—to
monitor and describe the program at hand.

Agerda B: Select Appropriate Evaluation Desiqns and Measurcments

In Agenda A, you committed yourself to evaluation
activities. In this agenda. the prooram’s decisiori-ma: ers,
staff provide a working description of the program. in a
summative evaluation, vou will collect a statemsnt of the oro-
gram’s goals and objectives., a description of how the program
componants hRave been 1mplemented., and a summary oF thne costs of
the program i1in order to decide which outcomes., activities., ang
costs to measure. The kit book How to Desi1gn a Frogram
appropriate design for the evaluatior. A design 1s a plan of
which grouos wrll take part 1n the evaluation and when
measurements will be made on these grouss. Your design will
might 1nclude a wide variety of measures zuch as achiesvement
assessments. atti*ude scales, narrative decscriptions of
cbservations, and cost analyses. All e measures should be

carefully selected to give i1nformation about particul ar outcomes.

Erepare a Program S:zatement. If & program 1s still under
development, then 1t may be your tast to have the program’s
planners and staff commit themselves to a worting description o+

their program. The finmal product of this activity should be a

writter list of ——y
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program objectives. and 4 ruttemale that describes the rela-
tuonship between these objectives and the activities that are
supposed to produce them. The program statement should
reflect the current consensus ahout what compnses the
program irnved 4t wiih the understanding that the pro-
aran 's character may alter over time. Aftivoogh-thescapcul

Writing o prehnmnary program statement--cven if only in
outlne furm—is usctul because it demands careful thought
by the program’s staff and planners about what they intend
the program to look hike and do. This thinking alone can
lead tu program unprovements. Most successtul programs
are buiit gpon u structured plan tha* has been clearly
thought out and that describes us precisely as possible the
prograni’s actvities, materials, and adiministrative arrange-
ments A clear program statement cticourages program suc-
cess for several reasons. For one thing, eve.y budy involved
knows where such 4 progran: 1s headed and what its cntical
Jractenistics ought to be. Evervhody 1s warking from the
same plan If program vanations are tahing place, then the
staff and planneis are hkely to be aware of this. The
evaluator can docament such differences and. where pos-
sible, we.ess thewr merits. Fear of disputes among staff
members, advisory comnuttecs, and teachers should not
dissuade you from attenpting to claniy program ~roce-
dures and go sagreements dunng the planning ol a
program are by and large healthy. especially when a pro-
gramisn uts formative stage, and the +*aft should be willing
to adopt a “wait and see™ attnude. Not alt (differerces of
opinion may be resolved, but the pooling of staff mtelh-

gence through discussion should he preferred to feaving
cach teacher to muke his own guesses about wliat will work
best.

gMnke sure that goals are well stated

@bout oo

BN -

ﬂ:re are three basic sources of INTONMation Fesedutidets: y«.a/.s:

® The program plan, proposal, and other otficial docu-
ments

¢ Swructured mterviews and mformal dialogues wath
program staff

® Naturalist'c observation-bascu intuttions about pro-
grai. emphases

As has been mentioned. 1t is possible that you wall arnve
on the scene and find that the program hus becn too
vaguely planned. Formative evaluation presurnes the legiti-
macy of evaluating programs whcse content and provesses
are sull ueveloping. Frequently the staff will be unable 16
tell you exactly what the program should luok ke, and
objectives may be too general to serve as a basis Tor -
toring pupil progress. Although you should geoa ghimpse of
how the program wll function from documents such as the
program’s proposal, or the program plan, often these von-
sist of exhaustive lists «1 documented needs that the pro-
gram should meet. a page or two on obpectives, and o
description of the program's stafting and budget A descrip-
tion of what people taking part in the program do or have
done to thent 1s not 1o be found.

Official documents represent forma:  atements of pro-
gram intentions. These mav be vutlated, mcomplete. erio-
neous, or unrealisic Wntten descriptions of categoricaily
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funded programs sweh s~ESEA—TFitde—p arc particularly

nusleading. thewr objectives often reficct only po. wally
munded rhetoric. Canned programs. or sets of published
program matenals, are another source of official objectives.
But be carcful Liere as well. Winle adoption of a particular
7rogram myy reflect a philosophy shared between program
stalt and the developer of the materaals, 1t is also possthle
that the sl runmng this parucular program consclously or
unconsciously posseses 1 dilterent set ol goals or that the
program widl only use certam cemponents of the purchased
matertals.

Because of the problems associated with goals listed in
official documents. vou are responsible for obtaming goal
mlormation from discussions wluch probe the motives of
the program staff and from observations of the program.
Sunply asking staff members their perceptions of program
ohiectives will often clicit a recitation of documented goass,
cliches, or socially desirable answers. Asking staff for sce-
nanos of what you might see or expect to sse at program
sites 1s sometimes more productive. These scenarios can be
followed by questions about the particular learning that 1s
evpected to result from the activities described. You may
also find 1t casy to clicit statements from staff members
ahout which aspects of the program are free to vary and
wluch are not, this information 100 can shel light on the
program’s aims and rationale.

Record the program’s rationale

Careful exammation of (he rationale underlying the pro.
gram goes hand in hand with ¢fforts to base the program on
4 clear and consistent plan. The rationale on which any
program 1 based. som--umes called a process model. 1s
simply a statement of why wus program- a particular set of
miplemented  matenials. actvities. and administrauve ar-
rangements s expected to produce the desired outcomes.
Someumes the relationship between methods and goals 1s
transparent. but other umes, particularly with innovative
programs, the credibility of the program requires that the
staff e* »lam and jusuly program methods and materials.

Example. A team of teachers from tour high schools in a large
metropolitan area planned a work-study program. The purpose
ot the prograr: was to teach carcering sacvy. The teachers
defined this as “knowldge about what it takes to be successful
n one’s chosen fie ] of endcavor.” The district assigned a consul-
tant to the project. Anna Smith. whose job it was to help
teachers 1ron out administrative details involved wi*h coords-
nating student placement Ms Smith hsd also been told to serve
in whatever formative evaluaticn capacity seemed necessary.

Having discovered that the teachers did not write a proposal
for the provram, she asked that they meet with her so that she
coala wr 1 short document describing the program’s major
goals and outll g at leat the skeleton of the program. At this
meetng the tuuchers deecribed the basic program. Students
would (hooss tromx mong a set of community-wide jobs made
avatlable at mimimum pav by various professional and business
firms The «tudents would work as oftice clerks, sales persons,
reLeptionists: thev might be calied on to make deliveries and do
odd jobs.

Instantiv Ms. Smith saw that the program was without a clear
rationule  “"What makes you think.” she asked, “that students
will gain an understanding of the important skills invoived in
carrying on a cafeer ¢ o resull of thewr taking on menwf Jobs?”

RIC
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The staff had to admit that the program as planned did not
ptarantec that students would learn about the dutics 0. people
In differcnt < “ers or about prerequisite skills for success. To-
gether wath wis. Simith they restructured the program as tollows

® They added an observation-and-conversation component to
ensure that sponsoring professionals and busiress people
would commmit some time to describing their pers-nal career
histories and would allow the stedents to observe the course
of thesr work dav.

® Studenls would be required to keep journals and read aboct
the career of interest

O SR AR

The formative cvaluator should see to 1t that the pro-
gram rationale is suited to the conditions under whicl, the
program will b2 curried out. A r._smatch may arise, for
example, from stafl insensitivity to time needed for thz
program to produce its effects. This could be reflected in
100 many objectives or objectives that are too ambitious for
a project of moderate duration.

Lack of a clear program statement does not necessarily
mean that goals. 3 program rationale, and plans for activitiee
do not exist.* Producing a program statement is most often
a matter of keiping the staff and planners to coordinate
their intentions and shz e wieir ideas.

Pcoduction of the wrirzen statement provides a good
opportunity for planners to describe concretely the pro-
gram they envision. Because you have the j1b of writmg an
official statement for the staff, you will be able to ask
difficult questions witho:.t implying any criticism. In de-
scnbing goals and activities, and especially 1n exploring the
logic of the connection between them. ihe program stalf
muy encounter contradictions, uncertamties. and contlicts

* you will have to handle with tact, patience, and persis-

«ce. Their scnse of ease with you in your cvaluator role
«ill be reflected mn ihe degrec of czndor with wiich they
participate m these discussions. Interviews with program
staff and first-hand observations might need (o repluce
group discussions as your primary source of information if
staff members find 1t too hard to articalate goals. strategies,
and rationale in group settings.

Work on Agenda B can proceed concurrently with work
on Agenda A. Since you will be meeting with the program
staff to reach agreement on your relative roles, you might
also use these mectings to clarify program goals. describe
implementation plans, and work out the rationale. o

The staff, finally, ~hould keep in mind that/fie program
statement you produce is a working document. You, and
they, will update it periodically, perhaps at the end of each
reporting interval you have agreed upon. In the meantume,
the existing document will be useful to people interested 1n
the program. Besides guiding both the program as imple-
mented and the evaluation, it can serve as the basis of
reports and public relations documents.

3. If, in fact. there is a total lack of consensus concerning what
the program 1s about, you may find 1t neces+ary to do a retrospec-
tive nceds assessment with the staff. Needs asscssments zesult in lists
ol priontized goals, determined bv polling the wants of the cduca-
uonal constitucncy and determining how weil these wants are “cing
filled by the cur -t proyram. Needs assessment 13 discussed in
vreater detail on page 8
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Agenda C: m%
—the-Achisvement-of-Rsogram-Objeatixes,

One of the distinctive features of formative evaluation is
the continuou; description and moritoring of the program
as 1t develops, including measurcment of the impact 1t 1s
having on the attitudes and achievement of its targe:
groups The first two agendas focus on tcntative agreements
about the program'’s scope, rationaie, planned activities, and
goals. With Agenda C, you begin to investigate the match
bet'veen the paper program, filled with intentions and
plans, and the nrogram in operation. The information you
gather about the program for Agenda C can be used to:

Pinpoint areas of program strength and weakness
Refine and revise the program statement and, pos-
sibly, your evaluation plan

¢ Hypothesize about cause-effect relationships between
program features and outcomes

e Draw conclusions about the relative effectiveness of
program components where you have been able to use
good evaluation design and credible measures

Agenda Cis the phase of fesmwbivey cvaluation with the
strouigest research flavor. It can involve sclecting samples:
Jeveloping, trying out, selecting, administering. and scoring
instruments; and analyzing and interpreting data. The com-
roner  books of the Prigram Evaluation Xit will be most
aseful for tius phase of the evaluation. In addition, if you
wil be conducting pilot studics, or if your cvaluation can
use a randomized control group, then you c¢cn refer to
Chapter 5 the Step-by-Step Guude For Conducting a Small
Experiment for more precise guidance.

In carrving out Agenda C. as with the others, you and
the audience sharc information with a view toward pro-
Jducing a product. In this case, the product 1s an analysis,
somctimes summarized 1 an ntcrim report. of the pro-
gram's implementation and its progress toward achieving its
objectives. You tcll the program staff at tlus point about
the specsfics of your sampling plan and site selection, and
th~ measures you have chosen to purchase or construct in
order to study features of program implementation or tc
monitor the attitudes or achievement ¢ different sub-
groups. You mught. in addition, descr.e the pilot tests or
case studies you have chosen to purs.c.

The first task of the program staff during Arenda  is to
respond to your data gathering plan, suggesting adjustments
to focus 1t more closcly on what .ney most want to know.
They should also confer with you in order to ensure that
your -,casurcments will not be too intrusive on program
scuvities or personnel. Finally, they shou'd share with you
their perceptions of the credibility of the information you
propose to collect.

Once you have reported resulis to the staff and planners
from one round of data coliection. *lic audience’s job will
be, quite naturally, to carefully exanun'. what you have said
and choose a course of ac*1on.

The degree to whuch your own personal opuuions should
guide your data collection and reporting 1s, ncidentally.
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somethuig to be negotiated with staff and planners. You
could, on the one hand. take the stance of an impartial
conduit for transporting the information the staff fecis it
needs. At another extreme, you could be highly opinion-
ated, calling staff attention to what you fecl are the pro-
gram’s most critical and problematic processes and out-
comes. In the former situation, your rcport will convey to
program planners the data you collected with ths post-
script, “Now you make the decision.” If you plan to
express opinions, then your reports will likely advocate a
course of action, and the data collected will be planned
with an eye toward prowiding ewvidence to support your
case,

#Fonmtive data collection planan

@eally it would be nice if the formative evaluator could
remain on-site With the program for extended periods of
time, in the style of the participant-observer. Realistically,
however, it is likely that budget, timc, and possibly the
zeographical distribution of program sites, will make such
vigilance impossible. You will have to rely on sampling,
good rapport with the staff, and a well-designed measure-
ment plan to give you an accurate picture of the program
and its cffects.

Your major source of first-hand mformation about the
program will be your own informai observations and con-
versations with staff members while on site. Their desuiip-
tions of the program amd cxplanations of what vou see
occurring should give you a good idea of how to dewyn
more formal data gathering instruments. infoimal observa-
tions shouid also show where the program s going well und
where 1t is failing, where a program component has beon
efficiently carned ouat, where 1t 1s partially implemented,
and wherc it is not tuking placc.

In order to cnsurc that vour informal 1impressions are
representative and accurate, more formal data gathering wall
be nccessary. For the purposc of formative evaluato.
threc approaches to colieciung data about the program scem
most useful:

® Penodic program monitoring
* Unit testing

¢ Pilot and feasibil- wdies

Your choice wil be primanly determincd by what you
want to hknow.

Periodic program monitoring. The formaive evaluator
whe wislics to check for proper progrum unplementation
throughout the evaluation selects a target set of characier-
istics wluch he then moniturs penodically and at various
sites. He also may select or construct achnevernent tests and
attitude instruments to Jssess at these times the attamnment
of objectives of mterest to the staff. The sites supplying
formative jormation and the umes at which this informa-
tion 1s collected are often based on a sampling plan 10
ansure that the measurements made at intervals reflect the
program as a whole.
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Exampte. Leonard Pierson, assistant to a district’s Director of
Research and Evaluation, was asked to serve as formative eval-
uator during the first year of a paren: education program. The
purpose of the program was to traun parents of preschool chil-
dren fo tutor them at home in skills related to readins readiness:
classification of objects, concep: lormation, basic math and
counttng, conversstion and vocabulary. Federal fus.( * had been
provided for the trasming and to purchase home workbooks
which were supplied 1ree of charge. These workbooks sequenced
and structured the home tutonng. They contained lessons, sug-
gestions for enrichment activities, and short periodic assessment
tests. The pafent training centers were sct up at $1x eommunity
agencies and schools throughout the distnict. Local teachers
conducted evening classes to teach parents to use the workbooks
daily with their chiddren at home.

When the project director contacted Mr. Pierson, he was
simply ashed to pive whatever formaiive evaluation help ke
could. Mr. Pierson, free to definz his own role, decsded to focus
on [our questions:

¢ Most importantly, do students learn the skills that are empha-
sized by the workbook?

® To what extent do parents actually work with their child
daily?

® Do parents use techniques taught them in the training course,
ur do they develop their own?

® Are their own techniques more or less effective than those
thev have been trained to use?

In order to help answer these questions, Mr. Pierson designed
two tnstruments and a monitoring system for administering them
penodically.

® A gencral achievement test consisting of items sampled from
the progress tests in the workbooks. The test will be admins-
tered every six weeks to a sample of participants’ children.
Presumubly scores ol. this test rhould increasc over time. A
control group will aiso take the ‘est every six weeks 2
account for learntng due to sheer maturation.

® An observation instrument tc be completed by the commu-
nity member who visits the home to give the six weekly
achievement tests. The instrument records the amount of
progress made n the workbooks since the last visit, the
nature of the teachine methods used by the parent, and the
apparcnt appropriatcness of the current lesson to the stu-
dent’s skills—that 1s. whetuer 1t seems to be too difficult.
Observers wall be trained to be particularly alert to changes in
tcaching style, recording both deviations and innovations.

A R

The details of a penodic monitorirg plan are usually
agreed to by the evaluator and planners at the beginning of
the formative evaluation and then vary little throughout the
evaluator’s collaboration with the program. The periodic
program monitor submits interim reports at the conclusion
of each data gathering phase. Like Table 3, these often
focus on whether the program is on schedule.

A formative evaluator .an use Table 3 to report to the
program director and the staff at each location the results
of monthly site visits. Euch interim report could include an
updated 1atle accompanied by explanations of why ratings
of *U,” unsatisfactory implementation, have been assigned.
The occasion at which measurements are made are deter-
mined by the passaie of standard intervals--a month, a
semestel --or by legical transition periods in the program-—
sich as the dates of completion of cntical units The
cvaluator might check time and again at the same sites or
with the same pecple, or he could sclect a different repre-
sentative sampie to provide data at each occasion.

2-7¢

TABLE 3 4
Project Monitoring=--Activities

Objective & 4v FebPualy 29, 19YY, esch parcicipating
school will implement, evsluate results. snd make

revisions O A progfam for the sstablishment of 8 Wimowa School DBistrie

vsitive (Iimate for lesrning Wiley School
T9XX
Activitivs for this objertive se0]oce Moy [Dec]jan]Feblmar|a
14 C
6 ! ldenttfy wtaflf to perticipete g
6.2 Selected atalf mewbera reviev e
tdeas, gosis, and objectiven
6 3 ldentify student needs STLR LR
6.4 Ident:fv psrent needs Heirlq
,
6.5 Ildentify ata{f needs llrf‘ g
n.6 Eveluste data collected tn [RENIT] Ry
6.3 « 4.5
6.7 Identify and prioritise specific xl uLr.r c1
cutcome goals snd objectiven
6.8 Ildentifv exiscing policies, pro- viririerec
cedutus, and laws dealing with
poeitive schocl climste

Evaluetar's Periodic Progress Racing:
1 » Activity Inictated P =« Sactlafactory Progress
C w Activity Completed ' e Unsatisfactory Progreas

Where the same measures are used repeatedly at the
same sites, periodic monitoring resembles a time-senes re-
search design. This permits the evaluator to form a defen-
sible interpretation of the program’s role in bringmg about
the changes recorded in achievement and attitudes. Using a
control group whose progress is also monitored further
helps the evaluator to estiniate how program students
would be performing if there were no program.

Unit testing. An evaluator can focus on individual units
of instruction or segments of the program that the staff has
identified as particularly critical or problematic. In tass
case, monitoring of implementation will require in-depth
scrutiny of the particular program component us.der study.
Tiecause the evaluator’s taik 18 to determine the value of
specific program components, the implementation of these
components will need to be described in as detailed a way
as possible, Achievement tests, attitude instruments, and
other outcome measures will have to be sensitive to the
objectives that units of interest address. This could make it
necessary for the evaluator to tailor-make a test, since
general attitude and achievement tests will be unlikely to
address the particular outcomes of interest. In sume cases,
the curriculum’s own end-of-unit tests can be administered.
If you use curriculum embedded tests, however, be careful
that they are not so filled with the program’s own format
and content’idiosyncracies that they sacrifice generalizabi-
lity to other contexts or make the control group’s perfo:-
mance look misleadingly bad The occasions on v hich mea.
surements are made for unit testing are determined by
when important units occur during the course of the pro-
grar~  Sampling of sites and parnicipants should be done
where it is inadvisable or impractical to measure all stu-
dents, but representative <ubgroups of studen.s or class-
rooms can be measured or observed.

4. This table has been sdapted from a formative monitoring
procedure developed by Marvin C. Alkin.
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Reparts about the cffectiveness of these crinical program
events should be dehivered in ime Tor modificetions to be
made 1n sinular units, or 1n the same units i preparation
fur the neat ume 2 group of program partictpants encout-
ters them

It the teachmg of nnits can be staggered at different sites
so that wat all students are bemng taught the same unit af
the same ume, thea the results of unit tests can be used to
make decisions abuut the best way to teach that unit at
sites where 1t has nat yet been introduced. Using a control
croup “or umt testing gives quicker information about the
rclative effectivencss of different ways to implement the
unit 1 guestion—more than vne version can be tried vut at
the same time and ther relative eftectiveness assessed. Uit
testing with a control group amounts to thic same tiung as a
pilot or leasibility study.

Pilot and feasibility studies. Tlese are usuvally under-
taken becsuse members of the program staff or :* planners
huve in mind a particular set of issues that they nced to
settie. or o hard decision to make. Pilot and feasibility
studics are carefully ¢onducted and usually cxperimental
ctforts to judge the relative quality of two or more ways to
implement a particular program component. Pilot studies
could be undertahen. for mstance. to deternine the most
effective order mn whic « to present information 1n a science
discavery lab or the most beneficial time to switch students
w a mhnvual program to an all-English reading group. These
studies require that different competing versins of a pro-
eram component be mstalled at vanous sites. The evaluator
first checks the degree to which cach site carried out the
program variafion 1t was assigned. then, after aving the
vartahon tume to produce the results, he tests for their
relative iectisencess. Like unit testing, fcasibihity studics
demand nicasurement mstruments that are sensitive to the
outcomes that the program versions aim to produce. They
usuatly demiand random sampling since they use statistical
wests 1o ook for siamficant differences m the performance
of proups experiencig different program vanations. Pilot
tests generally tehe place cither before the piogram has
begun. or ud hoce throughout the course of the evaluation
whenever contraversy or lack of information creates a need
to try variations of the pregram.

Example 1. Dr. Schwartz, the university professor workine ds a
tormative cvaluator for cducational teicvision siattion KDKC.
overheard a conversation one dav between two writers working
on an cpisode for o sencs on cultural awarencss M Porverry and
Potatocs as g silly name 1or an episode on Ireland,™ one writer
was sayine, “Well, mavbe vou can do better: but | say we need
catchy uitics—things that will make the Xids want to watch.” the
other wniter retorted. Dr. Schwarls offered to help the whters
find such a title. He suggested that for cach cmsode of the
prozram they wnite o, or {ive possible titles. lle would then
construct and adnunister a questionnaire for studdenis in order to
find out from the target audience whick title would most cniice
them to watch a television program

Faample 2. The Stone City school board voted 'n January to
dismantic special (lassrooms lor the cducanonally handicapped
and rcturn LI swudents to the recular classromn beginning n
S~ptember. EH students would spend most { their time tn the

LveteatorstHodbook

rcgular classroom, but would be “pulicd out™ e+th dav 10 vork
with a special cducation tcacher 2. a resource room in the
school. The change would mcan not only shafting students and
altenny tiie job roies ol special cducation teachers: 1t would
demand cstablishing resource rooms in schools which did not
previously have them.

Taced with this large change of delivery ol special cducation
services, the wtnct Dircctor of Special Cducation suggested
that some pilot work done dunng tiie prescnt school year couid
prevent mustakcs when mainstreaming took effect in the
whole district in Septembar. With board approv»l. she decided to
phase mainstreaming into eight of the district’s schools dunng
the spring-

Phase I. Two schuols which alre\dy had rcsource rooms
would move EH students into the regular classrocms in March.
Tae Director of Special Education would carefully obscrve and
mformally interview teachers, students, and special evucation
teachers at these two schools to identify major problems in-
volved n the transiion. She would ther work out an instruc-
tioral package for teachers and parents that coutd be uscd to
alleviate some of the problems and misunderstandings that could
colncide with the organizational change.

Phase /T In Apnl. threc additional schools would be main-
strcamed, using the traimng and counsching package devcloped
during the fust phasc. Agmun. the eftecuvencss and smoothness
of the tranmition to mamstrcaming would be assessed, based on
observations and intervicws with regular tcachers, special educa-
tion tcachers, students, and parents. The Apn! sample would
include one school which had not used resourie rooms in the
past. This would give the dircctor a notlon of the clice: »l
mainstreaming in siuations where 1t represents an coven larger
departure from regular practice. The trumming pachage would he
reviscd based on teedback irom teachers and parcnts waith whom
1t was uscd.

Phase 111. In May. three schools wineh had not previonsly had
resource rooms wouid be converted 10 mamnstreamung. The oo
penience of the first two phases hopelully would make tiis
transition a smooth one.

The Dircctor of Specwat | ducation, having expenenced sev
cral morths of work in manstreaming  <ould $jnd the summe:
prepaiing matenals for parcnts and training teachers to ann-
pate Scptember’s rcorpamzatie:

.

Pilc and feasibility tests usually occur onlv when the
evaluator offers to do them. Planners do not usually ask to
have this sort of service performed tour them. A feasibility
study nced not, as well, be based on achievement outcomes.
A common question it might address 1s “Will people like
Version X better than Version Y?™

¥ hatever plan you use for monttoning the program’s
effects, your cfforts will allow the staff to muke data-based
judgments about whether program procedures are having an
effect on particip.ants, Besides the outcomes thal planners
hope to produce, you will need to ook vialantly far
wuntended ovicomes side-elfects that can he asenbed 10
the program but whicli have not been ment, wied by plan-
ners or listed tn otficial documents. Although sidecliccts
are generally thought of as negative, they coald s casily be
benefictal. You mght discover. for example putentially
cffective praetices spontancously implemenicd a1 = tew
sites that are worth exporting to others. Negative unin-
tended effects are ymportant to discover if the program s to
be tmprowed. They lghhght areas that require added aten.
tion, modification. or even discarding.

Remember that when the dota vou collec aggest revi-
sions in the program, you will have to amend the program

Z-/5
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TABLE 4
Contrasts Between Reports for Formative and Summative Evaluation

ERI

Aruitoxt provided by Eic:

Formative Report Summative Report .
Furpose Shows the results ol momtenng the Documentis the program's L.nplementation
program’s implementation or of pilot cither at thie conclusion of a developmental
tests conducted dunng the course of penicd or when 1t has had sufficient time 10
the prozram’s installation. Int.nded undergo refinement and work smoothly
to heip change something going on in Inicnded to put the program on record to
the program that s not working as describe 1 s a fimshed work.
well as 1t micht, or to expand a
practice or special activaity that
shows promuse.

Tone Inf: rmal Usually formal

Form Can be wnitten or audiovisual: can be Nearly always written, although some formal,
dclivered to a group as a speech, or verbal presentation might be mad.: to supplement
take the form of tnformal conversa- or explain the report’s conclusions.
tions with the project director or
staff. etc.

Length Variable Vanable, but sufficiently condensed or summarized
that 1t can be used to help planners or decition
mak.rs who have little time to spend reading at
3 highly detailed level.

Level of High, focusang on particular activi- Usually more moderate, a:tempting to document

spearficity ties Or matenals used by particular gencral program cnaractenstics common to many

people. or on what happened with
particular studenis and at a certan
place or point 1n ume.

sites 50 that summary statements and gencial,
overall decisions can be made.

stateme.t as well. Program staff should take part in making
these revisions, and consensus should be reached before any
changes sre recorded i1 the program’s official description.
New program statemcn:s may also suggest revisions or addi-
uons io | ur contracted evaluation activities.

Agenda D: Report and Confer With Planners and Staff

The reporting mode for fcrmative evaluation varies with the
situation. As 1s shown m Table 4, formative reports almost
never look like the more (echnical ones submitted by sum-
mative evaluators. Most formative reporting takes place in
conversations or discussions that the evaluator has with
individuals or groups of program personnel. The form of

your report will depend on:

¢ The reporting style that is most comfortable to ycu
and the staff with whom you are working

The extent to whuch official records are required

¢ Whether you will disseminate results only amoeng pro-
gram sites, or to interested outsiders and the general
community as well

¢ How soon the information must reach its audience in
oider to be useful

¢ How the information will be used

Whether reports are oral or written 1s up to you. If
additional planring or program modification wiil be based

on the reports you give, then 1t is best to discuss program
effects with the staff, perhaps at a problem solving meeting,
so thai remedies fur problems can be debated and decisions
made.

A written report provides a documentation of activities
and findings to wiuch the audience can continually refer
and that can oe used in program planmng and rewision.
Written reports, however, take time to draft, pohsh. discuss,
and revise. Tlus is time that might be better spent collecting
information and working on program development with the
staff. In many cases, the best way to leave a wnitten tiace of
the -+sults of your formative findings will be to penodically
revisc the progtam statement yor produced gus paci—of
Agemde-B-

Face-to-face meetings provide the staff and planners
with a forum for discussion, clarificaion. 1nd detaled
elaboratien of the evaluation’s findings as well as the o*+por-
tumty for makung suggestions about upcoming evaluauon
«ctivities. Dunng conversational reports, you will be able to
inake requests for assistance in solving logistical problems
or collecting data. Stalf members might also want to ex-
press their problems or suggest new information needs.

A schedule for interim reports should be part o/ the
evaluation contract. The program staff should indicaie
when or how frequently they wish to review the results of
cach evaluation activity. fnterim reports on the progress of
program development should contain results of completed
wvaluation components, a reiter ton of tasks vet to be
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accomgpashed, and a full description and rauonale for any
changes in your responsibilitics that may have to be nego-
tiated.

Formative evaluation reports can include feedback of
different sorts. At mummum, such a report will ssmply
descrike what the formauvs evaluator saw taking place-
what the program Jooked like ard what acluievement or
atntudes appeared to be the result. Depending upon lus
presumed expertise in such matters, the formative evaluator
may also make suggestions about changes, pomnt to places
where the program is in particulur need, and offer services
tc help remedy these problems. Your co~tributions along
these lines will depend on your expertise and the contract
you have worked out with the planners gnd staff.

If your evaluation service has focuged on pilot or feasi-
biiity studies, then your report will follow a mnre standard
outline. although you may suppiemznt the discussion of the
results with recommendations for adaptation, adoption, or
rejection of certain program components and perhaps out-
line further studies that are necded.

The tentative nature of instructional components in the
formative stages of a program should be a recurring thcme
m your conversations with and reports to the staff. You
will find that once staff arc comfortable with
program procedurss, they will want to avord making further
changes in the program. The {ormative evaiuator will have
to mahe a conscious cffort to keep the staff i~tcrested in
looking at program matenals and procedures with a view
toward making them ver more appropriate, effective, and
appealing for the students. Although ¢-aluators will have
the responsibiiity of oversceing the collection of informa-

2-/7

tion to support decisions about program revisions. the sug-
gestions and active invoivement of teachers in this decision-
making process 1s crucial. Everyone on the program siaff
should understand why the formative evaluation 15 occur-
r.ng and should be encouragz:d to take part.

For Further Reading

Alkin, M. C., Daillak, R., & White, P. Using evaluations-

does evaluation make a difference? 5age Library of .

Social Research. Beverly Hills, CA: Sage Pubns.. 1979.

Baker, E. L., & Saloutos, A. G. Evaluating mstructional
progroms. Los Angeles, CA: Center for the Study of
Evaluation, 1974.

Havelock, R. G. Planning for innovation through dissemina-
tion and utilization of knowledge. Center for Research
on Utikzation of Scientific Knowledge, Institute for
Social Research, University of Miclugan, January, 197}.

Lichfield, N., Kettle, P., & Whitb:cad, M. Fvaiuwtion in the
planning process. Oxford: Pergamon Press, 1975.

Nash, N., & Culbertson, J. (Yds). Linking processes in
educational improvement. Columbus, Oll- University
Council for Educational Admirustiation, 1977.

Patton, M. Q. Utilization-focused evaluatior. Beverly {hils,
CA: Sage Publications, 1978.
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* Step-hy-Step Cuides

Evaluation

Chapter Two lists some of the myriad 20bs of an evaluator.
Peep 1n the general differences between the roles of a formative
evsl tator and a summative evaluator. The goal of a formative
evaluator 1€ to collect and share with Planners and staff
information that will led to improvement 1n a developing program.
A summative evaluator has the responsibility for producing an
acuurate description o+ the program. complete with measures of
its effects., that susmarizes what has transpired during a
particular time period. Results from a summative evaluation.
usually compiled 1nto a writtern report. canbe used for
ceveral purposes:

¥ To document for the funding agency that services promised

by the program s planners have i1ndeed been delivered

¥ TOo assure that « lasting record of the program remains oOn

file

* To serve asa planning document for people who want

to duplicate the program or adapt 1t to another setting.

The somstimes 1diousyncratic nature o+ evaluations may mate a
step—-by-step guide seem unnecessary, and 1n truth, there 1s no
step-by—-step way to perform tasl.s i1nvolved wi*h the role.

Enough activities are commor among evaluatrons. however, to
permit a gencral outline of what needs to be accomplished.
Chapter Two Jdescribes four Rgendas to which an evaluetor must
attend to some degree. These agendas are:

* Agenda A: Set the Boundary of the Esaluation. That 1is.

negotiate the scope of the data gatnering ¢~vivities 1n which you

willerngage., the aspects of the program on  which vou will

For Conducting ar_
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concentrate, 2nd the responsibilities of your audience to

cooperate 1n the collection of data and to use the 1nformation
you supply.

Agends E: CSelect Appropriate Evaluation Design and
Measurements. In this case. you determ.ne specifically what 1s
to be measured. when, and how. The analysis to be employed is

also planned at this stage.

Agenda C: Data Collection and Analysis. This i1ncludes
administering all the planned data collection ‘nstrusents to
appropriate groups. coapiling and analysing the data and
selecting an appropriate reporting fcorm.

Agenda D: Final Report. Given the or:ginal purpose of tne
evaluation, plan and execute a reporting strateqy for the
appropriate sudiences.

As Chaoter Two mentioned, many of the tasks falling within
the scope of the different agendas will actually occur

Ssimultanecusly or 1n an crder other than that descr:bed by the

guide. In general, haowever, there will bs sgme logical order to

how the evaluatior unfolds. Consider the guilde as a loose map of

the =ctivities vou might perform.
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If you are working as a formative evaluator for the first
tume i the setting, your best guidance might come from 2
conversation with someone who has evaluated the program
before or who has served as formative evaluator in a sunilar
setting. If formative evaluation presents a change in tic
evalnation role to which you are acct stomed, then seek out
someone who Las done it before. Nothing beats adwice from
long experience. '

Whenever possible, the step-by-step guides use checklists

“and worksheets to help you keep track of what you have

decided and found out. Actually, the worksheets might be

better called “guideshcets,” since you will have to copy
many of them onto your own paper rather than use the one
i the book. Space sumply does not permit the book to
provide places to list large quentitics of data.

As you use the guides, you will come upon references
marked by the symbol &8. These direct you to read
sections of various How T books contained in the Prozrim
Evaluation Kit. at these junctures in the cvaluation, 1t will
be necessary for you to review a concept or follow a

procedure outlined in one of these seven resource books:

How To Deal With Goals and Objectives
How To Design a Program Evaluation
How To Measure Prograin Implementation
How To Measure Attitudes

How To Measure Achievement

How To Calculate Statistics

How To Present an Evaluation Report

* 6 0 0 o o o
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" Agendx A,

Set the N~undaries
Lo B . by-"uation

Instruction:

Ageda A sp-ompassss hs evaluation planninr
period=-frow tho tise you accspt the Job of ' wp-

u“ngcvlluuor uatil you begin to actually car-y
out tt Jssignments dictated by the role. fuca

of Agenda A amounts to sairang #n underscauding I
the program and cutlining ~he services you can
perfor ', than negotiatirg them with the mambers

of the staff who will _u_y_;*fuw informatica.

A~ da A's five steps and twelve substsps are
outlinid by this flowchart:

S

/ A __ S
7 ESTIMATZ HOW

CH AS YOU D FOCUS THE EVAL D NEGOTIAS YOIUR D MUCH THE EVAL-
ABOUT THE |, UATIOM ROLE { UATION WILL
I —J - =

a. Agrse about | a. Comp "¢ a '

#. Collect and
scrutinize the basic out- ~ost-of ~wtaff-
ittsn docu- |’ line of tns per-vait-time |,
nts that des- valuation figure for eac
cribe the pro- ts {or das- | job cole occu-
an ribing the t p ed by sumeon
e - Scar alert | | vho will work
for ' v poten-| | c- the evalua-
. "alk to tirl snage ir (tion '
I:.ogh , . Visualize crr = 205 wur \
at you might l valuation

;.:L:mu
N l

!

} . Think of
’ ou can cu’
|
\
|

(-] 14 ]

m——— >

A
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3"5“ Step-by -Step Guide for Comlucling-o&;ﬁ.rmﬁve Evaluation

Step 1 _]

uvated?
///’ ' Throughout this chapter, this prograom will be
referred to as Program X.

Determine the purposes
of the evaluatien

- - ——

N Instructions

:z The job of the sesmetive evaluator {s to collect,
"' digest, and repoct information about a program to
., , satisfy the needs of cne or more audiences. The

"= " audiences in turn might use the inforuation for

* . either of three purposes:

J:'J ® To learn about the program OF /+5 (’0"7900/79”%5

"T:v e To satis’y th.aseives that the program they were

."»« promised did indeed occur and if not, what h
T happenrd instead ce 1M 3 SUmmanie
y evaiugfron

-7 ® To ma = decisions about, continying or discon-
" . tinuing. expsading or Me programg
T -geserallyoiocugh-giving—evsdthhalding
ool 16 & dectston hinged = find
EARY ges -n your findings, your first
7 Job fs to find out wrat the decisicime Then you
«.' will have tc ensure that yuu collect the appro-

71" priate informstion ;.nd report it to the correct
- .- audiences.

¥

[[J what is the title of the program to be eval-

~r
Y
£

& gln your descriptions of che
decisions to be made and your
audience(s) by answering tha
following questions:

; [:] what decisions will be based on the evaluation?

i : ——

. IF /
- Ask the people w
ence this questiou:

t" o wants to know about the program? That is,

who is the evaluation's audiencag)

& Teache's

Report due
o ® Administrators
. Report due -
. ® Counselors or department heads

Report dus

Sooapages-1” andnds

e District Personnel

Report due

® School Board

Report due

® Superintendent

Report due

® State Denartment of Education

——

Report due

® Federal Personnel___

Report due

¢ Parents

Report due

® Community in general —

Repo :t due

® Other--special interest groups, fur instance

Report idue

Try not to Scrve too many aud ences
at once. To produce a credible

~summeretvp evaluation, your positioa

2ust allow you to be objective.

w anr eaﬂ.d(,w-hn.(‘ a_ summa hru wa/uaﬁ@

. constitute your primary audi-

C] What would be done if Program X were to be

found inacdequ~te?

at all.

Here name another pirogram or the old program,
or indicate that they would have no program
What you enter in this blank is che
alternative with which Program X should be
compared. There could be aany alternatives ox
competitnrs; but select the most likel,
alternative.
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Evaluator's llandbook

This most-likely-alternative~-to-Program-X, its
closest competite to & X

this guide as Program C. Wrica it after the
word "or” in the next sentence:

A choice must be made between cont auing Pro-
gram X or .

This is Program C.

If at _all possible, set up or locate a control or
comparison grovr which receives Program C.

Phsuit- Cepres
Erozcse Bvaly  ‘On for idesk.abwust
us ;dastesadd  Cnap-

ter 1 describes evaluacion designs,
some of them fairly unorthodo:, which might be
useful for situations where coi.trol groups are
difficult to set up Using a control group
greatly inc-eases the interpretability of your
information by providing a basis of comparison
from which to judge the results that you obtain.
Pages 24 o 32 of rhe same book describe different
s 8 of control groups and the programs they

might r ceive.

E] Hag sne of the ev ‘uaticn's audlences, suck ss
a Federal or State funaing agency, stated
specific requiremenrs for this cvaluation? Are
yor equired, for instancc, to use particular
.ests, to measure attainnent of particular out-
comes, or to report on special forms? 1If so,
sutmarize these evaluation requirements by
guoting nr roferencing the documents that
sti ylate then.

What is the absol:*2 deadline for
th2 earliest evaluation report?

oy Record the earliest of the dates Yyou
listed wh2n describing audiences.

“Te Evaluatiou Repnrt wmust be ready by
An

[ is a#p/mv// ,7%///
’/((7 @/MM( "L’Z /W&(/’
jlt) atecal 1w

Fle

Oeoigm. and

/
Qb fitree 0/5/%(,
fockes,

-

2




Step-by-Step Guide for Cmlduczingv;é;mnbtb'valuariun

- about the program(s) in question

! Step 2

Fitid ou* as much as you can

Instructions

[:] Articles in the educatio. .ad evaluatica liter-

ature that describe the effects of progranms

i’. Scrutinize written documents that describe
Program X, Program C, or both:

G

[:] \ program p.oposal written for the funding
ageney

D The rzquest for rroposals (RFP) written by the
. rponsor or funding agency to which this pro-~
’ gran's proposal was a response

E] Results of a needs assessment* whose findings
the program is intended to address

- D Written state or dist. ct guidelines about
. prograu processes and goals to which tuis pro-
Lt gram must conform

[:] The program's budget, particularly the part
that mentions the evaluvation

[] A description of, or an organizational churt
. depicting, the administrative and staff roles
e ~layed by various people in the program

" [:} Curriculvm guides for the materials which have
' Laen purchased for the gsiog—am

[:] Past evaluaticnz of thi- ~r similar programs

* - [0 Lists of goals and objectives which the staff
} or planners feel describe the program’'s aims

[:] Tesis or surveys which tie program planners
feel could be used to measure the e fects of
the program, such as a district-wide year end
assesszent instrument

DTasts or surveys that rere used hy the pro-

emos, weeting minutes, newsnaper articles——
descriptions made by th- taff or the planners
of the program

D yam . fomltivg evi’lxa?mr, nm"’z') #}ﬂbon.l ;Yli /1()7)

e Ej Descririions of the program's history, or of
- tl.o socfal context into which it has been
designed to fi:

-

. + *A needs assessment is an announcement cf educa-
-~ ., tio-al needs, expressed in terms of the school

: currfculum and policies, by representatives of the

> school or district constituency.

such as the cne in question, its curricular
materials, or its variouvs subcomponents

E] Other

Once you have discuvered which materials are
available, seek them out and copy them if pos-
sible.

Take notes in the margins. Write
a down, or dictate onto tape, couzwents

about your general impr-ssion of the

program, its context, aad staff.
This will get you started on writing your own
description of the program. You wmay want to com-
plete Step 3 concurrently with this generail

overview. Be ziert, in particzular, for the
following details:

E] The progran’s major general goals. List sepa-
rately those that seem to be of highest
priority to planners,, the cormunity, or the
program’s sponsors. Wote whece these priori-
ties differ across audiences, sirce your report
t5> eich should reflect the prioriti s of each.

[:J Specifically stated objectives

E] The philosophy or point of view of the program
planners and sponsors, if these differ

Examples of similar programs that planners
intend to emulate

C] writers in the field ef—edrewttoy whose point

of view the program is intendeoc o mirror

s¢  BEST COPY




{:] The needs ¢f the community or constituency
which the program is intended to mecet--whether
hese have been explictly ststed or seenm to
+plicitly underly the program

[:] Program implementation directives sn. cequire-
ments, described in the proposal, requir-d by
the sponsor, or both

[:] The amount of variation tolerated by the pri-
gram from site to site, or even student to
student

[J the number and distribution of sites involved

(C] canned or preput'ished curricula to be used for
the progran

[:] Curriculum materiels to be constructed in-house

i ;Pzdns which have been developed describing how

the program looks in operation-~times of day,
scripts for lessons, e’c.

[:] Administrative, decision-making, and teaching
roles played by various people

[(J staff responsibilities

Cj Descriptions of extra-ins“ructional requ -
ments placed on the program, such as the need
to obtain parental permissions or to include
teicher training or community outreach activi-
ties

l EJ Student evaluation plans
]
|

11 Plans a('/'w 1N=2102 AN

(<apitq iy fov feumahins 109/3

Aruitoxt provided by Eic:

@ s
Pl - taanctubum, GLULophent
d (éyiwf Wy wzw,ummpp

ERIC 3-5

{_) Teacher evaluation plsns

Ej Program evaluation plans

-

E] Descriptions of program aspirations that have
been stated as percents of st-dents achieving
certain objecti »s and/or deadlines by whi-:
particular gbjeccives should be resched

i:] Timeliner and deadlines for accomplishing par-
. ticular implementation goals or reaching
certain leyelr of student achiev nt

%gah% {ﬂ)r i

b. Talk to people .

o Formatiue evaluat 920y
Once \you have arrived at a get of initial impres-
sionsy, check these--and your germinating evalua-
tion plans--by seeking out people who can give you
two kinds of information:

® Advice about how to 80 about collecting forma-~
tive information for a program of this sort

® Ansuers to your questions about wha. the pro-
gram i supposed to be and do--including which

* and hov much mod{fication can occur based on
jour findings

I Ky ABIATTN,

Aheck yolr description of the program against the
impreszions and aspirations of your audiences and
the program's plsnners und staff. By all means,
contact the people who will be in the best posi-
tion to use the information you collect, your
primary aidience.

Try to think st cnis tim: of other p2ople whose
actions, opinions, and decisions will influence
the success of the evaluation and the extent to
which the information you collect will be useful
snd uged. Make sure that you talk with each of
theee pecple, either at a group meeting or indi-
vidually. Seek out in particular:

[j Evaluators vho have worked with this particular
program or programs like it. They will have
valuable zdvice to give about what informaction
to collect, how, and from whonm.

[j School or district personnel not directly con~
nected with thk= project, but whose cooperation
will help you carry out the evaluation more
efficiently or quickly. Negotiate access to

the programs!

[:] Influential parents or community members whose
support will help the evaluation go more
smoothly

87 { Cortr nece a’)
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. E;} The project director(s)

s [:J Teachers, psrticularl
: , y those L ho see
.z most influence © RO have

:[:J Program pla~uers and designers
,[:] Curriculum consultants to the proj. 't
D Hembers of advisory omaittees

Ej Influential or particularly helpful ;tudents l

E] The peopla who wrcte the proposal ’

If they are too busy to tal., send

@ memos to key people. Descr be *he
evaluatior. what you would .ike them

T

to do for you, and when.

| your meetir.gs with these peuple, you t ould

comwunicate two things:

€

Whe you are and why you are 4‘!Int*ve&z evalua-

ting the progran

The importance of your staying in contact with
them throughout the course of the evaluation

Tnev, in turs, shouid point out to you: |

Areas in which you have misunderstood the pro-
gram's objectives or its description

Parts of the program wnich will be alternativelv
emphasized or relatively disregarded during the
term of the evaluation

Their decisior about the boundaries of the
cooperatinn they will give you

Keep a 1ist of the addresses and
phor numbers cof the people you have
conracted with notations sbout the
besrz time of day to call them or the

times when it is easiest for them to attend
meetings.

1f jossible. Jbserve the program in
operation OT programs like it. Take
a f.eld trip in the company of pro-
gran planners and staff. Have them

point out the program’s key components ard major
variations.

Tske caretul notes of everything you

@ see and hear. Llater you mav tind

some ~f thesz valuable.

w




o |_ Step 3
| Focus the evaluation

I’QVIIUllize whst you might do as formative
evaluator

Instructions

Bass this exsrcise upon your impres-

dge ths ad iy of th 1
Q. Jidge ths adequscy o e svailsble written sions of the prog-am:

do-uments fo.~ describing the program

Make a note of your impressions of

the quslity snd specificity of the ® Which components appear tn provide the key to

ZCtSON program’'s written description. vrether it sinks or swims?
Ansver these Questions {. particular: - -
* Are the vritten documents spscific enough to ® Which compunents do the planners snc staff wmost
give you s good picture of vhst will hsppen? Do emphasize as being critically important?

they suggest vhich components you will evaluate
snd vhat they will look like?

D yes D no D uncertsin

® Which are likely to fail? Why?

® Whet might be missing from the program as
plsnned that could tuc-n out to be critical for
its succesrs”

® Have progrsm plsnners written a cle: crationals
describing vhy the particular activities, pro-
cesses, materisls, snd adainistrative arrange-
wents in the progrsm will lead to the goals and
objectives specified for the program?
Ej yes Ej no Ej uncertsin ® Where is the progrsm ton poorly planned to merit
success?

® Which student outcome .11 it probatly be

® Is the program thav is planntd, anl/or the goals easiest to sccomplish:  ‘hich will be most

and objectives towsrd which it aims, consistent difficuit?__
vith the philosophy or point of view on which

the program {s based? Do you nnte misinterpre-

tations or conflicting interpretations anywhere?

® Wha: effects might the program have that f{ts

O yes D no D uncsrtsin planners have not antici;ared? e — —
If your answvers to any of thess gusstions is no o While conducting this exercise .y yourself . J¢ wnot
. uncertain, then you will hsve to include in yewee _. b2 sfraid of oeing hsrd on thc program. st is
LYY T evaluation plans discussions with the planners and your job to foreaee pote:.‘a. prcalems that the
staff to persuads them to se. down a clear state- progran's planners might overlook.

ment Of tha program's goals and rationale.
When you chirk about the service you can prov'ds,
you will, cf® routrs~, -eed to considsr two impc -~
tant things besides program c'.i?” eris sndj -

' Jos era—rtr-budger-

| R ;xour‘u=n—pn'tien%or-oﬁfcgggﬁg-
|
|

“'}cu:.co'ne,e. These are the budget, which you

T COPY will work out in Agerda B, and _our own
BES - /0 particular strengths and talents.
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* Step-by-Step-Guides-for Condiueting a Formative Evalaation -

»

T~

<> @ Assess your owun strengths
-"\

-
H

You wiil be:t berefit the program in
CISON those areas whe e your visualization
in Step 3b mat/hes your expertise.

You should "tune" the evaluation to

+ build on your skills as:
.._~D A researcher

o e D A group pro.ess leader or organizational
facilitator

" ‘7_ D A subject matter "expert”--perhaps a curric-
LR ulum designer

i;_;_. D A former teacher in the relevant subject areas
‘:;.' D An administrator .

D A facilitator for problem solving

L D A counselor or therapist

™, [OA 1linking agent (See page 27, Chajter 2)

o D A good listener or speaker
> D An effective wri er -
D A synthesizer or conceptualizer

] A d1sseminator ot information, or public r :-
- tions promoter

'»}'} d.'l'hink of how you can cut ccs.s

Since the servlies you cen envision
providing probably exceed your
budge ¢, thin% of how you can cut

c’ sts. -See-5tep. 2r




Negotiate your role g .

Instructions

Chapter 2 presented c general outline of the tasks
that often fall withi tive evaluator's
role. You will have to work out your own job with
your own audience. Meet again ari confer with the
. people whose cooperation will be n:cessary--those
s whose decisions about the program carry most influ-
ence and who will cooperate when you gather infor~
mation. You nay, of course, also want to meet
with other audiences.

Q. Acree about the basic outiine of the evalua-
tion

B

Cj Agree about the program characteristics and
ovtcomes tha will be your major focus--regard-
less of the prominence given them in official
program descriptions. Ask the planners and
staff these questions:

® Which achievements and attitudes are of highest
priority?

® On which achievements and attitudes do you
expect the program to have most direct and
easily observed effect?

® Does the program have social or political cbjec-
t{ves that should be monitored?

E] Agree about the sites and pecple from vhom you

will collect information. Ask thesa questions:

e At which sites wil) the program be in operation?
liow geographically ispersed are they?

e How much does the program as implemented vary

from site to site? Where can such variations

consider nost importanc
objectives’ Might you
a different way than is
Would you be willing to
variation study and try

® Which characteristics of the program do you

for accomplishing its
have Z=wplemented it in
curreitly planned?
unwertake 2 planned
this other way?

be seen?

observe?

Who are the important people to talk with and

® (hat components would you like the program to
' aave which are currently not planned? Might we
: try some of these on a pilot basis?

’ . ———

o e Are there particularly expensive, troublesome,
contro 'ersial, or difficult-to-implement parts
of the program that you might like to change or
- eliminize? Could we conduct some pilot or

Lol feasi’ ‘ity studies, altering these on a trial
basis t some sites?

® yhen are the most critical times to see the

program——occasions over its duration, snd also
hours during the day?

® At wvhat points during the course of the program
will it be beat to measure =tudent progress.
staff attituden, etc? Are there logical
breaking points at, say, the completion of
particular key units or semcsters? Or does the
program pragress steadily, or each student
individually, with no best time to measure?

9
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" SeegEbySteg Guades for Conducting a lormatve dvvaltition

4>

® Would it be better to monitor the nreagram as a
whole perioaicaliv, or should the effcctiveness
of various program subparts be sinzled out for
scrutinizing, or bath?

More detailed descrintion of sam-
/ pling plans 1s contained in How To

Messure Program Implementatiom.

pages 60 to 64. MHow To Design 2
Program Iaplementation, pages 33 to 45, describes

decisions you might make about when to make
Measurements.

* E] Agree about the ocrt tne staff will play ir
coltecting, sharing, ana provxdxng 1nformaticn.
Erplain to the staff that its cooperation will
allow you to coilect richer auad more cradible
information abcut - “m=-with a clearer
message sbout what neeus 0 be done, Ask:

® Can records kept during the program as a matter
of course be cellected or copiea te -~tovide
{nformation for tne evaluation™

® Can record-keepirv svstems be established to
give me needed irfommation?

Will yaepr—renshaso and staff-‘<:/a‘1e te snare

& setreevement {nformiticn with me or hel, with

LS its collection? Are willing to admir 'ster

- periodic tests to sarples of efudesseg (4t 4chcﬁJJ/

’.‘“ —

N ® Wil aff mempers ne 11l g ~na able to

.3 attend brief evaluation meet:ings or evaluitiun
La]

..** planning sessions?__ _

- -

-'ED' ® Yill ycu be willing and able to take part in

+. plaoned progras .a.iations or pilot rests”
Will you be wiliing to respond to a.:itude
surveys to deterzins the effectivensss of pro-
grazx comsponernts’

. ® 2ased on the informition T collect, wtli wou te
" willing to spead tlne on modifying the profrar
through new instcuction, lessons, ocganiza~

tfonas or staffingz patte.ms”

® Are vou willing to adopt a formative watt-iud-
see expcrizental attitude *oward tle program?

How To Measure Program Implementation
describes wave to use records kept
during the program to back up des-
criptions of its {implementation.

Gee pages 79 to 88.

Ej Agree about the extent to wnich vou will he
able to take a research stance toward the eval-
uation. Find out.

® Will it be possible =0 se? up concrol grours
with whom program progress< can he compared?

P11l it be possible to establish a true control
sToup design oy randomly assigning participants
to different variations of the osrogram or to a
no -progran control group? Will {t be possible
to delav introducing the program at some sites?

Can non-equivalent contiol groups be formed or
rocated”

Wwi1ll I have a chance to rake me surcments hrior
te the propram and/er ofter en. s Zo sel up A
tine series design?

W1ll I be able to v.» a good design to unde .e
pllot tests or feas:b.litv studies?

® W1ll T be able or required to conduct in-depth
cose studics at sone sites?

I Fle ¢ oA £rmFF7ee
jfeuils agnfgﬁtﬁ/usgzc:f designs wa—- JCW/C/(I//‘-%

. E@#ﬂcff?!‘f?3+ﬂﬂffrt are discussed In
How To Design a Program Evaluation.
See ln pariicular pages 14 to 19 and

46 te 51, Case studics are discussed in How Tn

Mea ure Program Implesentation, pages 31 snd 32.

T oo Foamarsro zuaéc(?z‘;/ff?",
[:],A rve about the extent to which you will need
to provide other services. Ask the staff and
planners these questions:

,

® Do you nced consultative help thit stretchen
mv role beyond c llecting forrati-e data®> Do
you want ev advice about progrum adafi ations,
for instance? Or help with solvinn peraonnct
prublems

PAruntext providea oy enic JElRg -
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Evaluator’s Handbook

Do you want me to serve o sClic cegree 2¢ 2

linking agent? Siould I, tor instan:@., conduct

literature “uvviews, seek consultation from
similar projects, or search out services or
additional people or funds to helo the project?

Should I tak> on 2 public relations rol2? i1l
you want me tu scrve as a spokesperson for the
project? To give talks or write a newsletter,
for examols”__

IJL Stay alart for two potential snags in carrying
out the evaluation

WA PR RN B B PR P BRIz fren.

e Conflicts in your responsibilities to the
program and the spons.®

® How much in=rrugtfonal and curriculsr change
will you tolerit&iin 30 plog.amqgcyun 1f§‘
current at te? Would you be willing to delete,
add, or a’ter the program's objectives? To
what extent would you be willing to change
books, m-rerials, and other program components?
Are you willing to rewrite lessons?

Include additional "what if..." quescions thst are
more specific to the program at hand.

[:] Look out for conflicts in your own role. If
your job requires that you report about the
program to its sponsor or ¢o the community at
large, staff members are likely to be reluctant
to share with you doubts and conjectures about
the program. Since this will hamper your
effectiveneaa, you will do best to explain to
the planners and ataff the following:

L4 UU noC 1iicer fue—

7+ [44277%)¢ gwa,‘zm
[]Gé%é%ﬁéé%%ﬁfﬁ}f?’ﬂg& a Gg#%é%gé%;awédk1npﬂn—dub4&«3&*&&4ﬁdﬁia%%%%ﬂrﬁﬂr-

commitment to'c
the part of planners or staff. It will be
fruitless to collect data to modify the program
if someone will resist modificaziona. Before
you begin scrutinizing the program or its
various components, then, you should find out
where funding requirements, ataff opinion, or
the political surround restrict altering the
program. Ask in particular the following quea-
tions:

On what are you most and least willing, or con-
strained, to spend additional money? what
materials, personnel, or facilities?

Where would you be most agreeable to cutbacks?
Caa you, for instance, remuve personnel? If
particular program components were found to be
ineffective, would you eliminate them? Which
books, mat~rrials, and other program components
would you be willing to delete?

Would you be willing to scrap the progranm as
at currently looks and atart over?

Hov much administrative or staff reorganization
wil) you tolerate? Can you change people's

roles? Can you add to staff, say, by bringing
it v2° ‘nteers? Can you move pecple~—teachers,
even . “ents--from location to location perma-
nently .. temporarily? Can you reassign stu-
dents to different programs or groups?

“programy_ Outline the form and some of the

k*%See message that the report will contain.
below and/or

® That the planners and staff will have a chance
to screen reports that you submit to the
sponsor.

and/or

® That you are willing to write a final report
describing only those aspects of the progranm
chosen by the staff.

and/or

® That you are willinr, to swear confidentiallty
about the issues and activities that the eval-
uation addresses.

If you are {n a hurry, and you think
that you need to purchase? instru-
ments for the evatuation, then Bet
started on this right avay. <Censwit—
S4eprCiamd— O nnd—the—treleveni—iiown—To—boolsT—
sand_order apecinen sets-ag-soon possIOLa—

** The following questions are most pertinent
in a formative evaluation.

Q
EMC' :-'“1 S e S e e
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Aruitoxt provided by Eic:

Step ¥

Estimate the cost
of the evaluation

Instructions

If your activities will be financed from the program
budget, you will have to determ'ne carly the finan-
cial boundaries of the service you provide. The
cost of an evaluation is difficult to predict ac-
curately. This is unfortunate, since what you will
be able to pronise the staff and planners will be
determined by whrt you feel you can afford to do.

Estimale costs by getting the easy ones out of the

way . st. Find out costs per unit for c¢ach of

these "fixed" expenses:

a

Postage and shipping (bulk rate,
parcel post, etc.)

Photocopying and printing
Travel and transportation
Long~distance phone calls
Test ard 1gstrument purchase
C s lrdnt3

<« .onantcal test or questionnaire
scoring

0 0Ooooao

Data proucessing

These fived costs will come "off the top" each
time jon sketen out the hudget accom; 'aying an
alternative method fnr evaluating the progranm.

The most Jifitcult comt to estimate 1s the mnst
important one: the price or person-hours required
for your services and those of the staff you
assembl. for the cvaluation. 1If vou are inexper-
fenced, try to emulate other people. As: how
other (valuators estimate cnsts and thea do
likewise.

Develop a_zule-of-thumb thac computes the coot
of ecach tvpe nt_ _ovaluation staff member per unit
time necivd, such as "It costs 54,500 for one
seninc evaluator, worklng full time, per month."
fhis Lisure should summarize all expenses of the

ev ~ rion, excluding only orerhead costs unique
te wereular  tady~-such as trave! and data
aNu . ySiN.

BEST COPY .

oo g

The staff cost per unit figure should include:

Salary of a staff member for that time unit
+ Benefits

+ Office and equipment ]
rental

This equalc the total
routiue expenses of
running your office

+ for the time unit in
question, divided by
the number of full-
time cvaluators
working there

+ Secretarial sarvices

+ Photo copying and
duplicating

+ Telephone

+ Utilzities i

Compute sucit a figure for each salary classifi-
cation--Ph.D's, Masters' level staff, data
gatherers, ctc. Since the cost of each of these
staff positions will differ. you can plan va-f-
ously priced evaluatinas bv juggling amounts of
time to be spent nn the evaluation by staff
members in different salary brachkets.

‘The tasks you promise to perform will i1n turn
determine and to determined by the amount of
time you can allot to the evaluation from dif-
ferent staff levels. An evaluation will cost
more if it requires the attention of the most
skilled and highly priced evaluators on your
staff. This will be the case with studies re-
quiring extensive planning and complicated analv-
ses. Evaluation~ tha: use a simple design and
routine data col.cction by graduate students or
teachers will be correspondingly less costly.

In estimatz the cost uf your eval-
uatfon, try these steps:

a, Lompute o cost-of-staff-pur-unit-time fipure
for each jnb prsition neeupted by someone who
will work on the evaluation.

Depending on the amnunt of uickap staff suppnrt
entered fute the equatfon, thes figure could be
as high os twice the gross salary earned by a
person in that position.

“,. Calculate o first estimate of which sgaff
members® services will _he required for the
evaluation, and how lene each will need to

vorh.

3-15
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€. Estimate the evaluation's total cost.

UAR Refer to the proposed time span of
the evaluation. Be sure to include
(VSO e weq fixed costs unique to the evaluation

--travel, printing, long-distance
phone calls, etc.~-and your indirect or overhead
costs, if any. Discuss this f{igure with the fund-
ing source, or comparc it with the amount you know
to be aiready earmarked for the evaluation.

d. Tﬂ

Kerzher than visiting an entire popu-
lacion of program sites, for instance,
visit a small sample of ¢hem, perhaps

a third; send observers with checklists
to a slightly larger sample, and perhaps send ques-
tionnalres to the whole group of sit»s t¢ corroborate
the findings from the visits and observations. See
if one or more of the following strategies will re-
duce your requirment for expensive personnel time,

or trir some of the fixed costs.

[:] Sampling

E] Employing junior staff members for some of the
design, data gathering, and report writing ctasks

[:] Finding volunteer help, pzrhaps by persuading
the staff that you can supply richer and more
varied information or reach more sites if you
have thelr cooperation

Purchasing meas 'res ratier than designing your ;
own

Cutting planning time by building the evaluation
on procedures that you, or people whose exper-
tise you ~an easily tap, have used before

Cunsolidating instruments and the times of
their administracion

a oo O0

Planning to look at different sites with dif-
ferent degrees of thorouschness, concentrating
your efforts on those factors of greater im-
portance

O

Using rencil-and-paper instruments that can be
machine read and scored, where possible

O

Relying more heavily on information that will
be collected by others, such as state-adminis-
tered tests, and records that are part of the
program

ERIC > 95 BEST COPY
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"Instructions on How to Develop a Proposal"” will go here




Step 5

Come to agreement
about services
and responsibilities

- Instructions

Yy

o WMuHMwM
g Tice ofa(lor.

- Y the—fellowing--formst,- / &8

nupnt o kee < /¢ ,Zg/o
TR ‘ne HRE v X o 5;9 AA7,
o and MYSTIH;

= A7) be.

“.» | This agreement, made on > 19
.. | describes a tentative outTine of the fommative
g evaluation of the project, funded by
£ for the academic year to
é‘* . The evaluation will take place from
w2 , 19 _to v 19__. The

> | Tormrtiveevaluator for this project is
. assisted by and

.
—————————

Focus of the tvaluation

-+ | The program staff has communicated its intentron
.t%. | that the +ermative evaluator monitor periodically
* | the implementation of the following program char-
acteristics and components across all sites:

. - | oplementation of the following planned or natural
“«. | program variations will be monitored as well:

i | The evaluator will monitor periodically ~rogress
: o in the achievement of these cognitive, a.titu-
~Y+{ dinal, and other outcomes:

| The evaluator, in 2ddition, will conduct feasi-
~* | bility and pilot studies to answer the foliowing
e questions:

The evaluator will provide, as well, the following
services to the staff and planners:

Data Collection Plans

Program Monitoring and Unit Testing

Data collection for orgoing formative monitoring
of implementation and progress toward objectives
will take place during the following periods:

from __ te ; from
. to ; and from
to _. These dates were chosen because

Interim reports, delivered to ad to

, will be due on , 19__,
’ 19___v — ‘g___, and
. 19

Approximately program and wontrol

sites for collection of implementition oata will
be chosen on a {random/volunteer)
basis. Of these, will be studied inten-
sively using a case study method; will be
examined bv m2ans or observation 3nd interviews;
and .11 rec2ive questionnaires or have
records reviewed only. S*aff members filling the
following roles will be asked to cooperate:

Approximately program and control
sites will take part in each assessment of prog-
ress ioward Jrogram outcomes. These will be
chasen on a basis.

During each assessment period listed above, the
following types of instruments will be adminis-
tered to students and :

— e

% - /7
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L Pilot and Feasibiiity Studies

- Pilot and feasidbility studies will be corducted

at approximately si1tes, chosen on a
basis. The purpose 2nd probable

. duration of each study 1s outlined velow:

Tentative completion dates for these studies are

" ’ ]9_' » ]9 » and
» 19_, with reports delivered to
i and on ’
19__, » 19_, and , 19

The following implementation, attitude, achieve-
ment, and other instruments will be constructed
for the pilot studies:

Staff Particigation

Staff members have agreed to cooperate with and
assist data collection during monitoring, unit
testing, and pilot studies in the foilowing ways*

. Approximately meetings will be needed to
- report and describe the evaluation's findings.
. These meetings, scheduled to occur a few days
~ after submission of interim reports, will be
attended by people filling the following roles:

The planners and staff have agreed that decisions

oo such as the following might result from the for-
at mative evaluation:
3
Budget

The evaluation as planned 1s anticipated to
require the following expenditures:

Direct Salaries $
Eraluation and Assistant Benefits $

Other Oirect Costs:
Supplies and materials
Travel
Consultant services
Fquipment rental
Communication
Printing and duplicating
Data processing

. Equipment purchase

s Facility rental $

Indirect Coscs

4
TCTAL COSTS 8 _.‘ff 6
——— ey, .:4-‘-.' LR
t'~‘23_.,';? R
‘ . '~;{
Variance Ciause =
The staff and plarners of the _pro- {;;'
gram, and the evaluitor, agree that the cvaluation '
outlined here represents an approximation of the -,
formative services to be delivered during the fga
period » 19 to » 19, -
D — _— -
.2

Since both the program and tne evalualion are A
Tikely to change, hewever, 2ll parties agree that
aspects of the evaluation can be negutiated.

The contract outlined hare prescribes the cvalua~
tion’s general outline only. If you plan to
describe cither the prog:iam cor the evaluatic.. in
greater vetail, then include tubles such as
Tables 2 and 3 in Chapter 2, pages 28 and 3l.

,;it Total Direct Costs §
& 3 /8 BEST COPY
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AGENDA B

Select Evaluation Design
and Appropriate Measures

Decide what to Select design Plan analysis Choose
measure or or monitoring for each Sampling strategy
assess system instrument

(Many of the steps in Agenda B are still to be combined.
It will be more efficient after I receive the revised

Implementation book. I assume the Design book will not
have changed substantially.)

-0 94




Aruitoxt provided by Eic:

Step-by-Stop Guude tor Conduc ting a Sunimanve Ty aluatiom

NN

7 e S

Set up the evaluation dcsigns

Instructions

In Phase B you selected instruments with which to
carry out meis-urements and you clodse an covaiuation
desige to determine when--and to whoi - (ney would
be administered. The purpose of this step is to
help you easure that the design {s carried out.

lssuss of design and random assign~

ment are treated i depth in How To-

Desipn & Program Evaluagion. —tm—
*Fhvq‘*nﬁ*—11ﬂT1?ffT'HT!TF111N+‘StEP‘(\_

— i s . 1 )

desizan—ypre—trreechosrn—e —— .
The three checklists which follow are intended te
help you keep trael of the implerenzation of the
design you have choscn. Set up the checklist that
is relevant to your particular desisn. ~Hee—tr—o
bt 1 AT T T o ———t o
asdto 1 Duadiegd
it e seoapntial o the desi
.-

1 . i
e tromTY

Checklist for a Gontrol Croup Nesign

With Pretest-=Designs 1, 2, and }

1. Name the person responsible for setting up
the design

1f the design uses 3 truec control groun:

2. Will there he hlocking? [] yes Ej e

(See How To Desiun a Program Evaluat:on,
pages 149 and 150.)

3. 1If ves, based upon uwhat”

E] abiliry [] se
D achireverent D other

4. Mas rondomization becn completed?

E] Ve s E] an Date

Lf the_design wses 1+ non-—equrvilent control zroup:

5. NHame this proun

In efther case:

6. List the major differences between the pro-
gran and compari~on groups--for example, sex.
SES, ability, tine of dayv of class, geogranh-
1cal lovation, age:

7. Has contact been mule to secure the covopera-
tion of the compi-ison group” E] yes

Date

8. Agrecment received from (Ms./Mr.)

9. Agrecment was in the form of (letter/memo/
prrronal conversation/ete.)

1. Confirmatory letter or memo sent? [j yes

Date

11. Is there o list of students receiving the
cumparison program? [:] yes nes

Where is it?

12, Name of pretest

13. Pretest completed? E] yes Date

14, Teachers (or other program implementors)
warned:

E] To aveid confounds? Memo <ont or meeting
held (dace)

C] To a otd c¢ontamination? Memo sent or
meet.ng held (date)

(Sec flow To Desiru a Program Fvaluation,
page b0

1S, List of possible r~onfounds and contaminations

6. Cheek made that both proerims will <pan the

sarc time poried” Nate

V7. Postiest prven? [ Dite

O

ERIC

%-20 L BEST COPY

-—




W

A
{ . .
IB 98 Evaluator's Handbook
v
13 H .
4 } Checklist for a Time Series Design ® Equivalent forms of instruments to be;
: ; With Optional Non-Equivaleat Contro] Group [:] made [:]purthaged
| ~=Designs 4 and 5
. : ® List of Students receiving Form A on pretest
-t 1. Name of Person responsible for setting up and and Form B on posttest
maintaining design
2.  Names of instruments to be adminiatered ard
—o readministered
] ® List of students receiving Form B on pretest
R ' and Form A on postiest
o 3. Equivaleut form of instruments to be:
i DMade in-house? D Purchased?
' } 4. Number of repeated measurements to be made ® Dates of planred measurements :
e Per instrument
Pretest Conmpleted? [:]
5. Dates of planned measurements : Posttest Completed? [:]
Ist S5th
b | [:] [:] e 3. Comparison to be made via standardized
: {1 2nd [J 6tn tests?
A [ 3cd Additionil:
- * Name of standardized test(s)
0 een O
) —
‘ If the design uses a control group:
g group ® Test given? [:] Date
B 6. Name of control group
) ® Scoring and ranking of program students
7. List of major differences between the program completed? Date
group and the coutrol group--for example,

R sex, SES, ability, geographical location, age 4. Comparison to be made between obtained results
and resulte described in curriculum mate~
~ials?

. ® Name of curriculunm materials
. 8. Contact made to secure ccoperation of com-
. parison group? Date
’ ® Unit test results collected and filed? [:]
t 9. Agreement received from (Ms./Mr.)
® Unit test results from program graphed or
10. Confirmatory letter or memo sent? [] otherwise ccmpared to norm group?
Date
5. Comparison to be made between results from 3
11. List of possible contaminations pPrevious y. ir and the results of the program
group?
® Which resultes from lastc year will be uged-~-
for example, grades, district-wide testg?
A ]
® Last year's results tabulated and graphedﬂ:]
- ® List made of possible differences between
this and 1as¢t vear's (or last time's) grou
Checklist for Pre-pose Desipgn that might differentially affect rasults? di]
With Informal Comparisors--oesign 6
1. Name of Person respongible for setting up
design
2. Comparison to be made between obtained post- * Program X's resules collected? [:]
test results and pretest results?
. ® Name(s) of {nstrumenc(s) to be used ® Program X's resules scored and graphed, or
otherwise compared, with lage year's?
| G-
3 101 BEST copy
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Step-hv-Step Guide for Conducting a Sunumatu e Fraluanon

Compariscn to be made between obtained
results and prespecified criteria about
attainment of program objectives?

® (t.ose criteria are thesc--for example,
teachers, district, curriculum developers?

® State the criteria to be met

® Objectives-based test results collected and
filed?

® Objectives-based test results graphed, or
othervise compared, with criterion? C]

If you have chosen to administer
instruments at only a sample of pro-
gram sites or to a sample of
respondents, then use the following
table to keep track of the proper implementation
of your sampling plan.

1. The sample will ensure adequate representation
to different types of:

(3 sites--uhat kinds?
D Time periods--which ones?

[j Program units--which ones?

Sampling Plan Checklist
|
|
\

| l Program roles~--which ones?

[ student or staff characte-istics--name them

(] other

2. The sampling plan ccmprises a matrix or cube
with cells (see How To Measure Program
Implementation, pages 60 to 65)

3. Hcw many cases will be sampled from each cell?
(see _.w To Design a Program
tvaluation, pages 157-161, for suggestions
about selecting random samples)

4. Cases selected? [:]

5. Yor each time selected.
® Have instruments been administered? [:]

Corments .

® What deviations from the sampling plan have
occurred?

ERIC 5- 22790 BEST COPY
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AGENDA C

Collect and Analyze
Data According to
Evaluation Design

¥

Put Sampling Administer Compil&é Analyze data
Plan into instruments-- Reduce data
Effect observe, score,

record

(Some of the steps in Agenda C

are to-be-revised further

when I have received the Implemertation and the Reporting

books)




[E

> ——

\ .
Stay 3

Administer instruments,

score them, and record data

Instruct.oax

Ea'Once you_have decided which instruments to
use, M pia Jdequiriag the
lusxons-—ordcrxng <nd cons
will take a long time,

at_once.  Have po 11~

tructing instruments
possibly months.

I you wntend to by i truments.,

use the torm letters o the varions
Hw To bools for orcering them.

Z 10

Clicek the list of est publisherrg

in the llow To books for sources of published tests.

==

Y o0 plun to construce your own jn~
struments, write a mero to those in
charge of producing them, lesvin, ne-
doubt awout who s responsihle annd

"
deadlines for theyr completion.,
Instruments made tn=hoi oo must be
Tred out, Jdebuagod, o evaluagd

for techniead quality
process,
discuss reluabilite

10 awd the

the rit's mea.urement bog, -
and vatidity as tney applv (o
the three primary TleLsuronent < T treated gn

the books. See Achievement, Chapter 5, Attitudes.
Chapoer 11, and A litcle

Impilementarion, Cnapter 7.

run-through wicth a few students or aldes might mean
the difference hetween o nedic, re instrument
realiv exceliing one.

it

and

Keep tabs on instrumont arders. [f
seu have not recetsed them within
two wveeks of the deaditng, prod the

publisher or your in-hiuee developer

Oree ¢ 0 tustrumon: io completed or
reecio b nlan how 1 will Lo scored
s Tecords ot
e
b'\hure INStrancnts as the resulte come gq
If the inetrumoat o 4 selected respon .y, format--
o ltfled
for 1oatarce, mult.pic-choice, true~tfalse, Likerc-
scule~=mike gur. y u have a scoring key our template.

If it has an o en-ended format, make sure you have
a set of correctuess criteria for scoring, or a

way of ¢itegorizing and coding questionnaire or
interview responses.

See How To Measure Proeram Tmplementa-
&lou, pages 71-75 nd How To Hessare
Actitudes, pages 106 and 107, and 170
and-171. Those sectlons contaln
infurmation ahoat scoring or coding opun-response
items, cssays, and reports. If the test (s ro be
scored elsewhere by a state or district office or
by an agency with whom you have a coatract for
testing and scoring, and VOou are to receive .
print-out of the results, docide whether vy wish
L0 _scure sectiong of it for MOUZ OV purposcs.

In some Cascs, achievement of objectives cau e
measured via partiat scoring of a standardized cest.

T -
$arand hiow

pages 36 ro
& “achnijue

P T—rTT
To Measure Achievenent,

39 for a description of
for dotng this.

€. Record resuics Pyl _medsure

onto 1 data summry
shoegt
Al

Unie you know what the scores from
your rasiruments will loox like,
decide whether you want results ‘. r
each examinee,
class, or percentane resulis
when cach tnstramcnt has been
the

wean resulte for cach
foe cach ttem.

admintstered
nstruments as soun as possible.

Then,
v SCUIC

Once scoriog i completed, connislt
the appropriare dow To hooks for
suppestions abeoat tarmattsing and
Filting out di g SUIMAry sihceets.,
See Actitudes; pages 159 to 166; implemcntacion,
pages 67 to 71; and Achievement, pages '(7 to 120.

Cunstruct ~er -re data summary shocts for Pro-

Brar X peosrte and tne compartson group su that it
is 1mposs<bhle to &'t them confused. Then delegate
the scoring and tecording task.,.

Q

RIC
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A table like the following should
help you keep track of instrument
development, administration,

scoring, and data recording.

Completion/ | Aeministration Deadlines
Receipt Scoring Record:.ag
Instrument Neadline pre /2 post | /* Deadline /7 Deadlire o

W

"
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Analyze data with an eye toward
implications for policy and for
proaram improvement

Insctructions

If vou are periodically monitoring che program--
and particularly if there i{s a control group--then
you have collected a batctery of
generali measures that can be ana-
lyzed using lairly .tandard statis-
tical wethods. Consider whether
you will:

E] Graph results from the various instruments

Perfcrm tests of the statistical siguificance
of differences in performance among groups or
from a single group's pretest and posctest
[] Calculate correlations to look for r2lacion-
ships
[j Compute indices of inter-rater reliability

How -Tox re Achievement discusses
using test results for statistfcal
“analysis on pages 125 to 145. .How
To Maasure Attitudes described -~
attitude test scorey used for calculating scacis-
tics on papes 170 to 177. See, as wel!l, How To
Measure Program Isplementation, pages 67 to 77.
ProbYems of calculacing fncer-rater reliability
arc discussed ln all three books. Specific
suatistical" analys weere”discusved in: Bow To -
CalculstesStrtietic®l’ .

All of the Kic's How To books contain suggestions
for building gtagni_gpd tables to sumnarize

results. For, eschelistrumenceyolithgey see the
relevant How To book. Consult, as well, Chapter &

Remember that in addicion to des-
cribing program implementation and
the progress in development of

. skills and atclitudes of variuvus
participants, vou mav also need t0 note whether
the program is keeping pace witi the time schedule
that has been mapped out.

I1f you have focused daca colleecion on specific
program units, or {f you ire conducting pilot
tests, then in addicion to per{orming statiz*ical
analvees. consider whether the program has
achieved each of the objeetives in question.

In particular, examine taese things:

® . tudent achievement

® Parcicipants' arcictudes about the program com-
ponent in question

® The component's implementation

you might cbtain{ with suggestions about what to

do about ecach. Determinations of good, poor, and
adequate performance should bgghefed on the per-

formance standards set icrffsﬁ_ﬁ,'

- 3983 774
@
— (K /LTI
Below you will fifd four cases describing results

of Eow To Present sn Evalustiom:Raport..™

Wher each graph and statiscical test
@ is complected, examine it carcfully

and Write a one-0r-two sentence de-

scription that Summarizes your con-

clusions from reading the graph and noting the
resules of che analysis.

§g11 the graphs and summary sentences that seem
to you to give the clearest picture of the pro-
gram's impact. These can be used as a basis for

the Kesults section of your report.

ERIC

Aruitoxt provided by Eic:

Case 1

® Achievement test resules: good

® Progranm implementation: adeguate

® Attitude results: pour

What to do? Chech the technical quality of the
imstrument- (see How To Measure Attitudes,

pages 131 to 151, Find out what Is causing bad
morale:

[j Is the prograa too easy? Pretist studunts for
upconming program units to see if cthev have
already mastered some of the objectives.

E] Is the progran too difficult” If this com-
plaint is widespread, try to alleviate the
pressure of the work.

E] Is this part of the program dv.11? The response
to this depends on the studerits and subject
macter. T ¢ to find motivators for the stu-
dents, or heir teachers to invent wavs to make
instruceion more appealing and relevant. If
minor changes offer no pronmise, the staff {s
convinced of the {rportance of program objec-
tives, and the rest of the program secms more
interesting, then don't revise.

> 19 BEST COPY
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Case 2
za5€ o

® Achicvement test resules: good
® Program implementaition: poor
® Actitude results: good

What to do? First ask:

[] Did the achievement test and the program com-—
ponent address the same objectives? If not,
there's your answer! If so, check the techni-
cal quality of the implementation measure. See

Now T . ion, pages
129 to I38: © TR T o me el e sty
Then ask:

[] What happened in the program instead of what
was planned? Make sure that students did not
learn from the mistakes they mpade while strug-
gling through poor ingtruction. TIf poesible,
suggest that the ’nstruction that 4id occur
become officially part of the program.

Case 3

® Achievement test resulte: poor
® Program implementation: good
® Attitude results: good

What to do? First ask:

DDld sctudents misinterpret test items in some
wav¥, and i{f so, how?

Then assure yourself that tne objective underlying
the test matches tte objective underlying the
instruction. 1f so, examine the technical quality

of the achievement test. Seer How . Tn-Meagure,
Mes 89 to 11S. o
-

Then ask:

E] Vas student performance during program imple-
ventation good? If so, check whether the
amount of practice given to students was
sufficient to allow them to master the objec-
tive.

Ej Was student performance on program tasks poor?
1f so, explore whetner sufficient time was
glven for practice and vhether students lacked
prerequisite skills necessary to learn the
vaterial. You may need to give diagnostic
tests to lucate students' skill deficiencies.
Check to see whether the instruction itself was
difficult or confusing. Did students under-
stand vhat wvas expected of them?

Case «
x4S5€ «

More than two of the indicators show unsatisfac-
tory results, 1In any of these cases, you should
investigate the cause of the problem and revise
a8 necessary. -




AGENDA D

Report and Con€er” with

Plapners and Staff

The key to an effective evaluation is
gocd communication. Especially in the
case of a formative evaluation, infor-
mation about where the program is or is
not working needs to be timely and
clearly presented so that appropriate
changes may be made. Summative reports
must also be timely and carefully
prepared if they are to have an impact
on policy decisions.

2 3

1 bl
CHOOSE A 3

. "MBLE [H7| |

PLAY THE [::) METHOD OF ‘ ) &;ig;ﬁ e
RTPORT PRESENTATION .

~|

2y
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[ Step 1 |

—Decide-what-you-want-to-sayg

Instructions

Plan, +he &/Dav-'f‘

You want to get the information across quickly and
succinctly. Therefore think about eazn insiiucant
you have administered and:

[:] Make 3 graph or table swemarizing -he major

quantitative firdings you want to
report. How To Calculate Stati-tics,
pages 18 to 25, describes how to

graph test sccores.

] hack-Hoiw'S> Presest - Evaiuation Beport,
~Chaptery L.andi2, {or suggsstions
about organizing your message and
an outline of an evaluacion report.
le~k over the outline and decide
which of :he topics apply to your report. 17
you will need to descrite program implementa-
tion, look at the report outline im Chapter 2.
of. Y¥ow To Measurs Froxr>s'lmplesentation.

[:] Writ- a quick general outline of what you plan
to diseuss. /249A9€ljﬁ)

If you are submitting an interim report for a pro-
gram that is being asscmbled from scratch, you
sho:ild include in Scction 11 of the rrperr a few
paragraphs dealing with progress in program
deeign. They might be entitled, for instance,
Materials Production or Staff Development. The
paragraphs siould address .hese questions:

[:] Has res:arch been conducted to determine the
sort of curriculum that 1s appropriate to the
program? Wao conducted this research? How
useful has it been?

} tha: materials development has been promised
for the program? For wvhich objectives? For
vhich sites? What student materials?  Any
teacher manuals? Any teacher training mate-
riais? Any ocudiovisuals? Has the staff
promised to expand or rcvise something pre-
viouxly exiating? Did they submit in the
proposal an outline, plan, ur prototype of
rhe promised —aterfals? Are the materials
being produced in accordance with this? Have
there been changes? Has the staf decided to

not develop omet:ing they promised? Why? How
is developr: it of these particular materials
progressing? Is it «\ schedule? Behind? Why?
Does the staff plan to catch up by year's end,
or is this unnecessary because they are well
ahead of student progress? How much of the
iutended materials development will be com-
pleted by the end of the evaluation?

CJ what staff development and training have beeu

provided to ensure that planners, teachers,
etc., are equal to the tasks of both designing
and implementing a new program?

D What plans for staff member participation in

materials development are contained in the
proposal? Ts this an accurate description of
wvhat has occurred so far?

[] What staff-communiiy interchanges to gather

help with planning were mentioned in the pro-
posal? What staff mcetings--within the project
or with staff members outside it--were planned?
Did these occur? What were their purposes and
outcomes?

e e Sad e o hin
> o
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Step 2

Clicose a method of presentation

Instructions

If the manner of reporting was not negotiated
during Agenda A, decide whether your report to
each audience will be oral or written, formal or
inf mal.

Chapter 3 of How To Present an
Evalustion, Report lists & set of

pointers to help you organize what
you intend to say and decide how

Follow the outline described in

£ % “Chapters 2 of? BowrTo-Prusedt ath.~
R Evislwstion: Report, Sectiow: IIl.

The report should inélTydes ™~

® A deccription of why you undertook the evalua-
tiop

® Who the decision-ma ers were

® The kinds of for—ativg questions you intended

ask, the evaluation designs you used, if any, and

the {nstruments you used to measure implementa-
tion, achievement, and actit :des

. _..‘-“_&1-.;&_1.:!::3 collecti. methods which you
used

If you have found {nstruments which w.ve particu-
larly useful, or sensitive to detecting the
implementation or effects of the garticular pro-
gram, put them in an appendix.

F o1 N1 G e
report Should conclude, f{mportantly, with

suggestions to the sumative evaluator, {f {ndeed
a summative evaluation of this particular program
will be conducted.

co say 1lc.
Step 3
Assemble the report
Instructions A worksheet’ like the one below will

@ help you to record your decisions
about reporting and to keep track

of the progress of your report.

ERI

Aruitoxt provided by Eic:

Final Report Preparation Warkshect

List the audicvnces to receive cach repore,
date reports arc du:, and type of report to
be given to cach audience. Some reports may
be suitable for more than one audience.

Date report due

Audicence

How many difterent reporets will you have to
prepar~?

For each different report you submit, complete
this section:

Report #] Audience(s)

1i0
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Checklist for Preparing Evaluation Report:

¢ Report will be: D formal

D oral

® pDeadline for finished draft

[] tnformal

D written

Completed? D

¢ Deadline for finished audio-visuals, if any

Completed? D

¢ Deadline for finished tables and graphs

Completed? D

® Nanmes of proofreaders of ‘inal draft, audio-
visuals, or tables

Contacted and agreement made? D

Contacted and agreement made? D

Contacted and agreement m:.le? D

® Date agreed upon as deadline for getting
drafts to proofreaders. These are absolute
deadlines for completing drafts:

Draft sent? D
Draft sent? D
Draft sent? D

® Dates drafts must be received in order to

revise in time for final report deadlines:
Proofread draft received? D
Proofread draft received? D
Proofread draft r.:eived? [ ]

This is the end of the Step-by-Step Guide for
Conducting ah Semmmmiwe Evaluation. By row cval-

uation is a ‘amiliar topic to You and, hopefully,
a growing interest. This guid: is designed to be
used again and again. Perhaps you will want to
use it in the future, each time trying a more
elaborate design and more sophisticated mcasures.
Evaluation is a nes field. Bo assured that
people evaluating programs--yourself included--
are breaking new ground.

2 -4
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The celi-contained guide which comprises this chapter will
be usefu! if you need a quick but powerful pilot test—or a
whole evaluation—of a definable short-term rogram or
program component. The guide provides start-to-iinish in-
structions and an appendix containing a sample evaluation
report. This step-by-step guide is particularly appropriate
for evaluators who wish to assess the effectivenass of spe-
cific materials andfor activities aimed toward accorrplishing
a few specific objectives.

If a major purpose of the program you are svaluating is

Chapter 5

Step-by-Step Guide
For Conducting a
Small Experiment

sections of various How To books contained in the Program
Evaluation Kit. At these junctures in the evaluation, it will
be necessary for you to review a concept or follow a
pr ~edure outlined in one of the Kit’s seven resource
boons:

How To Deal With Goals and Objectives
How To Design a Program Evaluation
How To Measure Program Implementation

to produce achievement results, this guide outlines an ides! . f{ow ;oﬁ eAmfudes

way tc find out how good these results are: conduct an tiow To Measure Achievement
experiment. For a period of days, weeks, or months, give ® IHow To Culculate Statistics

students the program or program component ynu wish to ® How To Present an Evaluation Report

evaluate while an equivalent group, the control group, does
not receive it. Then at the end of the period, test both
groups. This step-by-step guide shows you hov, to conduct
such an evaluation.

Whenever possible, the step-by-step guide uses checklists
and worksheets to help you keep track of what you have
decided and found out. Actually, the worksheets might be
better ralled “guidesheets,” since you will have to copy
many of them onto your own paper rather then use the one
in the book. Space simply does not permit the book io
provide places to list large quantities of data.

As you use the guide, you will come upon references
marked by the symbol 4. These direct you to read

Should You Be Using This Step-By-Step Guida?

The appropriateness of this guide depends on whether or
not you will be able to set up certain preconditions to make
the evaluation poesibic. Cu2ck each of the preconditions
listed in Step 1. If you can arrange to meet all of them,
then you can use thc evaluation strategy presented ip this
guide. As you assess the preconditions, you will be taking
the first step in planning the evaluation. This step-by-step
guide lists 13 steps in all. A flow chart showing relation-
ships among these steps appears in Figure 5. You may wish
to check off the steps as they are accomplished.

1 2 3 TREOUF lone 10 11 12 13
CYCLE
RECORD AKRANGE STTEST] IF YOUR TASK
JASSESS E | b EVAL [FOR YOUR | [rE ALYZE |IS FORMATIVE,) TE A
[PRFCON-1AND batros [ IMPLEMEN ~GROUP E ET LIH REPORT 1F]
DITIONY lconrem D TATION ] SULTS| [STAPF TO DIS<{ [NECESSARY|
Evnss ~GROUP SS RESULTS

~group——————

Figure 5. The steps tor accomplishing a small experiment, listed i this guide
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Step 1

Assess Preconditions

Instructions

[J prECONDITION 3. A time period--a cycle——can be

Put 8 check in each box if the pre-
condition can be mer. For the first
[] thcee preconditions, there are some

dacisions to be recorded on the
lines provided. Record these decisions in pencil
since you may change them later. This step-by-
step guide will be useful to you only if you can
meet all five precornditions.

] PRECONDITION 1. An outcome measure will be

availsble.

A test can be made or selected to measure what

- audents are supposed to learn from the program.
wcite down what the outcome measure(s) will
probably be:

identified.

You can identify s time period which is of s
duration appropriate to tesch the skills the
outcome measure taps. Call this period of time
one cycle of the progrsm. Write down whst
length of time one cycle of the program will
probsbly last:

[} PRECONDITION 4. ‘n e erimental group and a
control group can be set up.

For one cycle at least, one group of students

in the sample will get the pruaram and another

[:] PRECONDITION 2. A sample of cases* can be

defined.

You can list at least 12, ssy, students for whom
this program would be suitable snd for whom,
therefore, the outcome measure 1s an appropriate
test of what they learned in the program. Write
down the criteris that will be used to select
atudents for ti'e sample:

will not. If the program can run through
several cycles, this does not mean that some
students will never get the program, just that
they must wait their turn. In this way, no
students are left out--s concern which sometimes
makes people unwilling to run an experiment.

[C] PRECONDITION 5. Students who are to get tle
program can be rasndomly selected.

The students who are to get the program during

the experimental cyclewill be rsndomly select!ed
from the sample.

A case 1s un entity producing s score on the
sutcom: measure. In educational programs, the
cases of jinterest are nearly slways students-~
theugh they could be classrooms, school dis-
ericts, or particular groups of people. The
word student is used throughout the guide. If
the cases in your situvation are different, just
substitute your own tevm.

If each of the five precondition- 1licted above can
he met, then you will be able to run 2 true experi-
ment. This is the best test you csr make of the
effertiveness of the program or program component
for producing measursble results.

Q

ERIC

BEA FuiiText provided by ric [

- ema - T R

+4113 BEST COPY

.
’



RIC_

Aruitoxt provided by Eic

[E

Step-by-Step Guide for Conducting a Small Experiment

Step 2
Meet and Confer

Instructions

This step helps you work out a number of practical
details that must be settled before ou can com-
plete your plans for the pilot test o~ evaluation.

You will need to meet and confer

with the people whose cooperation
r] you need and, possibly, with members
i of other evaluation audiences. You
will neea to reach agreement with them about:

[:] How the study should be run

[:] How to . _ntify students for the program

Ej What program the control group should receive
Ej The appropriate outcome measure

D Whether to use additional measures

[:] What procedures will be used to measure imple-
mentation

Ej To whom resul.s will be reported--and how

How Should the Study Be Run?

In particular, arc students to
receive the prugram in additicn to
regular instruction or instead of
regular instruction? If the program
is to be used in _.“*4{tion to regular instruction,
students will *a.e to be pulled our for the pro-
gram sometime other than the regular instruction
veriod. A means of scheduling wiil need to be
agreed upon.

How Should Students Be Identified for the Sample?

It might be that the sample will
simply be all the students in a cer-
tain class or clssaes. O the other
hand, pehaps the »rogram is in-
tended only for students who have a certain need
or meet gome criterion. In this Laise, you will
need to agree upon clesr selection criteria. if
the program is remedial, selection might be based
on low scores on a pretest, or you might use
teachier nominations. Test scores for selection

ISION

e e - v— e s c em mm . v e m—hm——

are preferred if the outcome measure ig to be a
test. The problem with basing gelection on an
existing set of test scores is that they might be
incomplete; scores might be missing for some stu-
dents. You could use the outcome measure as a
selection pretest.

How To Design a Program Evaluaticn,
pages 35 and 36, discusses selection
tests. See also How To Measure
achievement , pages 124 and 125.

&

How many students will you need? The more the
better, but certainly y-u should avoid ending up
with fewer than six pairs of students, s total

of 12. 1If during the program cycle, one student
in a pair ia absent toc often or fails to take the
posttest, the pair will have to be dropped from
the analysis. The longer the nycle, the more
likely it is that you will lose pairs in this way.
Bearing this in aind, be sure to select a large
enough sample. If it looks as 1f the sample will
be too small--perhaps because the program has
limited materials--you should abandon an experi-
mental test Or run the experiment several times
with diff -rent groups each time and then combine
results to perform a single analysis.

What Program Should the Control Group Receive?

=
exactly what should happen %o the

control group. Shoutd the control group receive
no instruction in the subject matter to be taught
by the program? For example, if program students
leave the _lassroom to work on computer asaisted
instruction in fractions, should the control stu-
dents receive instruction in fractions as well,
or should they spend their time on something else
altogetier?

It is best to set up the experiment to match the
way in which the program will be used in the

futu-e. If the program will be uaed aa an adjunct
to regular instruction, then set up the expariment
so that the experimental group gets the program

in addition to the regular program. If the pro~
gram, on the other hand, is & replacement for
regular instruction, then the control group will
get c1ly regular instruction and the experimental

If one group of students will get
the program and a control group will
not, the queation arises sbout

11, BEST CoPY
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group will get only the program. If you are
interested in assessing the effectiveness of two
separate programs, either of which might replace
the regular one, then give one to the experimental
group and one to the control.

j How To Design a Program Evaluation

discusses what should happen to coa-
trol groups “n pages 29 to 32.

What Outcome Measure--Posttest——Is Reasonable for
Detecting the Effect of One Cycle of the Experi-

ment ?

The posttest must meet the require-
D ments of a good test. It should
therefore be:

¢ Adequately long to have good :aliability

¢ Representative of all the relevant objectives of
the progras, to demonstrate content validity

¢ Clearly understandable to the students

A gecod posttest is essential.
Whether you plan to purchase it or
construct it yourself, refer to

How To Measure Achievement.

Do _You Need Other Measures in Addition to the
Ou%come Measure?

Will the posttest provide a suffi-
0 cient dasis on which to judge the
‘ progran? If the posttest contains

many items which reflect specific
details of the program--special vocabulary, for
instance, or math problems that use a particular
format-——then a high posttest score may not repre-
sent much growth in general skills. 1In such a
case, you might want to use an additional posttest
for mea iring achievemsent that contains more
gener-al items.

Since an immediate postteat will mea._re the
initial ampact of a program, you may wish
measure reten_ion by administering another test
some time later. You may, in addition, need to
measure other program outcomes such as the atti-
tudes of students, parents, or teachers.

See How To Measure Achievement and
How To Measure Attitudes

What Procedures Wil® Be Used for Measuring Program
Implementation?

As the program runms through a cycle,
a record should be kept of which
students actually particirated in
the program sand which students—
perhaps because of absences—-did not. You must
also keep careful track of vhat the experiences
of program and control students looked like.

See How To Measure Program Imple-
mentation.

- ~

Which Groups of People Will Be Informed About the
Kesults?

D Check relevant audiences:

D Other parents
I:] Board meambers
D Community ~roups
[J state groups

D Teachers of students
involved

D The program’s planners
and curriculum designers

D Other teachers

D Principals D The 1a
L
E] District personnel D Teachers’ organi-
zations

D Parents of students
involved

Do meetings need to be held with any of these
groups, either to give information or to hear
their concerns, or for both reasons?

DYes D No

If yes, Lold such meetings.

You and the others involved have now
‘a. finished deciding how to do the
GO-BK«CKN evaluation. Once these decisions
are firm, go back to Step 1 and
change the p:reconditions entries you made there
if necessary.
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Aruitoxt provided by Eic:

1!

{

BEST COPY




Step-by-Step Guide f..- Conducting a Small Experiment

Step 3
Record the Evzluation Plan

Instructions

Construct and complete a worksheet like the one
below, suumarizing the decisions made during

Step 2. Contents of the worksheet can be used
later as a first draft of parts of thie evaluation
report.

If two programs or components are being compared,
and each is equally likely to be adopted, then you
will have to carefully describe both.

PROGRAM DESCRIPTION WORKSHEET D. Students Involved in the Program

This worksheet is written in the past tense so

- that when you have completed it you will have a

first draft of two sections of your report: those
that describe the program and the
evaluation. For more specific help
with deciding what to say, consult
How To Present an Evaluation Report.

E. Faculty and Others Involved in the Program

Background Information About the Program

A, Origin of the Frogram

B. Goals of rhe Program Purpose of the Evaluation Study

A. Purposes of the Evaluation

C. Characteristics of the Program--materials,
activities, and administrative arrangements

Q
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B. Evaluation Design

A p-etest-posttest true experiment was used to

agsess the impact of the program on student

achievement. The target sample consisted of
al. who (f111 in the select’on criteris here)

Experimental and control groups were formed by

random selection from pairs of students

matched on the basis of the pretest.

€. Outcome Measures

D. Implementation Measures

Once you have completed the Worksheet, you have
prepared descriptions of the program and of the
evaluation. These descriptions will serve as your
first dr.ft of the evaluation report.

ERIC Y BEST corY
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Step-b,-Step Guide for Conducting a Small Cxperiment

Step 4

Prepare or Select the Tests

Instructions

The Pretest

Jse one of three kinds of pretests:

¢ A test to identify the sample of students eli-
gible for the program—this {s a selection test

® A test of ability given because you believe
ability will affect results, and you therefore
want the average abilities of the experimental
and control groups to be roughly ejual

e A pretest which is the same a3 the posttest,
or its equivalent, so that you can be sure that
the posttest shows a gain in knowledge that was
not there before

In most cases, the pretest should be the posttest
or the outcome measure itself. If this will be
possible in your situation, then produce a thor-
ough test which will be used as both pretest and
posttest.

Preparing the Pretest Yourself

How To Measure Achiavement, Chap-
ter 3, 1ists resources, item banks,
and guides ro help you construct a
test yourself. How To Measure
Attitudes gives step~by-step directions for con-
structing attitude measures of all sorts.

Once the test has been written, try it out with a
small sample of students to ensure that it is
understandable apd that it yields an appropriate
pattern of scores for a pretest--not too many high
scores SO that there is room at the top for stu-
dents to show growth. The tryout students should
oot be students who will be assigned to either the
exper _:encal or control groups. You will need at
least five atudents for the tryout. They should
be as similar as possible to the students who are
to receive the program. You might need to borrow
students from another class or school.

Cuaeck off these substeps in test
[] development as you accomplish them:

[:] Tes: has been drafted o. selected

Ej Test has been tried out with a small group of
students

E] Rezults of the tryout have been graphed and

examined. Consult Worksheet 2A of
How To Calculate Statistics for help
with graphing scores.

Ta2gt has Feen revised, if necessary

[:] Test hes been reproduced in quantity ready for
use

If you intend to use the pretest you
have purchased or written for
selection of students, then you
will, of couvrse, have to administer
the test before you decide which students are
eligible. 1n this case, complete Step 6 before
Step 5.

If the pretest vill be administered tv program and
control groups after the groups have been formed,
the~ g0 on next to Step 5.

ERIC . : —
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Step 5
Prepare a List of Students

Iastructions

Your sample list might look like this:

List all students for whom one cycle
@ of the program will »e appropriate.

In order to construct this list, you

must have a set of criteria for

selection. These should havz been established in
Step 1 and recorded on the worksheet in Step 3.

Write the names of the students who meet the
selection criteria down the left hand side of the
paper. <Call this a sample list.

If you are using thz selection test as a pretest
as well, list students in order by score, from
highest to lowest, and record each studant's score
next to his or her name.

SAMPLE LIST

Adams, Jane
Bellows, John
Cartwright, Jack
Dayton, Maurice
Dearborn, Fred

Eaton, Susie
James, alice
Markham, Mark
Payne, Tom .
Pine, Judy

Taylor, Harvey
Vine, Grace

Washington, Roger -
Williams, Greg

Step 6
Give the Pretest

Instructions

It is best to give the pretest at one sitting to
all students concerned. Be sure no copies of the
test are lost. All tests handed out must be
returned at the end of the testing perfod. For
obvious reasons, this is critical if the test will
be used ugain as a posttest.

Tests are more likely to get lost when they use a
separate answer sheet which is also collected
separately. If your test uses a separate answer
sheet, then have students place answer sheets
inside the test booklet, and collect the two
together.

-~
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Step-by-Step Guide for Conducting a Small Experiment

Ster 7

Form the Experimental
and Control Groups

Instructions

a.Record pretest scores on the sample list if

@ you have not already <one so.

hcrgh the pr2test scores

Refer to Worksheet 2A of How To
Calculate Statistics for help with
this step.

Are the scores appropriate fcr a pretest?

Tha: is, are scores relatively spread out with
few students achieving the maximum? If yes,
continue.

If the test was too easy, prepare and give
another test wita more difficult items. The
program’s instructional plans might need revi-
sion too if a test well-matcted to the
program’'s objectives was too 2asy for the
target students.

‘:. Rank crder the students according to pretest
scores

If it is not already arranged according to
student scores, rewrite the sample list
starting with the student with the nighest
score and working down to the lowest.

d. Form ''matched" pairs

Draw a line under the top two students, the
next two, and so on.

Bellows 38
Eaton 36
Adams 35
Dayton 35
James 35
Payne 32
Dearborn 31
| Vine — —— 30 ~ |

@, From each pair, randomly assign ome student to

the experimental group and the other student
to the control group

To accomplish the random assignment, toss a
coin. Call the experimental group or E-group
"heads" and the control or C-group "tails.”
If a toss for the first person in the first
pair gives you heads, assign this person to
the E-group by putting an E by his name. His
match, the other person in the pair, is then
assigned to the C-group. If you get tails,
the first person in the pair goes to the C-
group and the other to the E-group.

Repeat the coin toss for each pair, assigning
the first person according to the coin toss
and his match to the other group. If there is
an odd number of students, just randomly
assign the odd student to one or the other
group, but do not count him in the analysis
later.

E. Prepare a Data Sheet

Have a list of the E-group and C-group stu-
dents typed on a Data Sheet. This sheet
should place the E-group at the left-hand side
with a columa for the posttest scores, then
the C-group «.nd the score column at the right.
Always keep matched pairs on the same row.
Columns 5, 6, and 7 will contain calculations
to be performed later.

DATA SHEET

L 2 3 4 IS 6 7
Post- %oscd _ -2
E-group [test || C-group test {id | (d-d) | (d-d)

E e Tr s ame s - o —— -
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Step 8

Arrange For Your
Implementation Measures

Instructions

Ensure that the program has been implemented as
planned. This means ensuring thi: the students
who are supposed to get the , .ogram-—the E~-group
-~do get it, and the others--the C-group—do not.

To accomplish this, try the following:

® Work closely with teachers to assure that the
program groups receive the program &t the
appropriste times. Arrange a plan for care-
fully monuitoring student absences from the
program.

® Set up & record-keeping system to verify imple-
mentation of the program. For example, students

could rign a log book as they arrive for the
progran, or perhaps they could turn in their
work :fler each session. 1In addition, if pos-
2ibls, plan to have observers record whether the
program in action looks the way it has been
described.

Refer back to the worksheet in
Step 3 (Implementation Measures)
to review your decisions on how to
measure program implementation.

Check How To Measure Program Imple-
J mentation for suggestions about

collecting information to describe
the progranm.

y-?
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Step-by-Step Guile for Conducting a Small Experiment

rStep 9

Run the Pregram One Cycle

-

Instructions

Let the program run as naturally as possible, bu~
check that accurate records are kept of the stu~
dents' exposure to the progran.

Be careful. If teachers or the
evaluator pay extra attention to
experimental group studencs, this
alone could cause superior learning
from them. So be as unobtrusive as possible.

Step 10

Posttest the
E-group and C-group

Instructions

Give the posttest to the experimental and control
groups at one sitting, if possible, so that
testing conditions are the same for all students.
If oue sitting is not possible, test half the
experimental group along with half the control
group at one sitting and the others at a second
sitting.

Of course, some of your outcome messu 3 might not
be tests as such. Interviews, observations, or
whatever, should also be obtained from the experi-
mental and control groups under conditions that
are as similar a- possible.

If necessary, schedule make-up tests for students
absent from the posttest.

| BEST COpPy 7 122
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Step 11
Analyze the Results

Instructions exceeded a tolerable amount for incluaion in

cbe experiment. For every student dropped,
the corresponding control group match will
have to be dropped slsc. Drop as well any
s’ dent for wvhom there is no posttest score.
Drop his match also.

&), Score the Posttests

If the test you have construzted yourself con-
tains closed response items—for example,
multiple choice, true-false—then you can

delegate someone to score the tests for you.
How To Measure Achievement, pages C. Sumarize Attrition
j g‘: ::o:-igé mt:izzr::g:e:::z?:s Summarize results from pruning of the data in
from your own tests. the table below. The number dropped from each

group is called its "mortality” or "attri-
tion."

TABLE OF ATTRITION DATA
Number of Students Remaining in the Study
After Attrition for Various Reasons

hCheck the Dats Set and Prune gs Necessary

Use the Sample Lir to complete this procedure:

Check for abaences from the program. If some Exp::i- Control
students in either the experimental or control E:nu Group
group missad s lot of school du~ing the pro- 9up
gram's experimentsl -ycle, they .. 7 should be Number assigned on basis of
dropped from the sample. You and your audi- pretest
ence will have to agree sbout how many
absences will require dropping the student Number dropped because of ex-
from the analysis. One day's sbsence in a cessive absence from school
oA during program
cycle of one week would probably be signifi-
Number dropped from E-group be-
cant since it repiesents 20% of pProgram time. £ failure to receiv
A week'a absence in s six month program, on ca“'f, : 1thou : in sch le
the other hand, could probsbly be ignored. program 8ltR0ug 5c000
Number dropped because of lack

i you decide that students in the experimentsl of posttest score
group should be dropped from the anaiysis if
their sbsenceas exceeded, say, six days during Number dropped because match
the program, then control group studenta was dropped
absent six or more days should alao be dropped. =
This keeps the two groups compsrable in com-
position. If the ¢ .trol group received s Number retained for smalysis
program representing a critical competitor to
the program in question, thep control group
abaences should be noted as well and the
Sample List pruned sccordingly.

From sttendance records, determine

the number of deys each student was

@ abaent during the program cycle. d.Lecﬂd_zo_m:ms—_tScoW)Mm_“s
Record this information in appro- Students Who Have Rewained in the Antlysis

priately labeled columms sdded to the Sample
List. Drop sll students whose abaences

Q
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St*p-by Step Guide for Conducting a Small Experiment 119

Instructions Use the data sheet from Step 7 to help you cal-
culate quantitiea for the t equation.
DATA SHEET
. €@, Test To See if the Difference in Posttest 1 2 3 415 6 7
Scores Is Significant ost- Post -

E-group Jeost C-group jtest {Id (4451, (d—.a)2

Were you to record just any two sets of post-
test scores, it is likely that ore of the
groups would have higher scores than the
other just by chance. What you now need to
agk is vhether the difference you will almnst
ine "itably find between the E- and C-group

posttest scores is so slight that it could
have occurred by chance alone. L‘
The logic underlying tests of sta- Page 126 shows a data sheet that has been computed.
tistica! significance 1) described
in How To Calculate Statistics. In
fact, pages 71-76 of that book dis- To_compute d. First find the difference between
cuss the t-test for matched grours, to be used the scores on the nusttests for each pair of stu-
her.:, in detail. dents. The difference, d, for a pair 1s the
quauntity:

To decide whether une or the other has scored

sign’.fcantly higher in this situation, you pouttest scor ttest

will use 1 correlated t-test--cr.celated g? the E-group| - 2;: m::chzsoéf °
because of the matched psirs usea co form the student roup student
two groups. Uaing your data, you will calcu-

late a statistic, t. You will then Note that whenever a C-group student has scored
compare this obtained value of t higher than an E-group student, the difference i.
with values in a table. If your a negative number. Record these differences in
obtained value ia bigger than the Column S of the Data Sheet.
- one in the table, tha tabled t-value, then you
can reject the idea that the results were just Then add up the entries in Colum. 5 and divide
due to chance. You will have a statistically that sum by the number of pairs being used in the
significant result. Below are the steps for analysis, n. This gives you the average differ-
this procedure. ence betweea the E-group and C-group. Call it d,

recd "d bar."

]

LI

Steps for Calculating and Testing t To compute sy. Fill in the quantities for
lumns 6 and 7. For Column 6, subtract J irom
each value in Column 5, and record the result.
For Column 7, gquare each mmber in Columm 6 and

Calculate t divide their sum by n-1, the number that {s one
. less than the number of pairs. Take the square
This is the formula for t: root of your last answer and record this below
. as s,.
N CORD) d
8
d
In order to calculate it, you aeed tu¢ firs. com-

pute the three quantities in the formula:

d = average difference score

To _compute /n. Take the square root of the number
of matched pairs--not the number of studenta——
which you are using in the analysis, This /a.
Enter it here:

/a = the square root of the number of matched
pairs

8 - the standard deviation of the difference
scores

=/
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Evaluator’s Hondbook

Instructions

To compute t. Now enter these values in the
formula for t below:
P
¢ = ds-/r_f
d

Multiply the top line. Then divide the result
by 84 to get your t-value. Enter it here:

= gbtained t-value

Find the Tabled t-value

Using the table below, go down the left-hand
column until you reach the number which is equal

to the number of matched pairs you were analyzing.

Be careful to use the number of pairs, not the
number of students.

Table of t-Values for Correlated Means

Number of | Tebled t~value for
matched a 10% probability
pairs (one-tailed test)
6 1.48
7 1.44
8 1.41
9 1.40
10 1.38
11 1.37
12 1.36
13 1.36
14 1.35
15 1.34
6 1.34
17 1.33
18 1.33
19 1.32
20 1.32
21 1.32
22 1.32
23 1.32
24 1.32
25 1.31
26 1.31
40 1.30
120 1.29

"he t-value in the left-hand columr that corres-
ponds to the number of matched pairs is your
tabled t-value. Enter it here:

= tabled t-value

Interpret the t-test

If the obtained t-value is Zrester than the tabled
t-value, then you have shoun that the program sig-
nificantly improved the scores of students who got
it. If your obtained t~value is less, then there
is more than a 10% chance that the results were
just due to chance. Such results are not usually
considered statistically significant. The program
has not been shown to make a statistically signif-
icant difference on this test.

The test of statistical significance which you
have used here allows a 10% chance that you will
claim a sigonificant differenece when the results
were in fact only due to chance. If you want to
make a firmer claim, use the Table of t-values in
Appendix B. This table allows only a 5% chance of
making such an error.

A good procedure in anv case is to repeat the pro-
gram avother cycle and again perform this evalua-
tion-by-experiment—only this time, use the 52
table to test the results. If your results ar<
again significant, you will have very strong
grounds for asserting that the program makes a
statistically significant difference in results
on the outcome measure.

Construct a Graph of Scores

If results were statistically significant, display
them graphically. Figures A and B present two
appropriate ways to do this. Figure A requires
fewer calculations.

Mean
score on
posttesat

E-group C-group

Figure A. Posttest means of
groups formed from matched pairs
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Instructions

] /. E-group
Mean 1 - C-groap

scores | A
<
! d
T Y
Pretest Postiest

Figure B. Pretest and rosttest mean
scores of experimental ari control
groups

You may wish to take a closer look st the results
than just examining averages or single tests of
significance. Taking a close look will further
help you interpret results. In particulsr, if
the results were not statistically significant,
you may want to look for gereral trends.

One good way to take a closer look at results is
to compute the gain score--posttest minus pretest
—-for each student. Using gain scores, you can
plot two bar graphs, one showing gain scores in
the experiwental group and the other showing gain
scores in the control group. If some students'
scores were quite extrexe, look into these cases.
Perhaps there was some special condition, such as
- illness or coaching, which explains extreme scores.
If so, these students' scores should be dropped
and the t-test for differences in posttest scores
computed again.
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I¥ Your Task Is Formative,

Step 12

Meet With the Staft
To Discuss Rcsults

Instructions

The agenda for this meeting should have an outline
something like the following:

Introduction

Review the contents of the worksheet in Step 3,
pages 111 and 112.

Presentation of Results

Display and discuss the attritior table which
describes student absences from the experimentsl
and control groups. Display Figures A and B and
discuss them. Report the results of the test of
significance.

Discussion of the Results

If the difference was significant as hypothesized
—~the E-group did better than the C-group~-you
will need to answer these questions:

® Yas the result ecucationally significant? That
is, was tha difference between the E-group and
the C-group large enough to be of educational
value?

¢ Yere the results heavily influenced by a few
dramatic gains or losses?

® Yere the gains worth the effort involved in
implementing the program?

If the results were non-significant, you will need

to consider:

® Do you think this was due to too shert a time
span to give the program a fair chance to show
ite effects, or was the program a poor one?

® Yere there special problems which cnuld be
remedied?

® Yas the result nearly significant?

® Should the program be tried again, perhaps with
improvements?

Recommendations

On the basis of the results, what recommendations
can be made? Should the program be expanded®
Should another evaluation be conducted to get
firmer results--perhaps using more students? Can
the program bz improved? Could the evaluation be
improved? Collect ard discuss recommendatio:.s.
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Step 13

Write a Report it Necessary

Ingtructions

Use as resources the book How To
Present an Evalvation Report and the
worksheet in Step 3 of this guide.

The worksheet you wil, remember,
contains an early draft of :he sections of the
report that describe the pcogram and the evalua-
tion.

You have reached the end of the Step-by-Step Guide
for Conducting a Small Experiment The g;ide,

hovever, heos=is
: A LR
—hpprendirrd contains‘a example of an evaluation

report prepared using this guide.
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Appendix A
Exampie of an Evalaation Report

This example--which fe fictitious and should not
be interpreted as evidence for o: against any
particular counseling method—illustrates how an
experizent can form the nucleus of an evsluation.
Notice that information from the experiment does
not form the sole content of the report. The
evaluator has to consider many contextusl, program-
specific pieces of information, such as the exact
nature of the program, the possible bias that
uight be introduced into the data by the informa-
tion available to the respondents, etc. There is
no substitute for thoughtfulness and common sense
in interpreting an evaluation.

EVALUATION REPORT

Program The Preventive Counseling Program
Program Haughton High School
location
Evaluator J. P. Simon, Principal

Naughton High School
Report sub- J. Ross, Director of Evaluation
mitted to Mimieux Schosl District

Period covered January 6, 19xx-February 16, 19xx
by report

Date report
submitted

March 31, 19xx

Section I. Summary

A new counseling technique based on "reality
therapy” and the motto that “prevention is better
than cure" was developed by the Mimieux School
District and consultants.

Naughton High Sciiool evaluated this Preventive
Counseling Program by making it availabie to one
group of students, but not to 2 matched control
group.

Results of teacher ratings subsequent to the Pre-
ventive Counteling Program and a count of the
number of referrals to tiie office, both pointed to
the success of the PC program at least on this
short-temm basis.

This evaluation report details these findings and

presents a series of recommendations for further
evaluation of this promising program.

Section II. Background Information Concerning
e Preventive Counseling Program

A. Origin of the Program

Several counselors had received special training,
at district expense, in a style of counseling
related to “reality therapy.” This counseling was
designed to be used with s<udents whom teachers
felt were “heading for trouble" in school or not
adjusting well to school life. By an intensive
:ourse of ggunseling, it wasih$pe:htoppreve2§
uture problems, hence the title the Preventive
Counseling Program. The district office asked
Naugnton ﬂigﬁ gchoal to assess the effectiveness
of this kind of counseling. A counselor trained
in the technigue was made avajlable to the school
on a trial basis for four hours a day over a2 two
week period.

B. Goal of the Program

The goal of the Preventive Counseling Program (PC)
was to promote successful adjustment to school
among students whom teachers referred to the
office.

C. Characteristics of the Program

In the PC program, a student who is referred bv a
teacher receives an initfal 20 minutes of coun-
seling. Follow-up counseling sessions are given
to the student each day for the next two weeks.

This program differs from methods used previously
to handle referrals to the office. Previously,

teachers were not encouraged to refer students to
the office. When a student was referred for Some
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particular reason, he generally received one coun-
seling session and perhaps no foliow-up at all,
unless the teacher eferred the student again.
This kind of counseling was the responsibility of
the usual counseling staff or, in exceptional
cases, the vice-principal.

The PC program:

1. Uses counselors who are specially trained in
"reality therapy"” counseling

2. Requests referrals before an incident necessi-
tates referral

3. Gives the student two weeks of counseling

D. Students Involved in the Program

The counseling is appropriate for students of all
grade levels. Any student referred by a teacher
is eligible for counseling. During the trial
period for this evaluation, however, only some
referred students could receive the PC program.

E. Faculty and Others Invalved in the Program

As far as possible, the counselor and teachers
communicated directly rega»ding students in need
of counseling. A clerk b dled scheduling of
counseling sessions, managing this in addition to
his other duties.

Section III. Description of
the Evaluation Sguay

A. Purposes of the Evaluation

The District Office wanted Naughton High School
to evaluate the effectiveness of the new style of
counseling. The study in this school was to be
one of several st.iies conducted to assist the
District in deciding whether or not to have other
counselors receive reality therapy training and
conduct preventive counseling.

Several School Board members had emphasized that
they were interested in seeing firm evidence, not
opinions.

B. Evaluation Design

In view of the costly decisions to be made and the
desire of the Board members for "hard data," the
evaluation was designed to measure the results of
the PC program as objectively and accurately as
possible. To accomplish this, it was deemed
necessary to use a true control group. Teachers
were asked to name students in their classes who
were in need of counseling. For each student
named, the teacher provided a rating of the stu-
dent's adjustment to school on a 5-point scale

from "extremely poor” to "needs a little irprove-
ment." ‘This was called the adjustment rating.

Students referred .y three or more teachers formed
the sample used in the evaluation. An average
adjustment rating was calculated for each of the
sample students by addisg together all ratings for
a student and dividing by the number of ratings
for that student. These students were then
grouped by grade and sex. Matched pairs were
feriad by matching students (within a group) with
rlose to the same average ratings.

From these matched pafrs, students were randomly
assigned to receive the new counseling (the
Experimental or E-group) or to be the Control
group or C-group. Should students from the con-
trol group be referred for counseling because of
some incident, for example, then the regular
counselors were requested to counsel as they had
in the past. The E-group students received the
two weeks of counseling which is characteristic
of the Fi. program.

At the end of the two-week cycle, all referrals to
the office were again dealt with by regular coun-
selors or the vice-principal. Over the next four
weeks, records of referrals to the office were
kept. If the number of referrals to the office
was significantly fewer for the students who had
received the PC program (i.e., the E-group stu-
dents), then the program would be inferred to have
been successful.

This measure is reasonably objective and the ran-
dom assignment of students from matched pairs
ensured the initial similarity of the two groups,
thus making it possible to conclude that any
difference in subsequent rates was due to the PC
program.

C. Outcome MeasurgEV

As mentioned above, the effect of the program was
measured by counting, from office records, how
many times each control group student and how many
times each experimental group student was referred
to the office in the four weeks after the inter-
vention program ended.

An unavoidable problem was that teachers were
sometimes aware of which students had been
receiving the regular counseling, since students
were called to the office regularly for two weeks
from their classes. Teachers might have been
influenced by this fact. In order to reduce the
possible impact of this situation on teacher
referral behavior, the fact that the evaluation
was being conducted was not made known until after
the data collection period was over (four weeks
after the Preventive Counseling program ended).

A second measure of outcomes was also collected:
teachers were asked at the end of the data
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collection period to re-rate all students pre-
viously identified as needing counseiing, giving a
"student adjustment rating” on tke same 5-point
scale shich had been used in the beginning of the
program.

D. Implementation Measures

The counselor's records provided the documentation
for the program. Essentially, these records were
used to verify that only E-group studentc had
received the Preventive Counseling program and to
racord any absences which might require that the
student not be ~ounted in the evaluation results.

Section IV. Resuits

A. Results of Implementation Measures

Eighteen pairs of students were formed from teach-
ers' referrals. The 18 ctudents in the E-group
had a perfect attendance record during the Preven-
tive Counseling program and did not miss any
counseling sessions. However, two students {n the
control group were absent for a week. These stu-
dents and their matched pairs were not counted in
the analysis thus leaving a total of 16 matched
pairs.

B. Results of Qutcome Measures

Table 1 shows the number of referrals to the
office from the experimental and control groups
during each of the four weeks following the end of
the PC program.

TABLE 1
Number of Referrals to the Office

of referrals to office
Week | Week | Week | Week
1 2 3 4 |Total

E-group (had
received PC} ! ! ! 2 3

C-group (had not
received PC) 3 2 3 Z 10

There were twice as many referrals (10 as opposed
to 5) fn the control group as in the experiwental
group. Closer analysis revealed that four of the
referrals in the E-group were produced by one stu-
dent who was referred to the office each week.
Checking the number of students referred at least
once (as opposed to the total number of referrals),
it was found that there were two for the experi-
mental and six for the control group.

The second set of averaged school adjustment
ratings collected from teachers is recorded in
Figure 1, and the calculations for a test of the
significance of the results are presented in the
same figure. The t-test for correlated means was

used to examine the hypothesis that the E-group's
average adjustment ratings would be higher. atter
the program, than those of the C-group. The
hypothesis couls be accepted with only a 107
chance that tiie obtained difference was simply the
result of chance sampling fluctuations. The
obtained c-value was 2.06, and the tabled t-value
(.10 level) was 1.34.

DATA SHEET
E-group C-group
Final Final
average average
adjust- adjust-
ment ment —3
Student] rating Student] rating | d | (d-d) | (d-d)
AK 3 WK 1 2] 1.38} 1.90
GF 2 LJ 2 0}- .62 | 0.38
ST 4 CF 1 3} 2.38| 5.66
cT 4 LM 3 1{ 0.38] 0.14
JB 3 MH 3 0}j-0.62| 0.38
SK 3 FH 4 -1 |-1.62{ 2.62
uL 5 DH 5 0j-0.62{ 0.38
MQ 5 RR 4 1| 0.38| 0.14
Jd 3 XT 1 2} 1.38( 1.9
Wy 2 KN 2 0}- .62 | 0.38
AC 4 JR 3 11 0.38] 0.14
CcK 3 QF 4 .1 [-1.62 | 2.62
CR 2 PD 1 1}{ 0.38] 0.14
RA 5 NN 5 0}-0.62] 0.38
PG 3 JM 4 -1 1-1.62| 2.62
2] 4 RL 2 21 1.38] 1.9
n=16 10 21.68
13-3 .
=<3 sq 15
- 2 - A&
/n=4 d=0.62(fsy=1.20
t = M
Sd
. (0.62) (8) _ 2.48 _
t= 1) - 2.06

Figure 1
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C. Informal Results

Several teachers commented informally about the
counseling that their problem students were
receiving. One said the counseling seemed to be
less "touchy feely" and more "getting down to
specifics,” and she noted an increase in task
or'entation in a counselee in her room beginning
at about the second week of special counseling.
She felt, however, that the counseling should
have continued longer. Other teachers did not
seem to have ascertained the style of counseling
being used, but commented that counseling seemed
to be having less transitory effe: t than usual.

A parent of one of the counselees in the PC pro-
gram called the principal to praise the consis-
tent help his child was getting froi. the special
co =selor.
the parent said.

Negative comments came from one teacher who com-
the counselirg sessions. Another teacher, how-

ever, commented that it was a relief to have the
counselee gone for a 1ittle while each day.

Section V. Discussion of Results

results reported above to be interpreted with
some confidence. Initially, the E-group and C-
group were composed of very similar students
because of the procedure of matching and random
assignment. The E-group received preventive
counseling whereas the C-group did not. In the
four weeks following the program, all students
were in their regular programs and during this
time, students frcm the C-group received twice
as many referrals to the office as students from
the E-group.

bered that referral to the office is a quite

program. It appears that the Preventive Coun-
seling program substantially reduced the number
of referrals to tne office over this four week
period.
not known at this time.

The average post-counseling ratings which teach-
ers assigned to students in the E-group and in
the C-group showed a significant difference in
favor of the E-group. A problem in interpreting
this recult is that the teachers were aware of
which students had been in the
and this might have affected their ratings.

some rating only one student and others rating
more. That the result was in the same direction
as the behivioral measure lends both measures
additional credibilicy.

“I think this might turn him around,®

plained that one of her students always seemed to
miss some important activity by being summoned to

The use of a true experimentai design enables the

In interpretiny this measure, it should be remem-

objective behavioral measure of the effect of the

Whether this difference will continue is

sunseling program
How~
ever, 52 teachers were involved in these ratings,

Section VI. Cost-Benefit Considerations

The program appears to have an initially benefi-
cial effect. However, it also is a fairly expen-
sive prograi. There are two main expenses
involved: the cost of training counselors in
reality therapy and the cost of providing the
counseling time in the school. There was no way
in this evaluation of determining if the training
had an important influence on the program's
effectiveness. It could have been that other
program characteristics--its preventive approach
or the continuous daily counseling--were the
influential characteristics. Training in reality
therapy could possibly be dispensed with thus
saving some of the expense. However, since
training can presumably have lasting cffects on a
counselor, its cost over the long-run is not great
and comes nowhere near appivaching the cost of the
provision of counseling time each day.

It is understood that a cost-benefit analysis will
be conducted by the District office using results
from several schonis. One question needing con-
sideration is whether the Preventive Counseling
program will ir fact save personnel time in the
long run by catching winor problems before they
develop into major problems. To answer such a
question requires the collection of data over a
longer time period than the few weeks employed in
this evaluation. If the program helps students to
overcome classroom problems, then its benefits--
although perhaps immeasurable--might be great.

Section VII. Conclusicns and Recommendations

A. Conclusions

In this small scale experiment, the Preventive
Counseling program appeared to be superior to
normal practice. It produced better adjustment

to school, as rated by teachers, and resulted in
fewer teacher referrals to the office in the four
weeks following the end of the two week PC pro-
gram. It was not possible to determine, from this
small study, the extent to which each of the pro-
gram's main characteristics was important to the
success of the overall program.

B. Recommenda*ions Regarding the Program

1. The Preventive Counseling program is promising

and should be continued for further evaluation.

2. Preventive Counseling without the reality
therapy training might be instituted on a
trial basis.

C. Recommendations Regarding Subsequent Evalua-
tion of the Program

1. The kind of evaluation reported here, an eval-
uation based on a true experiment and fairly
objective measures, should be repeated several
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times to check the reliability of the effects -
of counseling as so measured.

2. 1In several evaluations of the Preventive Coun-
seling program, the outcome data should be
collected over a period of several months to

3. T-~ School Board and the schools should be
provided with a cost analysis of the coun-
seling program which includes a clear indica-
tion of {2) the alternative uses to which the
money might be put were it not spent on the
PC program, and (b) the cost of other means
of assisting students referred by teachers,

the relative effectiveness of the following
four programs:

e The Preventive Counseling program

e The Preventive Counseling program run with-
out reality therapy training

e Reality therapy provided to regular coun-
selors

o The usual meané of handling referra

|
|
|
\
|
|
|
|
|
|
|
‘ assess long-term effects.
|
|
|
\
i
|
\
|
|
|
|
|
|

4. An evaluation should be desizned to measure
|
|
(
|
|
\
|
|
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HOW TO DEFINE YOUR ROLE AS AN EVALUATOR
(DRAFT)
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Introduction

Chapter One:

Ac

Purposes of the book.
What it will and will not tell you.

Chapter by chapter overview.

Preliminary comments/caveats.

1.

2.

What are the elements of the focusing process?

1.

Presenting a model for focusing an evaluation.

Limitations of any model of complex human interactions.

Value as a tool for learning and instruction.

Acknowledging existing beliefs and expectations.

a.

b.

Gathering information.

a.

Evaluator has beliefs about the meaning of evaluation,
embodied in a particular approach.
Client has expectations for the evaluation, based upon

needs and wants.

Evaluator seeks information about many topics.

(1)
(2)
(3)
(4)

How 70 Focus An Evaluation

Brian Stecher

OQutline

Client's needs and expectations.
Program goals and activities.
Other concerned individuals or groups.

Constraints and limitations, etc.




b. Client seeks information about many topics.
(1) Evaluator's capabilities.
(2) Value and limitations o7 evaluation.
(3) Evaluation procedures, etc.
3. Narrowing the focus and formulating a tentative strategy.
a. Establishing priorities.
b. Formulating preliminary plans.
¢. Melding the evaluator'c approach and the client's
expectations.
4, Negotiating an evaluation plan.
a. Specifying evaluation questions.

b. {Clarifying procedures.

Chapter Two: Thinking abcut client concerns and evaluator approaches.
A. Client needs and expectations.
1. Why consult an evaluator?
a. Legal mandates.
b. Stated program goals and objectives.
c. Specific questions.
d. General concerns or problems.
2. Client conception of evaluation.
B. There are different aporoaches to evaluation.
1. What we mean by an "evaluation approach.”

2. Derivation of these points of view.

C. The research approach.

1. Conception of tne meaning and purposes of evaluation,

2. Methods for accomplishing these purposes.




D. The goal-oriented approach.
1. Conception of the meaning and purposes of evaluation.
2. Methods for accomplishing these purposes.

E. The decision-focused approach.
1. Conceptian of the meaning and purposes of evaluation.
2. Methods for accomplishing these purposes.

F. T“e user-oriented approach.
1. Conception of the meaning and purposes of evaltation.
2. Methods for accomplisiii..g these purposes.

G. The responsive approach.
1. Conception of the meaning and pﬁrposes of eraluation.
2. Methods for accomplishing *hese purposes.

H. Comparison ¢f approaches.
1. Similarities: information, validity, usefulness, ertc.
2. Differences: research paracigm, degree of s:bjectivity, role

of the evaluator, etc.

Chapter Three: Hcw to gather information.
A. Introduction: This is a simplified discussion of 2 complex,
interaative procedure.
1. It is a dynamic nrocess that differs in each cas:.
2. As the expert the evaluator is likely to have strong
influence.
3. Tiere are fundamental concerns common to all evaluators can be

captured in four or five basic questions.
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B. "What is the program all about?"

1. Obtaining information about the program.

2. How different evaluators might ask this question.
a. What variables do you want to study?
b. What are your goals anu objectives?
c. What decisions are going to be made?
d. Who is likely to use the information?
e. Who is affected by tbe program?
3. How different clients might respond.
C. “What do you want to know about the program?”
1. Illustrations of various points of view.
2. Questions each evaluator will want to have answered.
D. "Who else is concerned and may need to be involved?"
1. Extending the information base.
2. How different evaluators would address this issue?
E. "Why do you want this information?"
1. Clients view of purposes for the evaluation.
2. Impact on different evaluators.
F. "What constraints or limitations are there?"
1. What practical limits exist: money, time, accers, etc.?
2. What contextual constraints exist: attitudes, politics,
beliefs, etc.?

3. How would different evaluators address these issues?

Chapter Four: How to narrow the focus and develop tentative plans.

1. Daveloping and revising plans a«s information is gathered.

2. Establishing ;-iorities.




Chapter

1.

Closing
1.

2.

hdapting strategies to fit particular situations.

Balancing evaluator's point of view and client's wishes.

Five: How to negotiate an evaluation plan.
Desired outcomes.

a. Specific objectives and evaluation questions.
b. Methods and procedures.

Options for the evaluator.

a. Reach a collaborative agreement.

b. ©Uecline to conduct the evaluation.
Comments

Summary

Return to the Kit.
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Chapter 1

An Introduction to Evaluation Design

A designlis a plan whicih dictates when and from whom information is to

be collected during the crurse of an evaluation. The first and obvicus
reason for using a design is to ensure a well organized evaluation study:
all the right people will take part in the evaluation at the rignt times.
A design, however, accomplishes for the evaluator something more useful
than just keeping data collection on schedule. A design is most basically
a way of gathering data so that *he results will provide sound, credible
answers to the cuestions the evaluation is to address.

The term design traditionally has been used in the context of
quantitative evaluation studies where judgments of program worth or of
relative effectiveness are a primary consideration. This book is addressed
to designs for these types of studies. It is important to note, however,
that there are occasions when a quantitative study does not represent the
best approach to answering important evaluation questions, where
qualitative approaches may be more appropriate. Design is equally

important in assuring the quality of information derived from qualitative

studies. The reader is referred to How to Conduct Qualitative Studies for

a discussion of important design issues in these latter types of studies.

What is the purpose of design in quantitative studies? A design is a

F 3in for gathering comparative information so that results from the program

being evaluated can de placed within a context for judgment of their size
and worth. Designs reinforce conclusions the evaluator can draw about the

impact of a program by helping the evaluator to predict how things might

have been had the program not occurred or if some other program had

occurred instead.
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to Evaluation Design
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A design’ is a plan which dictates when and from whom measurements will
be gathered during the courst of an evalation. The first and obvious
reason for using a design is to ensure a well organized evaluation study: ail
the’ right péople will tike part in the evaluation at the right times. A
i owevergzéomylishes for the evaluator something more useful
t keeping'data collection on schedule. A design is most basically a
of gathefing comparative information so that results from the pro-
being evaluated can be placed within a context for judgment of their
size and worth. Designs reinforce conclusions the evaluator can draw,ab
the impact o)'/a program by helping the evaluator to predict how th;.:
ight have been had the program not occumred or if some other program
instead/*The comparative data collected could include how
the school environment might have looked, how people might have felt,
and how participants might have performed had theynot encountered the
particular program under scrutiny. Usually 2 design accomplishes this by
prescribing that measurement instruments—tests, questionnaires, observa-
tions—be administered to comnarison groups not receiving the program.
These results are ther comparr.. with those produced by program partici-
pants. At other times, predictions about what would have happened in the
program’s absence can be produced without a comparison group through
application of statistical techniques.

]

1. Some writers have used the word model instead of design, probably because
the choice of such a3 measurement plan usually affects the evaluator’s whole point of
view about the seriousness of the enterprise and about how information will be
gathered, analyzed, and presented. This book prefers design, the less ponderous term,
and it will be used throughout.
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The objective of this book is to acquaint you with the ways in which
evaluation results can be made more credible through careful choice of a
design prescribing when and from whom you will gather data. The book
helps you choose a design, put it inio operation, and a--lyze and report
the data you have gathered. The book’s intended message 1s that attention
to design is important.

Even if choice or practicality dictate thaw you ignore the issue of design,
it is important that you understand the data interpretation options which
you have chosen to pass by. In the majority of evaluation situations, some
comparative information is better than none. Your choice of a design will
perhaps determine whether the information you produce is believed and
used by your evaluation audience or shrugged off because its many
alternative interpretations render it unworthy of serious attention.

The book’s contents are based on the experience of evaluators at the
Center for the Study of Evaluation, University of California, Los Angeles,
on advice from experts in the field of educational research, and on the
comments of peuple in school settings who used a field test edition. The
book focuses on those evaluation designs which seem most practical for
use in program evaluation. Please be aware that these are not the only
designs available for adoption as bases for useful research. They do seem to
be, however, the most straightforward and intuitively understandable. This
makes them likely to be accepted by the lay audiences who will receive
and must internret your evaluation findings. Please bear in mind, in
addition, that many of the recommended procedures in this book pre-
scribe the design of a prograin evaluation under the most advantageous
circumstances. Few evaluation situations exactly match those envisioned
here or described in the book’s myriad examples. Therefore, You should

ot gxpect to duplicate exactly suggestions in the book. Evaluation is a
relativelya new field, and correct procedures, even where choice of a design is

concerned, are not firmly established. In fact, while considerable attention
has been given to the quality of measurement instruments for assessing
cognitive and affective effects of programs, relatively little attention has
been paid to the provision of useful designs. Your task as an evaluator is to
find the design that provides the most credible information in the situation
you have at hand and then to try to follow directions as faithfully as
possible for its implementation. If you feel you'll have to deviate from the
procedures outlined here, then do. If you think the deviation will affect
interpretation of your results, then include the appropriate qualifications
in your report,

If political pressures or the heat of controversy make it important that
you produce credible information about program effects, few things will
support you better than a well chosen evaluation design. Often evaluators
discouraged by political or practical constraints have chosen to ignore
design, perhaps cynically deciding that a good design represents informa-
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tion overkill in a situation whert little attention will be paid to the data
anyway. The experience of cvaluators who have chosen to use good design
has been to the contrary. The quality of information provided through use
of design has often forced attention to program results. Without design,
the information you present will in most cases be haunted by the possi-
bility of reinterpretation. Information from a well designed study is hard
to refute; and in situations where they might have been ignored or
shrugged off because of many or ambiguous interpretations, conclusions
from a good design cannot be easily ignored. :

The Program Evaluation Kit, of which this book is one component,
is intended for use primarily by people who have been assigned the role of
program evaluator. The job of program evaluator takes on one of two
characters, and at times both, depending upon the tasks that have been
assigned:

You may have responsibility for producing a summary statement about
the effectiveness of the program. In this case, you probably will report
to a funding agency, governmental office, or some other representative
of the program’s constituency. You may be expected to describe the
program, to produce a statement concerning the program’s achievement
of announced goals, to note any unanticipated outcomes, and possibly
to make comparisons with alternative programs. If these are the fea-
tures of your job, you are a summative evaluator.

2. Your cvaluation task may characterize you as a helper and advisor to
the program planners and developers or even as a planner yourself. You
may then be called on to look out for potential problems, identify areas
where the program needs improvement, describe and monitor program
activities, and periodically test for progress in achievement or attitude
change. In this situation, you are a “jack of all trades,” a person whose
overall task is not well defined. You may or may not be required to
produce a report at the end of your activities. If this more loosely
defined job role eeems closer to yours, then you are a formative
evaluator.

The information about design contained in this book will be useful for
both the formative and summative evaluator, although the perspective of
each will vary.

Designs in Summative Evaluation

Typically, design has been associated with summative evaluation. After all,
the summative evaluator is supposed to produce 2 public statement sum-
marizing the program’s accomplishments. Since this report could affect
important decisions about the program’s future, the summative evaluator
necds to be able to back up his findings. He therefore has to anticipate the
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12 How to Design a Program Evaluation

arguments of skeptics or even the outright attacks of opponents to the
conclusions he presents. While good design won’t immunize him £gainst
attack, it will strengthen his defense. Historically, designs were developed
as methods for conducting scientific experiments, methods through which
one can iogically rule out the effect on outcomes of anything other than
the treatment provided. In the case of educational evaluation, this treat-
ment is an educational program. Since designs serve the interest of pro-
ducing defensible results, and since such production is primarily the
interest of the summative evaluator, you will find throughout the book a
strong summative flavor in both the procedures outlined and the examples
described. .

To readers who are working right now as evaluators, the suggestion that
design is of critical importance for summative evaluation may scem a little
off-base. “No one uses experimental designs,” you might say. “No one
uses control groups.” And you would bemnearly correct, unfortunately—at
least with regard to large Federal and State funded programs. Not long ago
a study of a nationwide sample of ESEA Titls VII (Bilingual Education) ;
evaluations revealed that no one attempted to use a true, randomized ;
control group, and only 36% tried to locate a non-randomized control ;
group for comparison with any aspect of the programs evaluated.? In
another study, a search of 2,000 projects that had received recognition as
successful located not one with an evaluation that provided acceptabie
evidence regarding project success or failure.>

The reasons for this state of affairs are no doubt legion, but four come
up frequently: .

1. Funders seem to view programs as one-shot enterprises. Once a program
has been implemented and has run its course, it becomes a fait accom-
pli. It’s over. Summative reports, then, describe something that has
already happened. They are scldom seen as a chance to describe
programs and their effects in the interest of future planning. In order to
testify that a program took place at all, a summative report need not
use a design. Designs become valuable only when someone hopes to use |
information about program processes and effects as a basis fo: future |
decisions such as whether to pzy for similar programs or to expand the
current one. Designs are essential when someone has in mind the
development of theorles about what instructional, management, or
administrative strategies work best. }

2. Alkin, M. C., Kosecolff, J., Fitz-Gibbon, C., & Seligman, R. Evaluation and
decision making: The Title VII experience. CSE Mon- ,.aph Series in Evaluation, No.
4. Los Angeles: Center for the Study of Evaluation, 1974.

3. Foat, C. M. Selecting exemplary compensatory education profects for dissem-
ination via profect information packages. 103 Altos, CA: RMC Research Corporation,
May, 1974 (Technical Report No. UR-242).
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Because of ethical

and/or litical

concerns, it is
often difficalt |An Introduction to Evaluation Design 13

to accomplish the
most rigorous
designs. Social
programs often are
aimed at individuals
or groups in great
need, and withhold~
ing potential pro-

2. Evaluators are called in too late. This problem s actually a common
symptom of the first. Evaiuation often occurs as an afterthought. Lack
of careful planning in the establishment of the program removes the
possibility of a carefully planned evaluation. The ev.luator finds that he
has 0 control ove: the assignment of students or the sites chosen for
implementation of the program. The evaluator has to “evaluate” an
slready on-going program. While this situation does not climinate the
gram benefits fr pon:;il(lhtz boe'; :’bm’ﬁn good eontpmtivo Information, it usually makes
some for the \ &.Social science resea-ch in general is still in its youth. Lack of research
sake of & cOmPATA~\ yepy in evaluation stems partly from its -zlative novelty as a method

tive research for gathering soclal science information at all. Sir Ronald Fisher's work
design can be hard [ in statistics and design, an esential methodological step forward for the
to justify. In i socal sciences, was completed in the 1930's! Not wery long sgo.

addition, it is -5 Egucerional resesrciers and evalustors themselves cannot agree about
frequently the the appropristenes: of research designs for evalustion. While most
case that politics\ writers in the field of evaluation concur that at least a par: of the
rather than social | evaluator’s role is to coflect information about a program, the nature of
science pethodology, the rules governing data collection are still debated. Opponents of the
deternines vhere use of design usually list as major drawbacks the political and practical
or for whom specia] constraints discussed here already, snd the technical difficulties in-
programs will be volved with using the findings from one multifaceted program to
implemented, pre- predict the outcomes of others.
cluding opportunitiegy Defenders of desgn, the authors of this book among them, scknowl-
for randomized edge these domwmbesim. Thiey contin'is to urge the use of design in ficld
designs. settings because designs yield the compantive information necessary
for establishing a perspective from which to judge program accomplish-
ments. In fields of endeavor suck = education, where clear absolute
standards of performance have not be:n set, comparison Is a way to
subject programs to scrutiny in orde: eventually to determine their
vilue. Nonetheless, some of these impediments to good
design are more intractable than others.
Summative Evalustion and Educational Research

Summative evaluations should whenever possible employ experimental
designs when examining programs that are to be judged by their results,
The very best summative evaluation has all the characteristics of the best
research study. It uses highly valid and relisble instruments, and it faith-
fully applies a powerfu! evaluation design. Evaluations of this caliber could
te published and disseminated to both the lay and research community.
Few evaluations of course will live up to such rigid standards or need to.
The critical characteristic of any one evaluation study is tha: i: provide the
best possible information that could have been collected under the ctrcum-
stances, and that this ‘nformation raeet the credibility requircinents of its
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14 How to Design a Program Evaluatio,:

evaluation audience. The best interpretation of your task as summative
cvaluator is that you must collect the most believable information you
can, anticipating at all times how a skeptic would view your report.
Keeping this skeptic in mind, set about designing the evaluation which has
potential for answering the largest number of criticisms. |

The aim of the researcher is to provide findings about a program which ]
can be generalized to other contexts beyond it. Criteria for what consti- ;
tutes generalizable information have been agreed upon by the social
science community; they are the topic of educational research texts.
Though it is important as a service to cducation that the evaluator provide
such information if the situation allows good design and high quality
instrumentation, the evaluator can usually limit his projection of the
quality of data he must collect to what he perceives will be acceptable to
his unique audience. It is not beyond the scope of the evaluator's job,
however, to educate his audience about what constitutes good and poor
evidence of program success and to admonish them about the foolishness
of basing important decisions on a single study—or even a few. It is equally
within the summative evaluator’s task to advocate, based on his informa-
tion, changes in a program or in funding policy or to express opinions
about the program’s quality. The evaluator who takes a stand, however,
must realize that he will need to defend his conclusions, and this again
means good data and a well designed study.

R

——— o b 2o -

Designs in Formative Evaluation

All this discussion about design in summative evaluation should not
persuade the evaluator that design is irrelevant in the formative case. The
use of design during a program’s formative period gives the evaluator, and
through her the program staff, a chance to take a good hard look ai the
effectiveness of the program or of selected subcomponents. This enables
the formative evaluator to fulfill one of her major functions~to persuade
the staff to constantly scrutinize and rethink assumptions and activities
that underly the program. Careful attention to design can also help the |
formative evaluator to conduct smallscale pilot studies and experiments
with newly-developed program components. These will inform decisions
among alternative courses of action and settle controversies about more or
less effective ways to install the program.

The message to the formative evaluator is this: Including a source of
comparative information—a control group or data from time series mm.ea-
sures—in any information-gathering zffort makes that inforrnation more
interpretable. Too often formative measurement happens in a vacuum: no
one can judge whether students are making fast enough progress, for
instance, brcause no one can answer the question “Compared to what?”
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Example 1. Franklin Elementary School has designed a pull-out pro-
gram in reading for slow readers and wishes to assess the quality of the
progress of the students during the program’s first year of operation.
The hope is that students in the pull-out program will make faster
progress because of increased attention. The problem is know :ng what
pace to expect from slow students. The vice-principal, scrving as pro-
gram evaluator, has located a school in the same district which uses the
same proframmed readers which form the backbone of the pull-out
program--the O'Leary Series. The evaluator has persuaded the principal
of the cther sckool to allow her periodically to test their slow readers
for contparisor. with Franklin’s The evaluator has constructed a test
using samypic sentences from the O'Leary series which will be admin-
istered for oral reading by both the pull-out program studcnts and the
students in the other & i00l. Since it is the first year of the pull-out
program, information g ined from comparing the two schuols will be
used formatively. 1f Franklin's readers arc not progressing faster than
the controls, then this might signal a need for modification in the
pull-out program. The design here is Design 5, the Time Series with
Non-Equivalent Control Group, described in Chapter 5.

Example 2. Osirus High School designed a six-week career awarcness
module for tenth grade based on ficld trips in which all students spend
one afternoon a2 week at the work places of professionals pursuing
careers in which the students are interested. The students conduct
interviews and write short bingraphies describing each professional’s
route to success. Due partly to the cxtreme cost of such a large-scale
ficld program, the school's dircctor of vocational education decided to
do some formative evaluation, assigning students randomly to the first
six-week program tryout. This provided a Design 2 cvaluation (Chapter
4), since nc pretest was given. At the end of the six-week module, an
«Chievement test revoaled that students had acquired large amounts of
information about the careers of their choice, and were abic to write
essays which the career education staff judged to be realistic appraisals
of the economic and social accompaniments to these careers. Students
also seemed to have acquired a good sense of the steps necessary to
attain an education toward the carcer of interest. A look at the control
group, however, showed that students who had not taken part in the
career education program had acquired the same information and the
same sct of realistic expectations simply through talking to students
who were taking part in the field test. It secmed that it might not be
necessary for every student to go into the field every week—at lcast this
didn’t seem critical for making cognitive gains.

For formative evaluation, it is a good idea at the outset to locate or
assemble a control group, as described in Designs 1, 2, and 3, or to collect
time series measures before the program begins (Designs 4 and 5). Laying
down evea the rudiments of design will give you a chance to make
comparisons in order to interpret your findings or to justify your forma-
tive recommendations if you should need to.

BEST COpPy 148




nature .

16 How to Design a Prcgram Evaluation

Because of the imfossmlity of your job, you can try using lesigns for

formative evaluation in several ways, according to your own discretion:

1. You might set up as “controls” various altermative versions of the
program you are helping to form. You may be able to identify alterna.
tive versions that the program can take, possibly one or more less costly
or time-consuming than the others. You could set up two or more
versions in different schools or classrooms, some receiving ths more
expensive or more lengthy alternative. These alternatives could vary in
the amount they differ from the basic program, as well as in their
duration. They could last a short time, say, until someone has detei-
mined their relative quality; or they could span the duration of the
whole program, providing you at the end with an assessment of their—
and its—overall effectiveness. If whole schools or classrooms received
the alternative version, your e'valuation would comprise a Design 3
study (Chapter 4), an evaluation with a non-equivalent control group. If
you have programs going on in several different classrooms to which
you can randomly assign students, you can implement a true control
group design. Often the “control group” tends to be thought of as a set
of losers, people who unluckily miss out on all the good benefits of the
program. In a design which sets two competing versions of the program
operating at the same time and where each of them is equally viable and
potentially effective, exactly which group is the experimental group
and which the control is really not worth considering.

Example 1. A junior high school langusge arts teacher is in the process
of designing a writing curriculum for seventh and eighth grades. Rea-
lizing that motivation is a strong determiner of junior high performance
in any topic, the teacher has come up with four ways to motivate
students to write; but of course he doesn’t know which will work best,
~r if some will work better with some students than others, To give him
-nis needed information for future planning, he has decided to perform
a formative evaluation using one of the different strategics in cach of
his four roughly comparable, heterogeneously-grouped classes: One
group will edit its own magazine; another will write articles to be
submitted to popular national magazines; a third group will write letters
to the editor of the local newspaper; and a fourth group will write a
play about the problems of adolescence. The teacher hopes to take
\ther advantage of this instance of Design 3, the Non-Equivalent
Control Group Design (Chapter 4), by analyzing results on periodic
writing exams separately for students whom he assessed to be good or
poor wiiters in the first place.

Example 2. A district-wide Early Childhood Education program has
decided to incorporate a psycho-motur development component that
will require installation of large playground equipment. In order to
answer many questions about thc best way to intcgrate the program
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An Introduction to Evaluation Design 17

into the overall early childhood curriculum, the district’s Assistant
Superintendent for Early Childhood Programming has decided to install
the equipment in two week phases to groups of randomly chosen
schools. The entire pool of the district’s elementary schools will be
divided randomly into eight groups. The groups will reccive the equip-
ment and begin the program at two-weck intervals. Having eight groups
begin using the materials in this step-wise fashion will give the staff a
chance to do formative evaluation. After administering a pretest, they
will work with Group 1 for two 'veeks and then administer a psycho-
motor unit test. They will make necessary program modifications,
then initiate the program with Group 2. Group 2’s pretest results.
because of randomization, should match Group 1’s. Results of the unit
test with Group 2, however, can be compared with results from Group
1 to determine if program modifications have had an effect on student
devclopment. This revision/program installation/test cycle can repeat as
many as six more times, or until the program seems to be yielding
maximal gains. This uscful formative design is actually a version of
Design !, the True Control Group Pretest-Posttest, detailed in Chap-
) ter 4,

Tempered by proper caution about the danger of basing exiremely
important decisions on studies with small numbers, “formativs planned
variations” allow you to rest program planning on more than hunches.

2. You mnight relax some of the more stringent ﬁm‘rements Jor imple-
menting a design. Since formative evaluation wsgallg collects informa- ...} ———often
tion for the sole use of program staff, the formative cvaluator can,
where necessary, relax some of the requirements for setting up a design.
This means that, when necessary, you can use assignment of students
that is slightly less than random, or choose a non-randomized contiol
group from students of a somewhat different socioeconomic group, as
long as interpretation of results is accompanied by appropriate caution.
The formative evaluator can at times relax design constraints because
the formative evaluator’s constituency is the program staff. They will
use the data he gathers to make program change decisions. They will, in
addition, serve not only as judges of what constitutes credible informa-
tion but they will, through constant contact with the prcgram, gather
much of their own dsta—at least that concerned with attitudes and
impressions. In situations when the formative evaluator has been able to
set up comparison trials of various program versions, staff membe:s I
inevitably gather first-hand experiences to use as a basis for making
program revisions.

Regarding design, the job of the formative evaluator seemis to be to
provide many opportunities for comparison, using as good a design as
possible. The details of the implementation of any one design are not
ciitical.
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Example. Jackson Elementary Schocol, in the heart of s large urtan
ares, received Federa! funds to design 2 compensatory education pro-
gram for ¢ : middle grades, with a particular focus on basic skills. The
school ~_entified the students eligible for the program according to the
stato’s requirements for receiving the funds. By and large, thess stu-
dents were chronically low achievers. A young and devoted school staf
had ideas about how bes: . use the money: they installed an Enrich-
ment Cen'er bused on open school ruidelines, and v much of the
money to hire classcoom aides. They were interested .  ecping close
watch on the quality of achievement that their first year of program
opeistion produced, but they could not locate a cont:ol group. Some-
one susxested th:t the stndents in the sci.o0l who tsaditionally per-
forme. stightly . slow aveings but not as poorly as the target students
migh* form a rough control group for the study. Subsequently the
decision was made that these students would be ested for progress in
reading, math, and writing at the same times and using the same pre and
Ppost measuscs ss the program jtudents. This s 2 modification of Design
3, the Non-Equivalent Control Group design (Chapter 4), with a special
awareness that the control group is indesd non-equivalent. The control
froup, for ons thing, did score just significantly higher than the pro-
gram ttudents on a standar\ized pretest. A careful watch over the
course of the school year, however, showed that program students
receivcd extensively more attenticn in basic skills areas and at the end
of the year were achieviag about the szire as the control group. Such a
design helped the str(T conciude that the new program indeed did
benefit th~ target students: they were now achieving as well as students
who had scored bettzr than them in the past.

An exception to this pronouncement sbout formative evaluation and
more relaxed designs occurs in the case of controversies within the staff
over different versions of program implementation. One of the jobs of
the formative evaluator is to collect information relevant to difference.

of opinion about how the program should be designed or implemented.

In this ~ase, as with summative evaluation, challenges to the conclusive-
ness of results can occur, and credibility will hecome again important.
Disagreements among planners can be translatud into altemative treat-
ments to fo:m bases for small experiments designed according to the
guidelines in this book.

. You might want to perform short experiments or pilot tests. You will

find t''.t progran planners must constantly make cecisions abouth v
a program will look. Most of these decisions must be mad: in the
absence of knowledge about what works best. Should ali math instruc-
tion take plare in one scssion, or should there be two during the day?
How much discussion in the vocational education course should pre-

*cede fleld trips: Jow u..-h should fo.low? Will reading practice on the

Readalot machine produce results as good as when children t:tor one
another? How much worksheet work can be included in the French
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An In.roduction to Eveluation Design 19

course without damaging students’ chances of attaining high conversa-
tional fluency? You can settle these questions by believing whoever
offers the most convincing opinion, or you can subject them to a test.
Using one of the evaluation designs described in this bouk, particularly
Desigas 1, 2, or 3, you can conduct a short study to resolve the issue.
Read Chapters 2 and 3. Then choose treatments to be given to students
(or whomever) that represent the decision alternatives ix question. The
duration of the short study should last as long as ycu feel will realisti-
cally allow the alternatives to show effects. If you will be reading this
book for the purpose of designing short experunents, please substitute
the word treztment for program as you read the text. The designs
' described in the book, and the procedures outlined for accomplishing
f them are, of course, equally appropriate.

Example. A g-oup of third grade teachers attending a convention heard
about 2 mathc matics game which they thought would teach multiplica-
tion tables painlessly if played every Friday morning. Interested in
saving their students thie agony of drill, the teachers urged their princi-
Pal to purchass the game. The principal, a former math teacher, was
skeplical [ the value of what she called “playing bingo.” She refused.
The teachers, however, persuaded the principal to agree to & test: they
would mndomly distribute students among their tour classrooms every
Friday morning for four weeks, carefully controlling the numbe of
: high and low math ability students distributed to each classroom. Two
- of the teachers would play tne math game; the other two would drill
their students in the same multiplication tables, and give prizes for
knowing tables exactly like those to be won playing ths gaine. At the
end of the month, the data would be allowed te -geak for themselves.
This highly credible Design 1 study would uncover differgnces between
drill and the program if any were to be attained.

Use of design requires planning in sdvanc: , if only to locate a group
that is wiiling to serve as the comoatisun. Even if you have no intention of
collecting comparative data at the outset, it might be a good idea to Jocate
2 handy group from whom you will be able to pull students in order io try
out new lessons or plans or to do short experiments. Often you wil! find a
teacher who is not taking part in the program who will be glad to provide
you with a little time to give supplementary instruction, a short quiz or
a questionnaire to his class.

Evalu:tion Where Design Presents Problems:
, PROGRAMS AIMED AT SPECIAL POPULATIONS

Many evaluators find themselves in the position of col-
lecting information about the quality .of funded programs
aimed at helping students, clients or others who are ex-
remely rich or poor in a3 certain disposition, ability or
attitude. In a gchool setting, for examplz, these special
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categories of children might score, for instance, in the top 2% o an IQ
test and be lsbeked gifted, or below 75 IQ and be classified as retarded.
The students may be handicspped or emotionally disturbed. Programs
sied at thess students present unique design problems because laws
requiring that all .k children be educated ruls out evalustion designs
where the contrex groicy, soz+ives n0 special program. A comparison group
can therefore only be formed 1" the school has wo programs available for
special students.

Exsmple. A school tried two differsnt kinds of programs for its gifted
students. Gifted students were randomly assigned to one or another
m-n for a 10-week triad ~=iivd, v

t
:
;
é
g

The followins paragraphs sugges- :
other possible approaches / i
to evaluatisn of special ¢ — i

programs. The reader is,” . _ _° - .
‘lalso referred to Fow To (1. Use the non-equirslent control group design (Design 3, Chapter 4). .
Conduct Qualitative Such a comparison could be made if another district or school with no
A Studies for a discussion \ SPecial programs, or programs appreciably different from youss, sgreed
"\of alternative approaches.)'® §"e the same tests &3 yours and to share results.

Exsmple. Teachers of educabie mentally retarded students planned 3
rading skills program which they hoped would significantly improve
the eading of their EMR studeats. They asked a nsarby clementary
xchool to share with them results of a reading test given by the district
in May cach year and to permit a criterion-referenced test ¢ be given to
the EMR students at the beginuing and end of the school yeer. Progress
of tha two groups in reading could by comsered.

‘ v "
Adopt a formative ap-/ 2 Comparative
''prosch and evaluate studies of the effzcts of whole programs are not alwayr the best service
_PTOgram components., you can provide to the program staff or ewen the funding agency.

Rather, more umful information can be galned by cvaluaiing com-
ponents of & spacisl education program with & view to 1 smmediding
changes thst might be nesded in thess. In some cases, for example,
alternative materisls might be available for teaching the same objectives.
Small scale experiments could be set up in several schools, using s
pretest-posttest true control group design (Design 1, Chapter 4) in each
classroom to obtsin objective data on the effectiveness of the various
altematives.
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o - ——— -t
" For example, pcchapa \ 3. Compere diverae programs in terms of some common
at one school, the indicator, e.3., satisfaction with program out-
gifted program con- comes uaing De.ign 3. Sometimea an evaluator is
centrates on acceler- | gagked to evaluate a number of apecisl nrograus
ation in math, at which individual achools or projects have produced

another on breadth of and which all have different goals and objectives.

\

exposure in science,

at another on creative ?’e’ e

writing, and at a fourth -

7

on all theae things at /

once. You could measure Righ =

at all schoola student o ———0  math

and parent gatisfaction \

with the instruction Perent A

provided in individual Satiafection S it

subjecta (math, acience, x  sclence

writing akilla). Per- /’ . Lov

haps you would find

results like this: / School = A 3 ¢ b

S ——— (and reported (math) (ecience) (crestive (every-
eaphasis of writing) thing)
gifted pro~
gran)

In peneral, parents seem equally satisfied with both math and creative
writing, no matter what ‘he smphasis reported by the school. Satisfac.
tion with scisnce, however, seems very sensitive to whether or not
sciencs is emp._sized by tha gifted program. When it i3, there is high
tatisfaction. The evaluator might note that in the absencs of special
effort, scionce might nor be well taught to gifted students, at least if
parent satisfaction is a valid indicator.

The point of this example iz that diverss programs can be assessed If
you can find 2 single dimension on which to compare them. Opinions
and attitudes often provide this common ground. This kind of investiga.
tion at lsast tells you what kind of programs seem to m. s a difference
on the dimension you have chosspy, ..

4. Compare progras outcon.s to pre-eatablished criteria
and use Design 6 (Before-and-After Design, Chapter 6).
Frequently, special programs are required to state
measurable goals, and the evaluator'as job is to mea-
sure goal achievement. Thia often turns into a
game of who can set goals which are lofty enough to
be acceptable but simple enough to be reached, es-
pecially when goals are set in terms of standardize.
test gaina. Sometimes, however, when the - ~- b

’ H
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22 How to Design a Program Evaluation

-goals are derived from criteria which lLave intrinsic, recognizable value,
reasonable goal setting is an excellent approash. Fer example, specifica-
tion of some basic survival skills, such as reading road signs correctly
and making change, for retarded students, could provide mastery goals
for an EMR program. A fairly good assessment of program effectiveness
can be made even in the absence of a good design, if program results
can be compared to reasonable goals.

5. Make the evaluation theary-based. A good approach to assessing the
results of special ¢—————programs is to do a theory-based evaluaiion.
This is an evaluation that focuses on program implementation, holding
the staff accountable for operating the program they have promised.
The theory-based evaluati n first asks: On what theory of instruction,
theory of learning, psychoiogical theory, or philosophical point-of-view
is the program based? In other words, what activities does the staff view
as critical to obtaining good results toward which the program aims?
Detailed questioning of the staff makes explicit the model, theory, or
philosophy that the staff is trying to implement. Once you know the
staff’s intention, your job will be to ascertain if activities that are
specified by the theory are being effectively operationalized and imple-
mented. Of course if you decide to do a theory-based evaluation, the
existence of planned activities must be documented through objectively
collected evidence, not just through testimonials. If you can show in
your evaluation that the elements which the theory specifies as neces-
sary for goal attainment are present, then you have shown that the
program has taken an effective step toward goal achievement. If the
theory is correct, goals should be reached eventually.
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Hall. 1975.
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Chapter 1, Page 2
Chapter 1

MEASURING PROGRAM IMPLEMENTATION: AN OVERVIEW

How :0 Measure Program Implementation is one component of t e

Program Evaluation Kit, a set of guidebooks written primarily for

people who heve been assigned the role of program evaluator. The
evaluator has the often challenging job of scrutinizing and describing
programs so that people may judge the program's quality as it stands
or determine ways to make it better. Evaluation almost always demands
gathering and analyzing information about a program's status and
sharing it in one form or another with program planners, staff, or
funders.

- This book deals with the task of describing a program's

implemenvation~-i.e., how the program looks in operation,l Keeping

track of what the program looks like in actual practice is one of the
program evaluator's major responsitilities because you cannot evaluate
something well without first describing what that something is. If
you have taken on an evaluation project, therefore, you will need to
produce a description of the program that 1s sufficiently detalled to
euable those who will use che evaluation results to act wisely. This
descriptiun may or may not be written. Even if deliyered informally,
howe , 1t should highlight the program's most iﬁpc;tunt
characteristics, including a description of the context in which the
program exists--its setting and participants~-as well as 1its
distinguishing activities and materials. The implementation report

may also include varying amounts of backup data to support the

accuracy of the description.

15%




Chapter 1, Page 3

The overall objective of this book 1is to help you develop skills
in describing program implementation and in designing and using
appropriate instruments to generate data to support ycur description.
The guidelines 1in the book derive from three sources: the experience
of evaluators at the Center for the Study of Evaluation, University of
California, Los Angeles; advice from experts in the fields of
educational measurement and evaluation; and comments of people in
school, system, and state settings who used a field test edition of

the book. How To Measure Program Implementation has three specific

purposes:

l. To help you decide how much effort to spend on describing
program implementation

2. To 1list program features and activities you might describe in
g progran implementation report

3. To guide you in designing instrumenis to produce supporting ~
data so that you can assure yourself and your audience vhat
your description 1is accurate

The book has six chapters. Chapter 1 discusses the reasons for

examining a program's implementation. Chapter 2 provides a 14t of
questions that might be unswered by an implementation evaluation.
Chapters 3 through 6 comrrise the "How to Measure" section of the
book. Chapter 3 discusses how So plan an implementation evaluation,
followed by three methods chapters devoted to an sxahination of
existing records, self-report measures (questionnaires and
interviews), and observation techniques.

Whereve. possible, procedures in the "how to" sections are

presented step-by-step to give you maximum practical advice with

minimum theoretical interference. Many of the recommended procedures,
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hovever, are methods for measuring program implementation under ideal
circumstences. It is no surprise that few evaluation situations in
the real world match the ideal, and, because of this, the goal of the

evaluator should be to provide the best information possible. You

should not expect, therefore, to duplicate step~by-step the

suggestions in this book. What you can do is to examine the

principles and exemples provided and then adapt them to your
situation, whatever the evaluation constraints, data requirements, and
report needs. This means gathering the most credible information
allowable in your circumstances and presenting the conclusions so as

to make them moss useful to each evaluation audience.2

Why Look at Program Implementation?

One essential function of every evaluation is answering the
question, "Does the combination of materials, activities, and
administrative arrangements that comprise this program seem to lead to
its achieving its objectives?" In the course of an evaluation,
evaluators appropriately devote time and energy to measuring the

attitudes and achieverent of pr-gram participants. Such a focus

reflects a decision to judge program effectiveness ! - looking at

outcomes and asking such questions as the following: What resuits did

13

that program produce? How well did the participants do? Was there
community support for what went on in the program? Every evaluation
should consider such questions.

But to consider only questions of program outcomes may limit the
useru.ness of an evaluation. Suppose evaluation data suggest

empaatically that the program was a success. "It worked!” you might
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Chapter 1, Page 5
say. Unless you have taken care, uowever, to describe the details of
the prcgram's ope:itions, you may be unable to answer the gquestion
that logically follcows your Judgment of program success, the question
that asks, "What worked?" If you cannot answer that question, you
will have wasted effort measuring the outcomes of events that cannot
be described and must therefore remain a mystery. Unless the
péogrammatic black box 1s opened and 1ts activities made explicit, the
evaluation may be unable to suggest appropriate changes.

If this should happen to you, you will not be alone. As a matter
of fact, you will be in good company. Few evaluation reports pay
enough attention to describing the program processes that helped
participants achieve measurable outcomes. Some reports assume, for
example, that mentioning the title and the funding source of the
project provides a sufficlent description of program events. Other
reports devote pages to tables of data (e.g., Types of Students
Participating or Teachers Recelving in-service Training by Subject
Matter Area) on the assumption that these data will adequately
describe the program's processes for the reader. Some reports may
provide a short, but inadequate description of.the program'3 major
features (e.g., materials developed or purchased, teacher and student
in-class activities, employment of aides, adminigtrétive supports, or
provisions for special training). After reading the description the
reader may still be left with only a vague notion of how often or for
what duration particular activities occurred or how program features
combined to affect dally life at the program sites.

To compound the problem of omitted or insufficient description,

161
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Chapter 1, Page 6
evaluation reports seldom tell where and how information about program
implementation was obtained. If the information came from the most
typlcal sources-~the project proposal or conversations with project
personnel--then the report should describe the efforts made to
determine whether the program described in the proposal or during
conversations matched the program thav actually occurred. Few
evéluations give a clear picture of what the program that took place
actually looked like and, among those few that do provide a picture of
the program, most do not give enough attention to verifying that the
plcture is an accurate one.

It could be argued that this lack of attention to detail and
accuracy is justifiable in situations where no one wants to know about
the exact features of the program. This, however, is a bogus argument
because you simply cannot interpret a program's results without
knowing the details of its implementation. For one thing, an
evaluation that ignores implementation will add together results fron
sites where the progr m was conscientiously installed with those from
places that might have decided, "Let's not and say we did." 1If
achievement or attitude results from the overali evaluation are
discouraging, then what's to be done? This scenaric typifies a poor
evaluation study, but unfortunately, it describes\méhy large-scale
progrém evaluations from the '708, including & few of those most
notorious fur showing "no effect" in expensive Federal programs (e.g.,
the 1970 evaluation of Project Follow-Through).

What 18 more, ignoring implementation-~-even when a thorough

program description is not explicitly required--means that information
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has been lost. This information, if properly collected, interpreted,
and presented, could provide audiences now and in the future a picture -
of what good or poor education looks like. OCne important function of
evaluation reports is to serve as program records. Without such
documentation educators may continue to repeat the mistakes of the
past.
Why look at program implementation? Two things should be clear by
now:
- Description, in as much detall as possible, of the
mater?ils, activities, and administrative arrangements that
characicerize a particular program is ai essential part of its
evaluation; &and
- An adequate description of a program includes supporting
data from different sources to insui - thoroughness and
accuracy.
How much attention Yyou choose to give to im) ementation in your own
situation, then, will substantially affect the quality of your
evaluation. A detalled implementation report, intended for people

unfamilier with *h program, should include :ttention to program

characteristics and supporting data as described in Tabie 1.

[Insert Table 1]

What and How Much To Descrih\e‘t"L
A quick look in Chavter 2 at the list of pcssible gquestions for an
implementation evaluation will show you that assembliag information
and writing a detalled implementation report about even a small
program could be an impossible Jjob for one person who must work within

the constraints of vime and a budget. To help you in such a
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situation, the remainder of the chapter poses some questions to focus
your thinking about what to look at, measure, and report. Considering
these questions before you make decisions about measuring
implementation should help insure that you spend the right amount of
time and effort describing the program and use the measures most
appropriate to your circvmstances.

Before plenning data collection about program implementation, ycu
will need to rake two decisions:

l. Which features of the program is it wost critical or valuable for
me to describe? This may amount to decliding which questions in
Chapter 2 to use. Your answer will depend, in pa. , on how much
time and money you have. It will also be affected bty your role
vis~a-vis the staff and the funding agency, the announced major

components of the program, and the amount of variation allowed by
its planners,

2. How much and what kxind of data will be necessary to support the
accuracy of the description of each program characteristic?
Decisions about backup evidence will determine whether your report
simply announces the existence of a program feature or offers
evidence to support the description you have written. This
decision will also be constralned by time and money, as well as by
Your own judgments about the need for corroboration and the amount
of variation you have found in the program.

If you feel that your experlence with evaluation or with the program,
the staff, or the funding agency is sufficient .to allow you to make
these decisions right now, thén prccess to Chapter 2 and being
planning your data collection. .

If you do not yet feel ready, the four questfbns that follow will
give you further guldance toward making decisions about wiat to look
at ard how to back up your report. These questions relate to the
fo_'owing issues: (1) deciding whether you need to document the

program or work for its improvement; (2) determining the most critical

features of the prbgram you are evaluating; (3) findirg ~ut how much
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variation there is in the program; and (4) deciding how much and what

type of supporting data 1s needed.

Question 1. What Purposes Will Your Implementatiuvon Study Serve?

This questicn asks you to consider your role with regard 1o the
program. Your role is primarily determined by the use to which the
implementation information you supply will be put. The question of
use will override any other you might ask atout program
implementation.

If you have responsibility for producing a summary statemeat ~out

the general effectiveness of the progrem, then you will probably
report to a funding agency, a goverrment office, or s »me other
representative of the program's constituency. You may be expectcd to
dercribe the program, to produce a statement concern.ng the
achievement of its intended goals, to ncte unaunticipated outcomes, and
possibly to make comparisons vith an alternative program. If these
tasks resemble the features of your job, y«. have been asked to assume
the role of summative evaluator.

On the other hand, your evaluation task may. characterize you as a
helper and advisor to the proéram pla-ners and developers. During the
early stages of the program's opcrations, you may be called on to
describe and monitor program activities, to test Leriodically for
progress in rchievement or attitude change, to look for potential
roblems, and to identify areas where the program needs improvement.
You may or may not b2 required to produce a formal report at the end
of your activities. In tiis situation, you are a troub.e-shooter and

a problem solver, & werson whose overall task is not well-defined. If

16
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Chapter 1, Pag<+ 10
these more loosely-defined tasks resemble the features of your job,
you are a fornative evaluator. Sometimes an eveluator is asked to
assume both ro..es simultaneously--a difficult and hectic assigument,
but one that is usually doable.

While concerns of both the forr-tive and summative evaluator focus
on collecting information and reporting to appropriate groups, the
me;surement and description of program implemeatation within each
evaluation role varies greatly, so greatly that differeut names are
used to characterize the two kinds of implementaﬂ}on focus.
vJescription of program implementai&on for ¢+ mmative evealuation .s
often called program documentation. A documentation of a program is
its official description outliring the fixed critical features of the
prograum a8 well as diverse var.ations that might have been allowed.
Documentation connotes something well-defined and solid.

Documentation of a program, its summative evaluatvion, should occur
cnly after the program has had sufficient time to correct problems and
function smoothly.

On the other hand, description of preogram implementatioa for
formative evaluation can be called program monitoring o1 e¢valuation
for program improvement. Monitoring connotes something more active
and less fixed than documentation. The more fluid.éonnotation of
monitéring rellects the evolv.ng nature of the program and its
formative evaluut’>n requirements. The formative evaluator's Jjob is
not only to describe the progruam, but also to keep vigilant watch over
its development and to call the attention of the program staff to what

i happening. DProgr'-m monitoring in formative evaluation snould
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reveal to what extent the program as implemented matches what 1t.
planuers intended and should provide a basis for deciding whether
parts of the program ought to be improved, replaced, or augmented.
Formative evaluation occurs while the program is still developing and

can be modified on the basis of evaluation findings.

Measuring implementatiorn for program documentation

Part of the task of the summative evaluator is to record, for
external distribution, an official description of what the program
looked like in operation. This program documentation may be used for
the following purposes:

1. Accountability. Sometimes the expected outcomes of a program,

ich as heightened independence or creativity among learners, are
intangible and difficult to measure. At -ther times program
outcomes may be remote and occur at some time in the future, after
the program has concluded and its participants have muved on.
This kind of outcome, concerned, for instance, with sv:h matters
as responsible citizenship, success on the job, or reduced
recidivism, cannot be achleved by the participants during the
program. Rather, the proéram is intended to move 1its participants
toward achievement of the objective. 1In such igstances, where
judging the program completely on the basis Jf outcomer might be
impracticel or even urfalr, program evaluation can focus primarily

on implementation. Program staff can be held accountable for at

least providing materials and producing activities that should
help p2ople progress toward future go-ls. Alternative school

programs, retfaining programs within a company, programs
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responding to desegregation mandates, and other programs involving
shifts of personnel or students are examples of cases where
evaluation might well focus principally on implementation. Though
these programs might result in remote or fuzzy learning outcomes,
the nature of their prcper implementation can often be precisely
specified.

QOf course, you might need to measure implementation for
accountabllity purposes in any case. Even when a program's
objectives are immediate and can be readily measured, it i: likely
that the staff will be accountable for some amount of
implementation of intended program featvres. They will need to
show, in other words, where the money has gone. This role of
program documentation has been called the signal function, a sign
of compliance to an external agency, a report that says "We did

everything we said we were going to."

While some may belittle
this type of evaluation, its successful and timely completion 1s
often critical to continued funding, and 1ts importance should not

be underestimat-d.

2. Providing a lasting descr*‘ption of the program. The summative

evaluator's written reporv may be the only description of the
program remalring after 1t ends. This report\sﬁ;uld therefore
provide an accurate account of the program and include sufficient
detall so that 1t can serve as a basis for planning by those who
may want to reinstate the program in some revised form cr at

another site. Such future audiences of your report need tc know

the characteristics of the site and the sorts of activities and

168
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materials that probably brought about the progrem's outcomes.

3. Providing a list of the possible causes of the rrogram's effects.

While s8uch caseg are unusual, a summative evaluation that uses a
highly credible design and valid outcome measures constitutes a
research study. It can serve as a test of the hypothesis that the
particular set of activities and materials incorporated in the
program produces good achlevement and attitudes. Here the
summative report abocut a particular program has something to say
to policy makers about programs using similar processes or aiming
towvard the same goals. The activities und materials described in
the evaluator's documentation, in this case, are the independent
or manipulated variables in an educational experiment.

The development of evaluation thinkiag over the past twenty
Years has led away from the notion that the quantitative research
study 1is the only and ideal form for an evaluatijon to take. In
cases where variables cannot be easily controlled or where
creating a control group will deprive individuals of needed
services or trailning, evaluators should neither ]liment their fate
nor demean the project. But 1n those few éases where an evaluator
bas the opportunity to design and condu.t a research study in the

traditional sense, the opport:nivy should not be wasted.

Knowing the uses to which your documentation will be put helps you
to determine how much effort to irvest in it. Implementation
informatic llected for the pu. pose of eccountability should focus
on producing the required "signals" by examining those activ :ies,

administrative changes, or materials that are either specifically
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required by the program funders or hecve been put forward by the
p-ogram's planners as ma jor means for producing its beneficial
effects.

The amount of detall with which you descrive these characteristics
will depend, in turn, on how precisely planners or funders have
specified what should take place. If planners, for example, have
prescribed only that a program should use the XYZ Reading Series,
measuring implementation will require examining the extent of use of
this series. If, on the other hand, it 1s planned that certain
portions of the series be useil with children having, say, problems
with reading comprekension, then describing implementation will
require that you look at which portions are being used, and with whom.
You will probably need to look at test scores to insure that the
preper students are using XY7. The program might further specify tﬁat
teachers working in XYZ wi. problem readers carry out a daily
10-minute drill, rhytimically reading aloud, in a group, a paragrarh
from the XYZ story for the week. If the program yas been planned this
specifically, then your program description will probably need to
attend to these detalls as well. As a matter ;f fact, attention to
sp2cific behaviors 1s a good idea when describing any program where
You see certain behavior uccurring routinely. Pnog;am descriptions at
the level of teacher and student behavior help readers to visualize
vhat students have experiences, giving them a good chance to think
about what it 1s that has helped the students to learn.

If accountabllity 1s the major reason for your summative

evaluation then you must provide data to show whether--and to what
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extent--the program's most important everts actually did occur. The
more skeptical your audience, the greater the necessity for providing
formal btackup data. Concerns about the skeptical audience are
elaborated in later questions 1in this chapter. [MAKE SURE THEY ARE.]

If you need to provide a permanent record of program
implementation for the purpose of its eventual repiication of
expansion, try to cover as many as possible of the program
characteristics listed in Chapter 2. The level of detail with which
You describe each program feature should equal or exceed the
specificity of the program plan, at least when describing the features
that the staff considers most crucial to producing program effects.

If a®*ditional practices typical of the program should come to your
attention while conducting your evaluation, you should include these.
You will need to use sufficlent backup data so that neither you nor
your audience doubt the accuracy or generality of your description.

When describing implementation for the purposes of accountability
and leaving a lasting record of a program, the data you collect can be
fr.rly informal, depending on your audience's Yillingneas to believe
you. JYcu might talk wi*. staff members, peruse school records, drop
in on class sessions, or quote from the p.ogram p: ‘osal.

In cases where tae reason for reasuring 1mpléme;tation involves
reseurch or where there 1s potential for controversy about your data
and coaclusions, you will need to back up your description of the
program through systematic measuremert, such as coded observations by
trained ratere, examination of program records, structured interviews,

or questionnaires. Carefuily planned and executed measurement will
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allow you to be reasonably :ertain that the information you report
trruly describes the situation at hand. It is important that the
evaluator produce furmal measures 1n cases where he himself wants to
verify the accuracy of his program description. It 1i1s essential that
he measure if he thinks he will need to defend his description of the
program, that 1is, if he might confront a skeptic. An example from a
co;mcn situation should illustrate this.

[INSERT EXAMPLE HERE]
Measuring implementation for program improvement

As has been mertioned, the task of the formative evaluator is
typically more varied than that of the summative evaluator. Formative
evaluation involves not only the critical activities of examining and
reporting student progress and monitoring implementation$ it also
often measin assuming a role in the program's planning, development,
and refinement. The formative evaluator's reqzonsbilities
specifically related to program implementation usually include t*:2
following:

1., Insuring, throughout program development, that the program's

official uescription is kept up-to-date, reflecting how t*e

program i1s actually being conducteda. While for small-scale

programs, this description could be unwritten agd agreed upon by
the few active staff memhbers, most programs ;hould be described in
a written outline that 1is perliodically ' pdated. A1 outline of
program processes written before implemetation 1s usually called a
program plan. Recording wbat has taken place during the program's
implementation produces one or more formative implementation

reports. The task of providing formative implementation
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recports—--and often 1lnsuring the existence of a coherent program
plan as well--falls to the formative evaluator.

C“EWe topics discussed in the formative re;osrt could coincide with
the headings in the implementation report outline in the Appendix.

I'ne amount of detaill in which each aspect of the program is

described should match the level of detaill of the program plca.

In many situations, the formative evaluator finds his first task
to be clarification cof .ae program plan. After all, if he is to
help the staff improve the program as it develops, he and they
need tv have a clear idea at the outset of how 1t is supposed to
look. 1II you plan to work as a formative evaluator, do not be
surprised to find that the staff has only a vague planning
document. Unless the program relies heavily on commercially
published materials wit. accompenying rrocedural guides, or the
program planners are experienced curriculum developers, planners
have probably taken a walt-and-see attitude abou many of the
program's critical features. This attitude need not be
bothersome; as long as 1t does not mask hidden disagreements among
staff members about how to proceed, or covér up uncertainty alout
the program's objectives, a tentative attitude toward the program
can be healthy. It sllows the program to take gn the form that
wiil work best,

qxlt glves ;ou, however, tne Jjob of recording what does happen so

that when and if summative evaluation takes place, it will focus

on a realistic depiction of the program. An accurate portrayal of

the program will also be useful to those who plan to adopt, adapt,
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or expand the program in the future. The role of the evaluator as
program historian or recorder 1is an essential cne. as 1t 1is ~f:en
the case that staff people simply have no time for such luxuries.
Even as simple a record as notes from meetings, arranged
chronologically, can provide helpful informuation at a later date.

Helping the staff and planners to change and add to the program as

it develops. In many instances the formative evaiuator will

become involved in program planning--or at least 1. uesigning
changes in the program as 1t assumes cleaner form. How involved
she becomes will depend on the situation. If & program has teen

planned in cnnsiderable detail, and if planners are experienced

and vell versed 1n the program's subject matter, then they may
wvant the formative evaluator only to proviie information about
whether the program 1s deviating from the program plan.

C“On the other hand, 1f planners are inexperienced or if the program
was not planned in great detail in the first place, then the
2valuator becomes an investigative reporter. Her fir:t job might
be to find out what 1s happening--to see what is going well and
bedly in the program. She will need to exaiine the program's
activities independent of ,uidence from the plan, and then help
elirinate weaknesses and expand on the program’;'good points. If
this case fits your situation, use the list of implemeutation
charactzristics in Chapter 2 as a set of suggestions about wbat to
look for or adopt the naturalistic approach described later.

The formative evaluator's service to a staff that wants to change

anrd improve its program could result in diverse activities. Iwo
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of them are particularly important:

a.

The formative evalustor could provide information that prompts
the staff and planners to reflect periodically on whether the
program that 1s evolving is the one they want to have. This
is necessary because programs installed at a particular site
practically never look as they did on paper--or as they did
when in operation elsewhere. At the same time, staff and
planners will be persuaded to reexamine their initial thinking
about why the processes they have chosen to implement will
lead to attaining their objectives. Careful examina“ion of a
program's rationale, handled with sensitivity to the program's
setting, could turn out to be the greatest service of a
formative evaluator. The planners should have in mind a
sensible notion of cavse and effect reluting the desired
outcomes to the program-as-envisioned. Inscfar as the
program-as-implemented and the outcomes observed fail to match
expectations, the program's rationale may have to be revised.
Controversies over alternative ways to implement the program
might lead the formative evalautor to ;onduct small-scale
pllot studies, attitude surveys, or experiments with
newly-developed program materials and actdv;fies. Program
planners, after all, must constently make decisions about how
the program will look. These decisions are usually based only
on hunches about what will work best or will be accepted most

readily. For instance: Should all math instructicn take

piace in one segssion, or should there be two sessions during
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the day? How much discussion in the vocational education

- course should precede field trips? How much should follow?

Will practice on the Controlled Reading Machine produce

results that are as good as those obtained when children tutor

one another? How much additional paperwork will busy

instructors tolerate? How much worksheet activity can be

included in the French course without detracting from

students' chances of attaining high conversational fluency?

These are good and reasonable questions that con be answers by
means of quick opinion surveys or short experiments, using the
methods described in most texts on the toplc of research
design.3 A short experiment will require that you select
experimental and control <roups, and then choose treatmeats to
be gf&ven to these groups that represetin the decison
alternatives 1n question. These short studies should last
long enough to allow the alternatives to show effects. The
advantage of performing short experiments will quickly become
apparent to you; they provide credible evidsnce ab.ut the
effectiveness of alternative program coﬁponents or practices.
At the same time, it must be remembered that the real world
environmernt surrounding most evaluations makés even simple
experiments difficult *o conduct.
When measuring implementation for program improvement, the form of
evaluation reports can and should vary greatly. Informal
coaversations with an influential staff member may have more effect

than a typewritten .report, and particularly a report loaded with
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Periodic meetings to discuss program problems and
issues may update administrators and teachers, forcing them to think
about the activities 1n which they are engaged far better than even a
short written document could. On= wellknown evaluator has gone so far
as to have program personnel place bets on the likely outcomes.of data
analysis so they will have a vested interest in the results.

Whether you work as a summative or a formative evaluator, you will
need to decide how much of your implementation report can rely on
anecdotal or conversational information and stiil be credible, and how
much your report needs to be backed up by data produced by formal or
systematic measurement of program implementation. If what you
describe can make a difference to those who might use it for any of
the purposes mentioned, then your implemeuntation report deserves all

the time anc effort you can afford.

Question 2. What Are the Program's Most Critical
Characteristics?

Having determined tle purpcses~-formative or summative (or both)--that
your implemeriation study will serve, your idehtification of the
program's critical features will help you further to determine %two
things: L

AY

~ The specific questions ;our evaluation wil) address

-

- The ‘evr” of detail) yYou shoculd use in describing the program

Three features conmca >0 ail programs can form an initial outline of a
pregyram's 2ritical characteristics: context; activities; and
"thecry.' You can begin to describe the program by outlinin_ the

elements of the prograum's context--th- tangible features of the
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program and its setting:

- The classrooms, schools, districis, or sites where the program
has been installed

- The program staff--including administrators, teachers, aildes,
rareat volunteers, secretaries, and other staff

- The resources used--including materials constructed or
purchased, and equipment, particularly that purchased
especially for the program

- The students or participants--including the particular
characteristics that made them eligible for the program, their
number, and thelr level of competenre at tie beginning of the
program

Tr>se context features constitute the bar=z bones of the program
and must be included ia any summary report. Listing them does wnot
require much data gathering on your part, since they are not the sort
of data tiat you expect anyone to challenge or view wi.h skepticism.
Unless you have doubts about the delivery of materials, or you think
that the wrong staff members or students may be participating, there
is little need for bvackup data to support your description.

Another part of the context you would do well to consider 1s not
tangible, but may be essential to understanding program functioning.
This 1s the political context fnto which the n»nrogram i1s set. [t
includes, for example, unders£anding what interest groups or powerful
individuals are involved in the program, how funding was initially
secured, the role of top managers, problems encou;tered in the
program, and 8o forth. In some settings, none of this will matter; in
otuers, such information will ailow you to target your evaluation or
what can be usefully addressed. While such inforn.tion 1s unlikely to

appear in formal evaluation documents, only a naive evaluator operates

without an awareness of the political context, and he does so at his
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and his evaluaation's risl..

In addition to context features, the zec. . 23 to describe in
looking for critical characteristics is tha. _.vogran activities,.
Describing important activities d:mands formulating aid answering
questions about how the program was implemented, for exawnrle:

k— What were the materials used? Were the; used &s intended?

- What procedures were pres-~.ibed for the instructors to follow

in their teaching and other interactiops with students? Were

these procedures followed?

~ In what activities were the participants in the program
supposed vo participate? Did they?

= Wnat &ctivities vere prescribed for other participants--aidcs,
parents, tutors? Did they engage in them?

=~ What administrative arrangements did the program include? What
liunes of authority were to be used for making important
decisions? What changes occurred in these arrsngements or
line:. of authority?

Listing the sallent activites iutended to occur in the program
will, of course, take you much less tire than verifying that tLey have
occurred, ard in the fciaz intended. Unlike materials, which usually
8 .Yy put and whose presence can be checked at prrcticaeily any time,
program Zctivites may be inaccessible once they.nave occurred if they
vere not consciously observed ;r i rded. Counting them or zerely
noting their presencz is therefore no small vask. Ip addition,
activities arz more difficult to recognize than c;ntert features.

Math games, microcomputers, aides, and science materiala from Company

X are easily identified; bv¢ what exactly does the act of

relnforcement or acceptenrne of a student's cultural backgrounu look

like waen it is teking place?

Qccurrence of intangible activic.es such as reinforcement or
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cultural ac.eptance cannot be simply observed and reported like an
inventory of materials or a headcount of students. Evern if they could
be directly observed, j.. could not possibly describe all of them.

Yov will have to choose which activities to attend to. Your choice of

AL -V e

these activities will in large measure depend upon what your audience
bas sald 1t needs to know in order to make informed decisions.

‘ Once context and activities are delineated, the third and oftea
the most difficult program feature to determine is what can b =2alled,
for war. of a better term, the program's "theory." Every program, no
matter uow small, operates with some notion of cause and effect, that
is, with a theory. sxamples are numerous: If tee age parents learn
parencing skills, their chlildren will eat more nutritiously; if
bilingaal students receive r2inforcement in their na:ive language,
their cognitive skills and self-concept will develop normally; if
locgterm employees unuergo tecl.ical education, tr=ir Job productivity
will increase. Some programs (e.g., Montessori schools, E.S.T., or
Camp Hill Villages) are systematically designed to implemect the
tenets of an explicitly sta%ed model, t~reory, or philosophy. Others
evolve their own theories, cumbining comron senée, practice, and
theoretical tenets from u " ariety of sources. The job for the
evaluator is to discover this theory in order to beéter understand how
the prégram is supposed to work and its critical characteristic. in
the eyes of program planne:s and stacf.

On paver 1t sounds eatcy to describe a program's coatext, key
activities, and "theory," but when you try to do it, critical details

may prove e.us_.ve., Three sources of information should help you
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decide what your evaluation should examine:
1., The program proposal or plan

2. Opinions of program personnel, experts, and yourself, based on
agssumptions about what mekes an educational program work

3¢ Your own observations

fickinz out critical program features from the plam or proposal

Some program proposals will come right out and list the program’s
most impcrtant features, perhaps even explaining why planners think
these materialis and activities will bring sbout the desired outcomes.
But meny will not, although i1f you look carefrv’ly, you m. find clues
about what 18 considered important. For instance, most 1 .oposals or
documents describing a program will refer over and over to certain key
activities that should occur. As a rule of thumb, the more frequertly
an activity is cited, the more critical someone considers it to be for
program success. Jou may therefore decide that activities repeatecly
mentioned are critical progrem components to which the evaluatioa must
attend.

The progrem's dudget 18 another index to its crucial features. As
another rule of thumb, you ma& assume that the larger the budgeted
dollar or other resourrce expenditure, such as staft{ng level, for a
particular program feature--activity, event, mat;rial, or
configurat..a of program elements--the greater 1its presumed
centr*tuvion to program success. Taken together, these two planning
elements~ frequency of ciration and level of expenditure or

effurt--~can provide some indication of the program's most critical

romponents.
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Relving on the program phan fooarceeams abont wigs ey 1o e
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mplementarton evaluatior Do plemcnnaiien cvaltt ot Boved larvcdy
on e provrcan plan wadl i ol coflecms data io darecimme te exier o
winch the oo aonretpe s s 0 r e oo cccrnred as mrenfed - and
they dnl oot occwr as plasned  swhiat happencd mstead Desanption ot g
program fiom this pomt v s the hind most otter done and tor ap
understanndable yeason ar poovedes the smplest means by owindh the
wvaluator canr dearde wineh actis ties tofeoks at

Faample A woup of heabho and scietoe teadhers wr A proposal 10
the state tor s tew thonsamd dodias to assemble o pepcnal bypens and
sen educdtnm codrsg tor Recus Criny s b schionls The prootam was to
he based Lareek on purchased andios astal matenals e state eaal-
aitor who vammed the proveans relicd boasify on tae orgimal proposal
as a provean doserpter Foocamplete the documentation section of his
sutinnative seport fie simply uotod e proseam’s otticad dosanption
aed observed etermally to locate consistenues and desorpancies be-
tweeen the planned procram aind e one Hat sotaadly occurred

Fven in the absence of a tormal wntten program plan. docomentation
from the perspective of imphiat planning can be done by mrerviewing
program planner. and asking them to desentbe activities thev feel are
crucial to the program. You can then proceed with the documentation ol
the extent of occurrence of these activities.

You nught find thie program plan and even the plenners themselves, in
some nstances. (o be dicappomtme sowrces of wdeas about what to look
for. They might not describe proposed actisities to the degree ot speafic-
iy yeu teel vou need. o they mught express grandiose plans engendeted
by amitial entimstasm, or i cesponse to proposat gudelmes from the
f\.nnhng source whidh were themselves overly amintious, I3 1s possible. as
well, that he program aas not poon plaped i any speailic sy

Hose then wol s ou doctiment the pregram it ter whatene cason there
15 no plap which detals activities thatare specrhc teasibl and consisten
throughout” In this case. vou have twe options vou can rely on what
theory and eapeifenced people <av shotld he i the program o vou can
take the pont of view of o resprsrsspernciiraiisti ahsertor® and simply
vatch the program operzang to discmer what seems to be the program’s
untical features

29

Relying orn opinions of program personnel, experts, and yourself
to select critical program features

Il you Base reson to behieve that seane teatine #or mentwned m the
program’s planmmg documents nught be necessary for prggram sneeess
then Took tor it Cammonty anmentioned bt crrircal proeram charcens
tus, tor mstinee are relp u‘su/ O pCnE ot of fearned ot ormation, e
adequare tme on sk Maher € SEIREHO frognims 0 cems spend
adot of time deartriy what 1 reach md mowhat sequonce bt ofen
oserlook studetts’ need to repeat and stadv the amtormation they lave
recened, amd deeciners' need ho alter ther tastveb oo
Wiether nr not the hnds of duiractenstics or program ictivities -uen-
tioned abose ate citicth e vete st ron Ve shieadd goo constdaration
to features not spectheally coted v the vroaam plan, whove presence on
ahsence mugltt be rclated to prowam oo or fadre I vou e a
formative ¢valuator 1t n fact, your responsibiltty to buny these matters
1o the attentton of the statt Youw nmght ancrdentally. dosee era featur: of
the program that somenne thinks could actnally make 1t bud By all means,
pay attention to thas ki of mlormation Backing up v osur deseription
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set of assumptions about what works in education, you are conductlng

Example. Mr Walker, the director and de jacto tonmative evabuator ot
tneservive training prograums at 1 uniersity-based Teacher Ceater no-
tced that some districts sending tcachers allowed themn tree choee of
courses Others, bebrey e that anserviee framine should follow g theme,
encouraged teachers tu oke courses within a sangle areca say cicinen-
tary mai.., or affcene education

Though the Teact or Center wtselt made na reconmmendations 1bout
what cour.. shoula be pursued, Mr Walker decuded that the * theme
verenis no-theme™ Jaror of teacher tnuning mieght have an cftect ~n
teachers” overa'l assesstient of the vatue of their in-servi e experiences
He deuded to describe the course of stadyv of the vo crow ©oof
teachers at the Center »net separrehy anahyze the groups’ responses to
an a1t i le rques jonnare

As Mr Walker ¢ peeted, toachors whose tratstme tollowad 1 theme
enpressed greater enthusiwm alwmt the feacher Center Smce he conld
find no explanaton tor the dittcrence 1 enthusiisn butween the twoe
wroups other than the themans character ot one group’s prowrani. Mr
Walker recommended that the Center ttself rucourage themaue in-ser-
vice studv. Ho used s desenptions of the courses ol studv ot the
teachers an *he taeme wroup as a set o maodels the Center might tollow

To the extent that you base your choice of what to look for on a

what could be called a "theory-based" evaluation.

= Approaches to teaching critical thinkin

. Me Walker i the evample above,
worked from the rathe r mdimentany but vathable theory that education
that tollows 1 proerin of study 18 mor” hely 19 be percerned by the
srudent as .atuable His evaluatton was at least parih theory-based becunse
he used a theory to tell um what to fook 4

Exanuning program amplementatien i theory-fsed evaluation gres
your study 3 pamnt of view toward the program siilar to the ane vy
assume when hasie mmplementation measurement on the proposal yen
hegn with 1 presoypron of what etiective program activities might look
ke The prescrintion from the theory based perspective howerer comes
not from x watten D, but fronn o theony

A theors-hasad noplementation evalinnion s ecpec ally appropriite ton
Yooking at 1 schocd proge o that s b o aedc ot teacdimg beluavor
Wieory of Jeatmmg developrent or human behavior or plulosepin. con
cerming cluldren schools, or orgamzatons The speafic presenptions of
manv such modals and theones are tanhar v most peogtle working n
education. )

E<amples ot some of these models are

e Behavior moditicanion and vanons apphcatons of reimtorCement
theors to mstraction and dassroom diseipline '

o Piaget’s thecors of cogmtrie developmert ard other n.odels of how
children learn concepts

o Open-classroom and treesschonl models suc' s those put forth by
writers in education in the If(‘()'s by ed

Corrpadene ax het

. Fundamentul-sclwu[‘an&"bmn: sFills T dels M seek to remstate

tradittenal Amnerican classroom practices

¢ Models of oreamzations that prescribe arrangements and procedures
tor effective nanagement

uce of higher level questioning techniques
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A prog-am dentttied wrth any of thiese pomts of view muss set up roles
and procedures consistent watht the parucilar theory or valae svstem
Propenents of open schools. Tor imstance would agree that o classrcam
reflecting thewr pomt of view should display freedom of movement, mdinad-
uahzation f sostiucthion and curncular Chotees made by sty 2nts Fach
theorv. plulosaphy o0 teachimy inodel contends that particuiar acavies
are cither worthwlule 1 i of themselses or are the best wat to promote
certnn desirable outeomes  sieasuring implementation ol 2 theorv-based
program then. becomes o matter of checking the extent to which actvitics
or orgamzatonal arrangements at the program sites retlect the theon

Theories underlying programs may be intuitive and specific, as in

Mr: Walker's example, or explicit and general,

Cooley and Lohnes have proposed a gerteral nupdel of s o0l
learnungS that seems particubarly usefnl s 0 sourc s of deas 1or what to
look at wher desertbing a program mtended 1, reach people omething.
The etlectiveness of school programs m bnnug about deared learming,
according t thus mudel depeads on four ttor
i. Learmng opportumines Schools proside the nme and place 1 winch

students may practice new shills. ateend to sources i naw intormation,
or come i contact with models of 1 ow to act

(28]

- Motwatn Schools mtentionalls mampulate rewards and prmshiments
that persuade students to musue prescrbed sctisities and attend 1o
particular mformation.

Structured presentation of activities, vieas, and information Schools
aliempt 1o organize and scquerce what 1s presented, tatonng it to
Students™ abilities so as to mahe learning as pamless and ctficient as
posstble

- Instructic wat evonry The school day s tilled wath ~ouai and interpesr-
sonal centaces that promote learnies The elinvmation o misuader-

!.M

standings through didlogue. a teacher’s cliective use of student contri-
butions 1 a class discussion. and e personal attention and reassiran e
that prevent student discouragument e some exantples or mstructonal
cvents m tlus sense,

»

Figure 1 shows a sunple’ diagram of the Cooles 'Lobnes modus. Oppor-
tunity - mowsatons, structuie, and imsinucnonal events change (he siudent
from hus fevel ot mtral pestormance o the wrienon performance destred
for the prograr. The importat tine about the Cooles /Lobnes inwdel tor
descnibing program implementation 15 11 s ol these foig aspects of
sehoodmg imvedves cniiaal teattes hat e codiator might wane t mien-
ton Wity descuhing o pre cram

ate o e s s tha dittor o plelosophaes about schonl
g hdsstomin pooccs o he e cnbod aed compared ey asmg the

. : _— X
oo dinn aen ab the Caoley Tabes edel Tt ook at Provr

dop A e s e gdinade o nb giettons saeds as e lellowang
.
$ (e e Whit macrals cRlosag e respim objoctses w e ngtlable
te st e i b tee wae sdlonicd vogeargine rod practiing the tarect
skill  Ld unaersomaines i dud conditens tiecht o opportuney . ssch as

atiendance woeess o s aed b g caens from relesant leameny sctin,-
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nes, vary auross sifes o amonge stndonts’ Did fearmine opportumties vary
prengonallh m duration and nature ' b <o, were ditlerences speoatied by the
program, or lett 1o teachers or studeits to detcrmne’

Yotivators Were the materals capable of mataming student atrention or
nterest’ Was a rontercement ssstem ased ' What systems of seward or
pu.ichment were wsed and were parents imvolied? Did success with motsa-
tton technques Ly across sites? What conditions mieht have had 4 bearing on
the different lzvels « § motvation amone studente’

Structure 1o what extent were program ebjectines spethied? Were tearmng
hierarchies vsed to underlie the curncwdnrn® Was a coherent outline used” How
much sttention sas pad to scquencine ot lossens’ Was there an in-service
progrim o tewd netel subgect matter. and wese reachers aware of the
rationale behind prosram sequenane’ What citores were made to ensure that
proer it objedtives and anstauction wom by wnteble m o tenns of students!
bachgionnds g §sivtines’

Inrrtec tonal Froenzs What anterpensonal coet sers were there tiat teaded fo
support student mvolvement in progrem anvines” How much persondl atter
tion did mditrdual students recerve’ Voas instruction one-to-one or one-to-
manv? Buaunesslike vr irtendhv? requent or mtrequent” Pnminty between
students and te 1cdiers. students and students or students and ardes?

weory shased  evaluation meht alvo smvolve o assessmient ol the

consisteney ol tie prosgram plan ol ibe underfones theony

In sunmmatine evatustions based on g credible eseardh desten. vou
should note o theory-based evaluation can provide an actual resr ot the
theory’s vahdity, Given the potential importance. and rartty ot empinedl
validation of 1 thoory results of an er uateen which has provided such
validation should ~2 reported and disseminte b an 2adely as possible

1-29

Using observatiois and case studies to determine criiical

program features

The evaluation literature in recent years has been charged by a

debate over the value of methods that have beea variocusly called

qualitative, paturalistic, ethnographic, responsive, or =ver "new

paradigm." While

each of these terms has its own } 'per definition,

in conmon usage they together‘describe evaluatlion %echuiqies borroved

Jargely from anthropology and socliology chat generate words as

products, rather than numbers. Tne skills they demand
differ greatly from those required in the mcre traditiounal

quantitative app-oach, and, while it 1s beyoné the scope of tLhis ho- &

-~
-« .

\

au evaluator

-~

to provide an indepth descripticn of qualitative evaluecion methods,

O
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reference saod how-to's will be added whe. ~ appropriate throughout the

text.

The use of observations and more detailed case studies to

determine critical features of a program being evaluated 1is one such

place and will nécessarily involve qualitative methods.

It is possible for an evaluator with a qualitative mirdset to

decisions about what tc lock for. This

“Strategy might b clomen tor a number ot rosons For one thing. et
evaluators consider 1t the hest way ol desenibing @ progrgm, Unhamipered
by preconceptions  d prescuptions, the respotisive/iaturalisue inquirer
might set his sights 0 catching the true flevor of a program, discoverng
the unique set of clements that make 1t work and conveying thenr to the
evaluation’s audience  Further. a naturabistic approach anght be necessary
il there 1s no wnitten plan tor the progran v on are evaluating ard you lind
that one cannot be retrospectively constructed with o reasonable degree of
Conzaiscency by the planners Even of there is a plan, it nught be vague or,

from your perspective. unrcalistic to implement. Then agam, you might
discorer tnat the program has been atlowed se much vaition from site ta

site that commor features ace not apparent at fisst Inany of these cases

vou have the opuor ol just observing N of leag F
bl 4

Linplicit 10 your decistin 10 use lezpunswc methods are two other
A

decistons

I Torel hg.l;':i\ En dati collection methods that “get close to the data.”
I Y]

usuaiin e dtions cad imderncar

2 To concentrate on refattag what ven found. rither than compdiing

what was to what shouwld have becn.

This :-{\'t_aa leave youup m the air gt tirst about what to look for

Example.  he Schiaal 3o, d 1 a smail ats deadea that lagh schools
shouid spend one vear emphesizing Langimage Arts, with particular
tawas an oanprosine students” wnting skills The Jlistinct’s  \ssistant
Supenntendes’ tor Carralam resisted the imitial impulse to design ane
nnplement a < cmuon, distnciwade prosram. Instesd. she decided tha
cath teacter shontd be sliowed to respond, in lus ar kier own way . to
the hastc devsion to emphastze writing  Her reasoni was that some
teachers would arr = at wond methads that the other tesvhers could use
to vreryone s ad antic -students and teaciwere dike To keep trachk ot
what teachers were domng. however, st o scheduled pertodie teachet and
stodent anteraaens ind dropped in on rlass sevaons trequeathy Snhe
wroate vignettes ok onibang Jasseem prctices she had seen ond which
suilected the aspnions and reporte of terchers o cqudents  Her
report demonstrated ty the Boanl the cttecis of its, nonts decision,
and arenb-ted s teachers i abbrevigred fonm 1t tenved 4¢ 1 source

ot aev teadhin 1deas

observe a program in operation with relatively few preconcpetions or

1ss¢ BEST COpy
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appreach may Seo el
This sedsmis 5 baedeir to vou The evaluat 'y vignettes

R
carrespond 1o how muost peaple share intonmaton and mdeed? e

seve- evaluation i o context that s biee trom controversy of shepldsim
fooks very much hthe what people usually do, The ditference between this
“ il x _
evaluatton however, and 4 tormal {épd: evidustion s a1 the guzehity of
. i k. v
the observations made Cevaluators use methods from the sochal
sciences- notably antiropology -to obtam corronoation for thetr observa-
tons aud conclusions. They have, m fact. developed o method tor con-
ducting evaluations that Inﬂuws}h# gl naturalistic tield studtes.
v §y

«wi cvaluatton using :

something like thns

uiethods woutd tollow o scenario

b A particalar program s fo be evalisded 10d 1e are itumerous © cs, one
or more sites 1s chosen tor study

2. The evaluator ebserves acuvittes at the site or sites chosen. pcrh:lps ewen
taking part i the activities, but tuyving to mfluence the programrou ne
us little as posstbie Often, time coustramts requre the ase of “mfor-
mants” - people who have alicady been observing things and who can be
mterviewed.
3. Though data collection conld take the torm ot coded records ke those
produced *hrough the standard observation metheds desenbed in Chap-
ter @. the respomsreedmaturahistic obserser more otten records what he
sees n the form of field notes. Tlns choice ot recording method 1s
motivated manly by a desire to av ud deciding too soon which aspects
ot the stituation abserved wall be considered most important !
4 The responsweruaturalistic observer sinfts back and iorth between
formal data collection. study ot recorded notes. and mformal conversa-
tion with the suhyécts Graduaily she produces a description of the
evems and duece oi andirect mterpretation of them. The report s
usually an oral or wntten narrative. dhough nawaraliste: studies »teld
tables. suciograms. and other numencal and graphic su...manes as well.

Case studres (considered technically ) represent not so much a4 nerhe
asn;‘t,glwlgsﬂ\:f what o study. Case studv tescarchers quite often tollow
methodology. The case study worker m e:ul'lLalJ?n_k'houscs to
examyune cIusng a particular case--that s, a school. g ¢k M.’ particu-
lar group. ~r ndividual experiencing the program. Sometimes the program
nself s “the case.” Whereas the naturabistze observer or the more tadi-
tionc! evaluater might concentiate onlv on those ewpertences of. sav. o
schonl. Wit ure related to tisc progenn the case study evaluator will
wsually be interested 1 a hroader ranee ot cvenrs and relitionships. 1f the
school 1s the subject of study., then the job 15t describe the school. The
case study method places the program within the context of the many
things wluch bappen to the sciiool. its staff. and its students over the
ourse of the cvaluation. One result of this method, vou can sce. 15 to
display the propartional mfluence of the progiam among the mynad ther
factors mtluencing the actions and teslings ot the people wader study
While case studies often mse naturalistic meths ds presumably because -
the complextty ol the expenieces and eoceunters wineh need to be
described 1t 15 praible for a case sty o nse more, tiadiional methods
of da1a }‘)lh'clmn O owell as to abject e case to LR 2 t’" ‘|‘
JrminiSeent of teadinonal expenmenis

Regardless of how you determine the list of critical

churacteristics, A listing of the criticl seatures of the orogram Wl give vou sone
fation of which questions m Chapter 2 te answer i vow uaplementation
r yYonare o samngtive evalutior, tioe vour task will be te convev

to your audience a5 complete ¢ depiction of the r.ogram’s crucial charac-
teristics as pussible.
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It vou are u tormative evaluator. then vour deasion ithont what 19 fook
at anght hve to go aster be ond hong the progiem s aitcal teatures
Smze your jub as 1o help with program improvement aid not merely to
descitbe the program vour task s e oflect mtarmation that wall be
maxiath usetul fer ficlprre the proseam siat g o onprove s program In
most wases. this will cotamby me o momtonag the impleraentation of the
program’s prost entiedl featires But von will need ta consuit with the
program statt to tind which among bl the proviam’s entieal fuatnres seem
most froublesome to theme mest 1z need ot vethant attentuon, or most
amenable to chanree T conld be tor mstanee that o+ progiam’s most
entical teatar s emiplovment ot ndes But once the ardes e arnved ond
1t has Beep established thocthey Jome to wend readdarhy attention 1o s
detail man aor be neeessey Yo formetiv ser ies o the proeram will be
maore usefully emploved momomtonee the inplementation of prograne
aspects about which the saati ha genuine problems to solve

Question 3. How Much Variation Is There in the Program?

Your choree ol which proviam charactensnes (o desertbe will be o 1u
enced by the amowr: op varnenon tat occuss acioss sties shiere the
program s heing used and vanation that happeas at ditferent pomts in
time. For one tany depending on the ponyt ofF view of the planners.
vartahidety pirght be conadered desirable or unaesirable Some programs.
atter all, encomraee sanation Duecters of sach programs ha. s sa d 1o the
statf or to then delewates at ditterent sites somnething bl the following

The strict cannicdum otfice oy chosen sex reaainy programs wineh
we cant parchase vl our wew Teleral Compensat oy ' =apion
monier | xamoe these, and seloct (e one vow tank best sy vour
stdents ansd teachers.

it ss hkely that zn evalucior ether formauved ¢ summative will be
cial’ed i to exanune the whole Foderal Compensator;, ducation program.

and he v*'l probubly tind six versions of the progiam taking pio_2 Here
variation weross sites has heen plood. and amplementiton o calh
reading subprogram will have to be descnoed separatels W) -1 sud
planned variation vccurs. merdentally. the evaluator has a gooe  pporin
mty to collect mformation that might be usciul lur tyture > Rlani 2 this

distnict or ctsewhere  particutarly 1f the distoct™ th Lo othe
number of reading programs to lewer than s, He can compar. ne case
and accuracy ol wnplementason and suce ss with students of © . wanious

programs across sites. Where ditferen? programs have heen mpie 21red by
sites that are otherwase simmlar. the evaluator can vompare rev =+ o gam
cues about ihe relative effectneness of the programs.

Program directors coudd have aftoved the program to vany - o ever
less controlled way hy saving

Fenare X dollors 1o mprenc owr veadvee prosrang for the <Y ongily
disadvantaged. Tukce these funds aind pug pogether o new pr (@ o

This kind of directive produc.: o provagn whosc only comn catuies
across sites are Jikels to be the oot stndents and the tune uree!
While vaniatton i Iso planted 1 Cus Find of sinsiron. unhibe 20 c-ogram
o tie preceding or mple. e site has been lett free wo oo s o
wngue program. The distrct-wide er aluator wall ae tolook «0 otely ot
each differcnt version of the pumr‘un thyt L Siperges, probably o oting 2
tieory-based. case study, or WM% method T igh he
may find a chance to make compansons among the program *. s put
nto effect al each sie, he will probably spend a great de. 1 tume
discoverutg and reporung about what each program vanation | «2d hke
Hewever. the simple act ol telhng the 1mplementors anott © . wanous
forms the program has taken will he naetul Most orobably s . oms of
the program wall he more eastly umplementad. produce bette, 1.+~ or be
more nopular than athers.,
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A program can atiord to permit comsidzrable vination acroes -2 only
n its early stages when it can make nustahes with ninn. e of
penalties. For this reasom, dealing wath planner vartation sho . - be pa-
manly the concern of the tormative evaluator wiose responsite v would
then eriul tracking the varations, companng results of differe © cersions
of the program at comparable sites, and shanng mformation 4t com-
mendable practicos. Unfortunately, fundimg aeencies olten reques simmae
tive reports at a tme m the hite of @ program when considershi. siation
stll exists. When this happ s, the sunimative evaluator shoule -te that
several different program rendiions are being evaluated  He - Gld de-

scribe each of these, and report resulits separately
where possible.

It the eveluator- whetner summative o formative  should uncover var.
atien a¢ross sites or over time that s nor been planned. then he will have

to describe thns collecting bachup data 1t he feels that he will need
corroboratiig evidence.

. tnaking comparisons

Question 4. When Do You Need Supporting Data?

You might need to describe program implementation for people who are
at some distgnce 1rom the program. erther in terns ot ‘ocatien or familiar-
‘ty These people will buse their opinions about the program’s torm and
quahity on what they read in your description: You nnght theretore need
1o provide backup data to verify ats accuracy

If the description you produce 1s for people close to the program and
famiiar with it then you can relv on the audience’s detailed knowledge of
the program m operation -at least m their own setting. In such a case. vou
may want to focus vour daty collecticn on the extent to which the
program’s implementation at one site 1< representative of its implementa-
tion at other wtes. The credhibnlity «f yom report for people close to the
mogram will. of course. depend cen how well vour geseniption of the
program matches what they sce. Ity ou ted that vour report of overall
program umplemen tation diverges considerably tyom the ¢\periences of the
prograim’s adnunistration or of participants at s one site, then v ou nr
need to collect good. hard hackup data.

Examples of more speaific circumstanc s calling tor hackup data are

e S mative eraluatons whuch consitute researcl: studies addgessed
to . educaiional communin a bee x

* Dvanatons anmed at providing new mformation lor a4 situation
where there 1s lihels to he comtronversa

® Featuations callng for progeam naplementation desenptions so de-
tafed that they Charactenze propram activity at the level of teacher
or student behavions

* Descniptions of programs that mav be used as a hasis for adoptine or
adapting the programn other settings

¢ Descnptions of programs which have vanied considerably fom site
to site or fron tune to tume
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Your implementation evaluation should be a
you can mahe 1t And. as when deabng with achresement

vour report should provide cedible and ahove Y yee
sour audiences

How vou use backup data will he deternmned mpart by wineh of the
appragches to desenbing the progrnn yvorcadopt

I Usig the program plan as 4 baselme and exanuning how wel} the
program as tmplemented fits the phay

2. Using a theory or model to decide the featuies that should be present l|:
the program. In this case you will probabls consalt rescarch literateted
or presciptions of vartous plistosophicd e pavchologscal pomts ol view
for gutdance 1 what to Took tor In both thes and the plan-bas®
approaches, bachup dats will be necessary (o penimt people 10 judg¢

how closelv the actual program fits what was planned Such data could
also help you documeni vour discovers ol promam features that weie
not planned.

3. Following no partcular pres.tiptron and stead takimg a responsive;
paturalistic stince regarding toe program, In thns situation you wall
attempt te enter the program sies with no mtal preconcepuions or
assumptions about what the prograny should look like.

If yvou assume erdier of the first two ponts of view concerning focus
and use of data, your tinal teport will describe the fit «f the program to the
prescniption vou have chosen to use. In the thira situation. your final
report will sunply describe the progriam that you found. notmg. of couise.
variab lity {rom site to site.

" Thrs chapter 1as discussed the measurement of prowram mmplementa-
ton with a view toward making this aspeet of your evaluation report
reflect the needs of your audiences. the contest you are workeny in. and
vour own professional standards. To hielp gnsure that sour reports wall be
useful and crediple. this chiapter has heen concerned with the critical
decistons you shodald niake horore won begin vour evaluation wiich
features of the program vour ¢vsluanen should focus on and how vou wall
substantiate your description ot the program T help you widh these

decisions. vour attention has besn directed to wisd Cev questions

1. What purposes will v oui implemenation study serve”
2 What . 2 the program’s most critieal charactensties”’
3. How much variation 1 theie in the procram? g

L., When do you need supporting data?
< ll)\.‘lhndu|mcv_“_d|l} sound das

and attitudes,
ful wmlfomation to
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S
Chapter 1, Page &
Endnotes (These will become footnotes in the published version)

l. In general, describing program implementation is considered
synonymous with measuring attainment of process objectives or
determining achievement of means-goals, phrases used by other
authors. The book prefers, however, not to discuss implementation
solely in connection with process goals and objectives. This is
because the primary reason for measuring implementation in many
evaluations is to describe the program that is occurring--whether
or not this matches what was planned. Other times, of course,
measurement will be directed solely by pre-specified process
goals. Describing program implementation is a broad enough term
to cover both situations.

.

2. Audience is an important concept in evalustion. The audience is
the evaluator's boss; she is its informetion gatherer. Unless she
is writing a report that will not be read, every evaluator has at
least one audience. Many evaluations have several. An audlence
is a person or group who needs the information from the evaluation
for a distinct purpose. Administrators who want to ¥kezp track of
program installation because they need to monitor the political
ciimate constitute one potential audience. Curriculum developers
who want data about how much achievement a particular program
component is producing coumprise another. Every audience needs
different information; and, important, each maintains different
criteria for what it will accept as believable inforrmation.

3. See, for instance, 7?7 UPDATED VERSION OF HOW TO DESIGN A PROGRAM
EVALUATION. Seer also, the "Ltep-by-Step Guide f.r conducting a
small experiment” in ??%?, UPDATED VERSION OF EVALUATOR'S HANDBOOK.

.o

#' An excellent presentation o the implications of vyrous modeds of shonding
and education s put forth in Jovee B, & Welle M Modifs of peachnr | nelewond
Chits, NJ Prentice-Hall, 1972, Sec.av welh Kol B The open dlssstoom New York
Random House, 1969 and also Nedl A S Sunvneriall Bew York 1 1960

5C00|€}'. W W, & Lolines, P R Eralation rescarcit m ediucare » e ¢ Yok

Imngton Pubinnhers, 1976

b 4. Repninted hoin Couvley W W& Vohnes PR Daalutien revaredom .
cducatton New York  brvington Publishers, 1976, p 191 .
qﬁ Leinhardt, G Applying & classroom process mtoded looamsiruc b IRI IR

wation Curnicudiom Inquary, 1978 8(2)

_—szbr a more detailed discussion of how to conduct a qualitative
evaluation, see Patton, Michael Q., (Kit Bcok on Qualitative Methods)

and other references listed at the end of this chapter

q. Where there 1 ot tormative e woworkime with the progran distrn
wide,' she will become mnalved with assesang vargation and perhaps sharig wdeas
across sites. Where there is a separaie tormative evituator g cacd sete v qch evalnator
will work aceording to ditterent prioggties The job ot cach evalaator will e to sec

that cach ver 1on of the prograns de.clops as well as possible. perhaps disreparding Y
what other sites are doing T CO
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Chapter 2

QUESTIONS TO CONSTDER IN PLANNING AN IMPLIMENTATION EVALUATION
ONE HUNDRED QUESTIONS FOR AN IMPLEMENTATION EVALUATION

Chapter 1 presented an introduction to implementation
evaluation, including a rationale for conducting both formative
.ad summative evaluations and four questions tc help you }::Z*gﬁe
%he planning preees> Tour such an evaluation. The purpose of this
chapter is to help you continue your initial planning by listing
many things you might want to know about a program you're
evaluating--but might not think to ask. Such a claim to
inclusiveness is at least in part facetious; every program has
unique features that will generate quest?ons of & highly
individual nature. Buuv at the same time, the list of questions
that follows, generated from the experiences of many evaluators,
with many programs, may help you to focus on aspects of the
program you might not otherwise have seen as important.

It may help you to think of this list as an outline for what
You may want to report to individuals who will use the results of
your evaluation. The headings and questiuns in this chapter are
organized according to what c;uld eventually become the -fitwe
majcr sections of a formal implemcntation report. But at this
voint in your evaluatio., you should not worry agout what your
final product may look like. Research on evaluation use has
tsught us that useful reporis take a variety of forms, from
casual ccnversations over colfee, to w-rking meetings, to formal
document typed and bound.

At this stage.in your planning, you needn't worry about
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Chapter 2, Page 2
report format, but rather about the specific information you need
to collect in orde- to answer the program's most important
questions. If you are conducting a formative evaluation for
immediate program improvement, Jjot down questions that would
enable you to quickly provide information for suggesting
strengths or for effecting changes. If, on the otker hand, yours
will be a summative evaluation documenting a program's
implementation, target instead oQuestions that will enable you to
create a meaningful record of what happened in or as a result of
the program.

In addition to choosing what to describe about the program,
you will need to declide which portions of your description must
be supported by corroborating evidence. The necessity to collect
supporiing datea to underlie your description of some program
features will, of course, be primarily a function of the setting
of your evaluation. But there are program features which,
because of their complexity, controversial nature, or critical
welight within programs, usually require backup data regardless of
the context. To remind you that your descriptlon of certain
features may meet skepticism, an asterisk appears in the outline
uext to questions whose aniwers could require acco£banying

evidence.

Qutline of remainder of chapter-- The list of questisns will be
divided into three sections, as follows:

A, Program overview

1. Setting (whnat is the program's context?)
2. Program origins and history

191



3.
N

5.

Chapter 2, Page 3

Rationale, goals, objectives
Program staff and participants
Administration and budget

Program specifics (critical characteristics or the program)

l.
2.
3.

The
1.
2.

‘3.

Planned program characteristics
Questions for examining program materials
Questions for ¢ e *ining program activities

evaluation itselt

Purpcse and focus

Range of measures and data collection
Timeframe

Summary section at the chapter end emphasizing that not ail
questions fit every evaluation and that you won't always
write up every bit of information you get (i.e., use
these gquestions to help you frame a good evaluation,
focus the evaluation process on the 1ssues where you can
or should make a difference).
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Chapter 3

HOW TO PLAN FOR MEASURING PROGRAM IMPLEMENTAT.UN

Chapter | Disted reasons fon mcludig an accurate program deseription m
your cvaluation report These reasons meluded the =ved 1o set down 4
concrete descriprion of the program that could he ueed 1on ats rephicatson
o proude o hasis | w making congectures ahent relitiomships between
mplementation and program etfects. and 1o collee acconntabtingy e
dence demonstratine that the progea statf delivered the service thes
promused. The sommwroe evaluator wall he concerned about documenting
3 program™, mplementation for one o More ol these puiposes The
formanive e alugtor on the other and vl pimanhy be concerned abuout
tracking changes m . prograin s mmplementation keeping g aecard of the
rrogram’s developmental stors and gnang jeedback, 1o the program stat!
dhout bugs. flaws. and successes mthe process of program mstallaton.
hing through Chapter 2 prohahiy helped you 1o deerde whre !y
actenstics of the progiam need desertbing AL some pomt m vonr
tinking abaut program smplementation. von will make o related deasion
Uwhich of these descrprions need substantating. that 1s which parts
o your feport need to be hached np by data wind, yvou collect
Youware a smmmats cvaligten the simpfest way o describe progrem
Nities, matenials. gnd acimstration: bt antortunately the least ade-
Fale for o PUTRRIES 1 1o use an extstimy desaiiption of the Program
'€ the plun o proposal) to double as o program implementatyon
Port. 1 you are severely nressed by time aud othe constrants, and 1f
XSS, vou iy get by with this Buet ot vou o dmember of your stalt
" tme (o spend on actuwally mcasio e mplementation, then your
Mption of the program will he nicher and subsequenth more uselul
L credible 1 ou gy formative’ evaluator whose job 1 1o reporl about
yh:):ve'; BOING on at the progrn sites v o it help but become
e some mplementation measinemenis Por thawe who will o
"'ﬂsllnng. this chapter prosents several methods thai nnght hetp von-L
] - ®tan backl!p data Tor v o pepopt R

1
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This book introduces you to three common approaches for
collecting backup data for your implementation report. The use
of any one method does not exclude use of the others. Your
selection of data collection methods depends on the extent to
wvhich, given available resources, your report will provide
information that Your audlence considers accurate and credible.

The method or combination of methods you select will be primarily

3~2
Methods of Data (cllection

a function of three factors: +tne overall purpose of yorr
evaluation; the information needs of your audience; and the
prectical constraints surrouniing the evaluation prccess.
Method 1. Examine the Fecords Kept Over the Course of
the Program. The first method of data collection requires that

You examine the program's existing records.

These might include stgn-in she 4s tor matertals librarv loan record:.
ndwdual student assignment cards, teachers® Togs of acuvities y the
dasstoom. In a program where exienste records are kept as a matter ol
fourse, you may be able to extract from them a substantial part of the
412 you need to deternmine vhat activities occurred. what mateirals were
_ed, and hiow and with whom acuvities took place and matenals were
wed. This method will vicld credible esaluation mformation because 't
: Povides evidence of program events accumulated as they occuered rather
\ than reconstructed later. The mayor drawback of existing records i, that
L&!lmclmg mwformation from them can be tme consuming. Fhos-agan.
feords kept over the course of the program will vrobably not meet all
YO data collection requirements. 1 1t tooks as though the existing
fecords are inadequate. vou have {wo lternatives The best one 18 1o set Up
) own record-keeping svstem, assuming. ol course, that you have
Mnved on ihe scene n tme to do tus. A weaker altcrnative 1s fo gather
"o lected versions of program records fram parhapants Should youn do
h||;0"ll Ouban your report the extent to which this nlormat on has
Giroburated by more tormal records or results trosm other Meastres
|
|

M2thod 2. Use Self-Report Measures. A second data .
collection method involves having program personnel and
participants~~teadhers, aldes, parents, administrators, and

students--provide descriptions of what program activities look

like.
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é\"’\—\ Homahes sense ol conrse ta T ton wlonation

‘about 4 program to the people whe worled wolv i You nneht choose (o
mtervew people orocive tham gecomm ey 10l e mdonmation
ftome evervone who expencaced the provine ool b o mch elfon
and e ther ad oy dasciptions o acivanes fronr g s onple ol people
withn cacli ole group

Since ditterent groveof particpanty m procran mcht have divergent
pereeptions vot s want to gatho selfaon ot gon prul,‘.IM( on
asnnle basis oo wadhiers admmstaror s paronts and stdenits ana
cempae the mtonmaton provaded 300 0ot vronps s 1y ou vet d
CNMSNNL, simbhiatbde, 8ol nictine s abhoin the o o )

Be wsare thoy sciinpe i meases s vl Lave G dibinn problens
dependime on e s on Ul pergd he e thy proiam o wall fnd

. S mtonnation 1o be codibte 1 eple toc o by presaome e
staneeat the tamdme ety e I hkeb s Slrepor o
ton brom the sttt Tost ol ol there s o postbihiy e people
Providing vou st mopiatgn b o ool et m kg the
program look good Hméfdg.nh' cven v e mranoml bras s aphkely
selt-teport des npanas o progatn oo at ot coond hand accounts ot
what Banspiecd e Gl o el s annonee what poople swv they did.
ThircHe w“"f"“" Htermatton oftcn consists of gecellections after-the:
bret ol peoplesl own Debanior Ao 1s of what people remamber having
done themsehes are wsaally not s o dible ae descopticens by others whe
actually save what they did ‘

Becawe of thew ciedibihity problem. and the detan with which program
mplementation usally meeds o e desched wHercpore mstmirents are
ore e ten wsed 1ooventy o Tachedk an the vomuviene v across sites of @
prograny descuption aiivea by oo dinea e ns Onby whien the
evatuator’s resoes ae o Tnnded o Pt collecnon or Cose-up datd

do self-report measuies constitute the primary source ot implementation
nformation.

Method 3. Conduct Observations. The final data

collection method discussed here 1s that uf actual ohservations

of program activities, having-one or more obser;ers make periodic
visits to program sites to record their observations, elither
freely or according to a pre-determined list of qpegtions.
Although it can require a great deal of time and effort, on-site
observation has hizgh credibilty because the observer watchas or
even participates in program events as they occur. You can
enhance that credibilty by demonstrating that the data from the

observations are reliable, 1.e., consistent across different

observers end over time.
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To help you in thinking about which methods of data
ccllz2ction are appropriate for your own situation, Table 2, pages
?7? and ??7, summarizes the advantages and disadvantages of each of
the methods. The remainder of the book then devotes & chapter to
presenting each of the three data collection methods 1n greater
detail:

Chapter 4 discussey how to use records to assess program
implementation, describing both how to check program records
that already exist and how to set up a record—keeping
system.

Chapter 5 describes ways of using self-report instruments
with staff members, parents, students, etc., giving
step-by-step procedures for constructing and administering
questionnalires and conducting interviews.

Chapter 6 discusses program observations, describing methods
for conducting both ipformal and systematic observations.
The section on systematic observation presents several
alternative schemes for coding information, one of which
should fit your needs.

s mvortunt that you deseribe g program featuie acc, e o
W ovour audience smght be skepucal. then vou should - T
converguig data Tlus requires ustng nuduple measures and data <ol .
methods and gaiherme data iom ditterent parespants at different <. .
For example. 1f son were evaluating o program based on indmvidualization
ou might vant to document the estent to which mstrncuon really
determined accordmg to mdmidual needs To assure enough evidence. you
could collect difterent kimds of data Ma.he you would mienew students
at the vanous program <ites about the sequence and pacing of mietr fessons
and the extent to which matruction oo i groups, To conoborate what
you find througl student intenvicn . vou conld examme the teachers
fecord-keepime <vstems  Inan indnadudized program 1t s hkelv that
leachers would maimtam charts o presaption forms tacking mdividial
fudent progress Fnally yvout might conduct o lew olsariotions o spot
checks, watching typical clinses m scaion 1o estimate the amount ol
ndwidual imstruction and progress-mantonng per student bothe wathin
d across sites Three sonrees of mionmation mienws. cNanination ol
fecords, and Cassroom observation conlid then be repotied cacde sapport-
g or qualifying the findings of anothe
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Where To Lovk For Already Lxisting Measures

Before you 1 ohve yoursel! m the onerous bustness of destgnme vea owd
mplementation mcu\mf you nught b Took b astinents already
milable  Sume measures  mamly obscrvation schedules and L uestion

Rres, have heen developed which can be ised ta describe generad (e

Al
teristics of groups, classrooms, and other vducational units. Titles of these

instruments often mention.

e School or classroom climate
e Patterns of interaction and verbal communication

e Characteristics of the environment
flauwn ~9

If you wish to explore some of these. check these amiliologies.
A

Borich, G. D., & Madden, S. K Lraluaning classroom mstrucnion A
sourcebook of wmstruments. Menlo Park. CA* Addson-Wesiey Pub-
hshing, 1977.

This sourcehook contains a comprehensive review of mstruments for
evaluating instruction and desceibing classroom activities It hists 171
mstruments, describes each along with its availability, reliability, validity,
norms, 1f any, and procedures for adnmnistration and scoring. Each is aiso
briefly reviewed. and sample 1tems are provided. Only neasures which
have been empiricaliy validated appear in the sourccbook The instruments
are cross-classified according to what the mstiument desenbes (teacher,
pupil. or classroom) and who provides the mtormation (the teacher. the
pupil, an observer).

Bover, E. G., Simon. A.. & Karafin. G. R. (Eds ). Measures of maturai:on.
Philadeipiia: Research for Better Schools, Humamang Learming
Program. '

This 1s a three-volume anthology ol 73 ecarlv childhood vbeervation
systems. Most of these systems were developed lor research purposes. but
some can be used lor program evaluaiion

The 73 systems are classified according to

e The kinds of hehavior that can be observed (ndividial actions and
social contacts of various types) .

o The attributes ot the physical environment

e The nature and uscs of the data and the manner o which it s

collected
e The appropriate age range and other characternsiies of those
observed .

Lach systemi1s desenbed in detanl

Sunon. A . & Boyer. + G Muiors for behavior  An withology of closs-
room  observazion  wmistronents. Phaladelphi Rescarch for Better
Schools. Center for the Study ot Teaclung, 1974
[tus collection provides abstracts ol 99 classroom observation systems.

Each abstract contains intorination on the subjeets ¢ the observanon the
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settmg, the nethods of collecting the data, (he type of behavior that 1s
recorded, and the ways in which the data can be used In addition, an

extensive bibliography directs the reader to further

systems and how they have been used by others.

mformation on these

An earlier edition of this work (1967) provides detailed descriptions of

twenty-siX of these sy;tems.

Pnce, J. L. Handbook of organizattonal measurement. New York: Heath,

1972,

This handbook lists and clissifies measures which

describe varions

features of organizations. The measures are applicable. but not limited to.
schools and school districts. The instruments are classitied according to
organizational characteristics. e g., communication. compleity. innova-
tion, centraiization. The text defines <acl; characteristic and ts measure-
ment. Then it describes and evaluates instruments relevant to the chaac-
tenstic, mentioning validity and reliability data. sources trom which the
measure can be obtaned and references for addiional reading

Planning for Comstructing Your Own Measure .

Regardless of which methods you finally choose, your

information gathering should include four important

rongsiderations, each of which should be thought through

(outlined? addressed?) before You begin datze collection. These

planning bases are the following:

l. A 1list of the activities, materlals, and administrative

procedures on which you will focus

2. Consideration of the validity and reliabllity of the measures

you will use

3. A sampling strategy, 1nclﬁding & list of which sites you will

examine, who will be contacted, intervieved, or observed, as

well as when and now often

L. A plan for data summary and analysis

o

-

1. Constructing a l1list of program characteristics

Composing a 1list of critical characteristics is the first

step in each of the data gathering procedures outlined in

Chapters 4, 5, and 6. Constructing an accurate list early in

your evaluation will help insure that program decision makers

recelve credible information they will later be avle to use.

QU1
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A thoughtfui lovk through the program’s plan o proposal, « talk with
staff and planners. your own thinking about what the program should look
like —perhaps based on 1ts underlymg theory or philosophy and careful
consideratson of the inplementation questions in Chapter Z should help
you arrive at a list of the program matcricis, actimties or admumistrative
procedures whose inplementation you want to track. Make sure that the
Programm features you list are detmled and exhaustive ol those constd-
ered—by (he staff, ptanvers. and other audiences to be crucni to the
program. Detarled means the hist should include a prescnption of the
frequency or duration of actvities and of ther form (who, iow, where)
that is specific enough to allow y ou to picture cach activity m your muind’s
eye.

If you are looking at a plan or proposal, then critical features will often
be those most frequently cited and those to which the largest jart of the
budget and other resourccs have been allotted For exaimple, if large sets of
curriculum materials were purchased for the program, then ore c¢ntical
part of the program implementation is the proper use of these matersals.

! If your work with the program will be formative, then you should
atlend to parts of the program that are likely to need revision or cause

" problems. Try to vistt one or more sites i which the program 1s operating
and observe the environment. ithe mate: als. the people, and the activitics
before you consider your list of program features complete. This way. you
will be able to envision the actual program siteation when you construct
implementation instruments.

The program charactenstics list can take any form that 1s useful 1o you.
If you think you nught use it later in a sutmmative reportyor as a vehicle
for giving formative monitoring reports to staff. consider using a format
like the one in Table 3. page $3. This table can serve as a standard against
which to measure implementation. For summative evaluation, Table 3
could conves adequacy of implementation by adding two additional
columns at the nght

Assessment of
ress adequacv of Ty ot
implementation Baekup data

f SMA,
all

ed {/ /\////'\\_/\___

You mught prefer to begn with a less elaborate matenals/activities/
admunistrative features hst than s shown m Taktle 3. The follovng
example presents a simpler one
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Esample. The proposa for I merson School's peer tutoring progm
contained the following paragraph ™ Tutormyg actiitie: il take
place three days a week 1n the third, fourth, and fifth grade classrooms
during the 4S-minute reading penod Group 1 (tast) readers will cach be
assigned one stower reader whose reading scatwork will become theit
responuibihity. Al tutuning will be done using ihe exeruses in the "R‘f’d
and Say” workbooks wineh were purchased lor the program. During
tutoring. one teacher and one arde por cdassroom will urculate anong
student pairs, answertiyg guostions and informally. momtoring the pro”
gress of tutees. Tutor-tutee rtation will take place every
months . .."

The assistant principal, given the job of monitorine the program’s
proper implementation, constructed Jor her awn use a hist of program
characteristics which included her own mformal notes

Peer-Tutoring Activities

Fro~ written plan

* Frequencv--3 timrse a veek
* puration--45-minute cession
* Whh--3rd, 4th, 5th graders
' Where--classroom=

Fast readers teach slower

* Muet "have reapensibilite’--w 1t dees thie mean’?
(Director says it just mene thev wi1ll tutor same
child all the time)

" AlL tutoring from "Read ind Sav'--in order, or can
thev skip around? (Third grade teacher says in
grder)

* Teacher ind aide cravel {rem palr to pair

Ther "monitor”--1s ther. 1 formal recerd-keeping
gvatem? (Direcztor en/s . e-=T¢ arding shects have
been drawn up nd provided)

Tutor-tutee votate after two months

Additicnal data from inter.ice with L1111 (nx, Reaulng
Specinlist and Prnject Dircctar, and Ms. Jones, third

grade teacher:

srd. &tn, and S5th prade tulars in their own class-

reoms; no switching  onms .
Al

feachers and 1ides--any dlfference in reles vis-a-
vis tutors? le

* What did average readers do” torked alone or in
piirs with other average readirs. tutored vhen a
tutor was absent--does this canse disruptiveness’?

L —
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2. Consideration of the validit
Y and reliabilit
measures you will use Y of the

Once ycu have constructed your 1list of program
characteristics, yYou should next think in a €eneral way about the
type and content of inst~uments the¢ would be appropriate for
collecting data on those characteristics that are of most

interest to your audierce or those that have the potential rfor

N

controversy. One important consideration in your planning is the
technical adequacy of the implementation measures you will

choose--the validity and reliability of me.hods used to gssess

program implementation. Even il you are not a statistical whiz,
You should make sure that the instruments you eventually use will
help you produce an accurate and complete description of the

program you are evaluating.

Assessinents of the validity and reliability oi a measurement instrument
help to determine the amount of taith people shoudd ptace mn its iesults
Validity and reliabtliry refer to different aspects ot 4 measure’s credibality
Judgments of validity answer the question

Is the mstnanent uppropriate 1or swhat needs to be measurcd”
Judgments of reliability answer the quesiion

Does the mstrament vield consistenr resudts .

These are yuestions you must ash about any method v ou select to bac\ up
vour description ot program implementation “Vahd™ nas the same root as
“valor” and “value™ 1t \ndicates how worthwhile a measure 1s likely tp be
for telling vou what vou need to know Validity bosls down tq whether
the instrument 1s giving you the true siory ot at least something approxi-
mating the truth,

When rehability s used to descnibe @ meiusurement mstrument. it car ses
the same meamng as when 1 s used to descnbe triends A rehable tricnd ts
one on whom you can count to beha e the serme wav rme and again In
this sense. an observatton mstrument questionnaiz o interview scheduie
that wiver you exsentially the same results when readmunstered in the saime
2tting 1s a reliable instrument.

But while reliability refers o consistencr, consistency does not guar-
antee rrhudness, A tnend. tor nstance. who comphiments vour taste in
Jdothes cach time ;Iu' sees vouis certamiy reliable but may not necessanly
be telling the truth. Further. #lic may not cven be dehberatelv nusleading
vou. Paymg compliments may be a habit. or perhaps b judgnient of how
you dress may be positively influenced by other cood qualities you
possess It may he that by a more objecnive standard s u and vour fnend
have ternble taste m diotses! Sinnfarv. simply because .n mstrument ts
reliable does 1ot mean that 1t ss a0 pood measure of what 1t seems to

204 BEST COPY

e —




O

ERIC

Aruitoxt provided by Eic:

You are measurng. rather than «imply desertbng the program on the basis
of what someone savs 1t looks hike. because you want to be able to back
up what you say. You are trving to assuie both yourself and y our andience
that the description 1s an accurate representatton of the program as it took
place. You want your audience to accept vour description as a substitute
for having an ommstiert view ot the program. Such acceptance requires
that you anticipate the potential arguments a skeptic msght use to dismuss
vour results. When measuring program implemsntation. the most frejuent
argument mace by someone skeptical of y our descriptica nught go some-
thing like thus:

Respondents to an implementation questionnatre or subiects ot , observation
have an idea of what the progiam s sugpused 1o loos like rcgardless ot
whether thus 15 what thev wsuallv do i tact Because they do aot wish o
appear to deviate or because they fear reprsals. thev will bund ther responses
or behavior to coatorm v u mode! ot how they foel they onehir o appear
Wasre this happens, the instrument of ceurse, wall not measure the true
implementatron of the program. Such an mstrumeat will be imalid

In measuring program implementation. concern over instrument valid-
ity botis down to a four-prrt question- !s the description ot *he program
which  the iustrument presents acc-wrate. relevant, representative and
compiere?*™”

An accurate nstrument allovs the evaluation widience o create for
themselves a preture of a program that s close to what diey would have
ganed had thev actually seen the program A relevant unplementation
wmieasure calls attention to the most crtical features ot the program -those
which are most hkely related to the program’s outcomes and wihich
someone wiashing *o replicate the program would be most interested n
knowiny, about x-

A reprEsdritative description * program implementation will present a
armeal depiction of the progian and its sundiy sarranions as they appeared
across sites and over timie. A complete picture ot the program e one that
mcludes el the relevant and important program teatures

Making a case for accuracy and relevance

You can defend the accuracy ot v ou depiction of the progran by ruling
aut charges that there 1s purposeful bias or distortion m the mtormation.

There are various ways to guard against such cls ar:ss. Self-report instru-
ments, for example, cah be anonympus. |t you are using observations. you
can demonstrate that the observers have nothing to gain by a particular
outcome 2nd that the events they have witnessed were not contrived for
their benefit. Records kept over the course f the program are particularly
easy to defend on this account if they are complete and have been checked
periodically against the program events they revord You need onby show
that the people extracting the information from the records ave unt as?d.
You can, in addition, show that admuustration procedures ifa stan-
dardized, that is. that the instinment has been used i the same wav cvery
time. Make sure that- )
e Enough tune was allowed to respondents, observers. o recorders so
that the use of the mstrument was not rl'f"ﬁdl.
o Pressure tc respond in a particular w3y was absent from the tnstru-
ment's format and instructions. from the settmg of its admwi-

stration. and from the personal manner of the adinistrator
1 \\\ L .
Another wav to argue that vour desc.iption W accirate 15 to shov hat

results from any one of your mstreaents comcide logically with results
from other implementation measures
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You can also add support to a case that vour mstrument 1s accurate by
presenting evidence that 1t s reliehle  Thongh vt i< usually didcult to
demonstrate statistieally that an wpleinentation mstrinment s wehable a
goud case tor rchabhity can be hased on the instrument’s having sereral
tems thar avune cach of the prograni s mest cnincal jeatires Measuning
somethmg unportant, say the amount of tnne students spend per day
reading stlently, by mears of ope atem only exposes vour seport 1
potentral error from resporse formulation and mterpretation You can
correct this by mcluding several items whose 1esults can be combined to
compile ars wmdex (see-pag;..lS-) ot by admnnstermg the itein several
tines to the same pesson

If experts teel that a profile produced by an nnplementation instrument
hits magor teatuies of the program or progiam component vou mtend to
dgscribe. then this is strong esidence that vour data are relevant. Tor
mstance. a Jdassroom deseription would need (o include the curriculum

. used, the amount of time spent on instruction per umit per day, etc. A
district-wade program. on the other hand. mught need to focus heavily on
key admnustrative arrangements lor the program.

CVlaking a case for representativeness and completeness
T

0 demonscate representativeness and completeness, vou must show that
in admansterng the msirment you dnl not oniit any sites or time periods
m which program implementation may haxe loohed ditfient. You must
also show that yeu liave not gven *oo much empliasis to 1 smgle atypical

vaniation of the program. Thus vou. data must sample program sites
typical of each of the different places where the program has been
implemented. Your sumple should also sceount tor different times of the
dav. or di;ferent times during the life of the program if these are variations
likelv to be of concern. The vanations you have been able to detect must
represent the range o those that vecurred

As vou can (e, there 1s no one estatished method for determining
alidity  Any combination of the (s pes of evidence desciihed here can be
used to support validity If you plan to use an implementation imstrument
more than once. consider the whole period of 11s use an opportunity to
coliect mtorma.ton about the accuracy of the picture 1t gves you. Each
adnumistration s a chance to collect the opimons o experts, to assess the
comsistency ol the view that ths msuument gnes vou with that from
other instruments. ete  Estabbshing mstrument validity should be a con-
tinuing process.

Q\Relmbiht,\' icter the gxtent to whidy measuremen® 7o v g free of
unpiedictabl errt For ecample o vou were teoan 0 sy
math test - 2 withoot additronal mstruction give them e v

test two da, .. yvou would expect each student to receive more or
the same score. If this should turn out 1oz to be the case. you wawld bave
to conclude that vour mstrument < wwoneliable, hecause, without instruc-
tion. a peison’s knowlegge of math does not fluctuate much from day to
day If the score finctustes. the problem must he with the test Its results
must be mfluenced by things other than math knowledge. These other
things wie ca'ed ernror

Sources of error that affect the rehabihity ol rests, questionnaires.
mterviews, etc., include

* Fluctwations i the mood or alertness o espondents kocause of
. nlness. fatigue. recent good or bad expertenices, or other temporary
differences among members o1 the group being measured.
¢ Vanations i the conditions of vise from one adnunistration to the
next These ringe from vanons distiactions, such as unusual outside
naises, to iconsistencies and oversights e givine directions.
® Dulterences m scoring or mterpreting results. chance differences in
what an ohserver notices, and eqrors m computing scorcs.

® Random clects cansed by examinees or respondents who guess or
check ot alternatives without tey iy to understand them
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Methods Tor demrstrating an pstiiiment's reltabiity  whether the
strunent 18 fong and mincate o composed ol saele question usually
mvolve compartig the rosults o one agimisiution of the mstrument with

another by correfating?* them.

The evaluator designing and u.ing anstruments tor measuring prograin
implemen’ation has unique problems when attempting to demonstrate
reliability Most of these problems stem from the ract that implementation
\nstruments amm at charactenzing a situation rather than measuring some
quality of a person. While a person’s shill. sav i basie muth.‘ can he
avpected to stay constant ‘ong enough o assexsient of test reliamthiy to
rake place. a program cinnot be expected to hold stll s that 1t can be
measured. Because the program will likely be dynamic rather than »tatic.
posstbilities for test-retest and alternate form ehanlity are usually ruled
out. And since most instruments used tor measuring implementation are
actually collections of single ttems winch mdependently measure different
thmgs.'lhc posstbility of computing sphit-half relabihiues practically never
oweursl”

Few program evaluators have the luxury of sufficient time to
deuign and validate data collection measures. But early
attention to the validity and, to & lesser extent, the
reliability of measures wil) help insure that the information .
gathered during the evaluation will enable the evaluator to
answer well the questions that potential users most care about.
An inplementation evaluation can be a waste of time 1f it

collects data that are technicalily "good," but that don't answer
the right questicns. Perhaps worse 1s the evaluation that relies
on data that are weak at best. When decision-makers use bad data

to guide program decisions, evaluation has done 3§ disservice.

, ..
M Correlation rters to the sirencth ot the relatiensbingy betwern twe measures
A ligh posttive correlation e s that peopde scorme ich o one mcasire

daer ¢ y
high on the other M Sare

A low correlanion means that koo sipe per-on’s wore on une
measure does not cducate vour guess about bis s e on e other Correlations
usually expressed v g correlatton coctoent y decanal berseen 1and +1 caboue
fated Iram people s scores on the 1wo measures Since there gre several dnh.:rvnl
carreb bon coctticients, cach dependimg o1 the tvpes ot instruments beme ased '
discassion of how 1o perterm correlations 1o determne vahidity or n-lm'lwhn Is
outside the scope of s book  The vanaus correlation «oztiicents are discussed in

most statistics texte Jiowever Y ou mieht also reter to How o Culcudate Statisiics
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Creatipng & Sampling Strategy

e
and sunple. vou widl 1ot b
apv over the
the
r o

Unless the progeom y O dre eXanimngis \hful L
able 11 collect und transrhe duta or cvery sl .'n ¢ . |.‘cc(‘ e
course of the entire program. What is more. there llsal::lm“cs e
entire spectrum of sites, participants, cvents, dng

produze a comple.c and credible evaluation. But you will need to decide
early where the iamementaion mformation you do collect will come
from. Speaificall; you iust plan.

s Where to look
* Whom to ask or observe
® When to look—and / or to sample even's and times

——

Where ‘o0 look

The first decision concerns hiow many program sites you should examine.
Your answer to iins will be largely determined by your choice of measure-
ment method: a yuestionnaire, for instance, can reach many more places
than can an observer. Unless the program s taking place 1 just 1 few
places, close together, it wall probably not be practical or necessary to
examine implementation at all of theni. . representative sample wull
Pronde you with sufficient w:formaticn to he able 1o develop an accurate
pertrayal of the program, -

Solving the problem of wihtch sites constitute a represcatalive sample
tequires that you first greup them according to two sets of charactenstics;

L Features of the wares that could aficct how the program s mple.
mented-such as size of the population served. geographical location,
number of years participaung in the program. amount of connnumity or
adaunistrative suppost for the program, level of tunding. teaciier cum-
mitment to the program. student or staff trats or abilaes

L Vanauions permutted m - the program stself that nught make 1t look
dilterent at different ocations sach as amount ol thne given o the
pProgram per day or week. chotee of carrictdar materals. or onussicn ol

some program componer:’s such as a management system or avdievisaal
malenals, '

The Iist of such features is long ard umque to cach evalnation For your
own use, choose four or so hkely sources of major program divergence
1088 sites and classly tise sites accordmaly. Then. based on how many
%3 you think you won exanmune, try 1o randomly choomse some to
Rpesent each classification. Yo can. ol course. select some sites tor

Stensive, perhaps even case. study and a pool of others to examme more
Sansonly, D)

You may also, for public relatiouns reasons, need to at least make

an appearance at =very program site.

In any case, make certain

that you will be allowed access to every site you will need to

visit.

data.

Such access ghould be assured before you begin collecting

\\_-

1S. Where possihle, including a tew comparable sites which hase notanstalled the

™pam at ail will give you a basts o nterpreting some of the dati vou colleet This

P you deterinic ¢, tor mstance, whether the absentee ale i the program as

WMot how snuch added cllor as reque ed from msouctors You can eather

|y omparison dats by imondonng or asking about usual practice at the program
-

Wefore it was inits. od
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® Ask people to nominate the individuals who are 1n the
best position to tell you the "truth" about the progran.
ihen the same names are mentioned by several program
pevple, you know that you should carefully consider the

Whom to ask or observe

Regardless of the size of the program or how many sites your unmplementa-
tion evaluation reaches, you will eventually have to talk wath. question. or
observe people. In must cases. these will be people both witlun the
program—the participants whose beliavior it directs-and those outside —
parents, adnitmstrators, contributors to its conrext. Answers to questions
about whether to sample people depend. as with your choice of sites, on
the measurement method you wll use and yous time and resources.

Whom you approach for information also depends on the willingness of
people to cooperate, since implementation evaluation nearly always in-
trudes on the program or consumes some staff time. If you plan to use
questionnaires, short interviews, or observations thai are either infrequent
or of short durion. then vou probably can select people randomly. In

these cases,
applying the clout factor by

having a person tn authority introduce you and explain your
purpose will facilitate cooperation.

If you mtend to administer guestionnaires or interviews for other
purposes, pethaps to measure people’s attitudes. you may be able to insert
a fgw implementation queshons into these. It 1s often possible/ and, good
practze. to consolidate instruments.

At times your measurement will require a good deal of cooperation.
This is the cas= with requests for record-keeping systems that requirc
contnuous smaintenance: intensive observation, either systematic or re-
sponsive/naturalistic; and guestionnaires and interviews given periodically
over time to the same people. If data collection requires considerable
effort from the staff. and you have too little authonty to back your
requests. then you should probably ask for voluntary participants. Possible
bias from volunteensm can be checked through short questionnair=s tc 2
random sample of other staff inembers. The advantage of gathering infor-
mation fromn people wlling to cooperate 1s that you will be able to report
a comnplete picture of the program. )

Exactly which people should you question or observe? Answers to this
will vary. but here are some pointers:

e Ask people, of course. who arc likely to know-key staff members
and planners. If you think that these people might give you 2
distorted view, yonr audience will likely think so too. Thus yo!
should back up what official spokespersons tell you by observing !
asking others. : o .

o Some of the others should be studerts if possib{e. Good information
also comes fromn support stalf members, assistants. aides, tutoss
student tcachers, secretaries, parents. People in these roles se¢ oy
teast part of the program in operation every day -but they are
likely to know what 1t 1s supposed to lovk like officially.

information they provide.
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If you mtend to observe or falk to people several different tumes over
the course of the program, then clioice of respondents will be partially
dependent on your time frame Choosmg wiach tines and cvents to
measure 1s discussed in the next section.

“hen to look

fime will be important to your samplng plan 1f your answer to any of
these questions is yes:

* Does the prograim have phases or umits that your nnplementaticis
study needs to describe separately?

* Dc you wish to look at the program periodically in order to momtor
whether program implementation is on scheduie?

* Do you intend to collect data from any mdividual site more than
once?

* Do you have reason to believe that the program wili change over the
course of the evaluation?

* Ifso, do you want to write a profile of the program throughout 1ts
whole lustory that descnibes how 1t evolved or changed?

In these situations, you will prcbably have to sample data collection dates.
First, divide the time span of the progranm nto crucial segments, such as
beginning, muddle, and end; first wesk, eighth week. thirteenth week; or
Work Umits 1, 3, and 6. Then decide if you will request information from
the szme sample of people, at each time period or whether you wiil set up
different sample cach time.

If and when you samp!z, be sure to return to the pool the sites or staff
members selccted to provide data during one particular time segment so
that they might be chosen again during a subsequent lime segment. People
o sites) shouid not be eliminated from the pvol because they have

tady provided data. Only when you sample from the entire group can
Yo claim that your information is representative of the entire group.

Timung of data collection needs additional adjustinent for cach mea-
Nlen'\em inethod. Questionnaires and interviews that ask about typical
PMictice can be administered at any timie during th- penod sampled. Some

fuments, though, will make it necessary to carcfully sclect or sample
WE'CUIM occasions. You want your ohservations, for instance, to record

program events transpinng over the course of a typical program

- e records you collect should not come from z period when atypical

Of3~such as a bus s. rike or f.u cpidesnic--are affecting fhe program or

Rtticipants. Sampling of specific occasions -days, weeks, or possibly

hours—will be necessary, as well, if you plan to distribute self-report

u utes which ask respondents to report about what they did “today” or
8pecific time.
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Figure 2 demonstrates how sclection of sites. peonle, a'd tinies can be
combined to produce a sampling plan for data collectica. In Figure 2, a
distnict office evaluator has selected sites. neopie(roles), and tumes m order
to observe a reading program in session The sampling method is useful
because, n essence, the evzluator wants to “‘pull” representative evcnis
randomly from the cngomg hfe of the program. Her strategy 1s to con-
struct an implementation description from short wisits to eack of the four
schools taking part in the progiam.

Figare 215 an example of an extensive sampling strategy the evaluator
chose to look a litrle at a lot of places. Sampling can be intensive as
well—it can icok a lot at a few places or people. In such a situation. data
froin a tew sites, clussrooms, or students can be assumed o mirror that of
the whole group. 11 the set of sites or students is relatively homegeneous,

. that is, alike in most charactenstics that will affect how the PCgiam is
implemented, you can randomly select representatives and collect as much
data as possible from them exclusively. If the program will reach hetero-
geneous sites, classrooms, groups of students, etc., then you should sciect a
repreentative sample from cach category addressed by the program —for
instance. schools in middle class versus schools in poorer areas: or fifth
grades with delinquency-prone veisus fifth grades with average students.
Then examme data from euach of these representatives. The strategy of
looking intensively at a few places or people 1s imost alwavs a good idea
whether or not you use extensive sampling as well These intensive studies
could almost be called case studies, »xcept that most case study method-
ologists disavow the nced to ensure representativeness.

4. Planring Data Summary and Analysis

This section i1s intended to help you consolidate the data you

collect regardless of your evaluation's purpose or intended

A JI . ! \
There are two passible purpeses for un mplementation study The first
and mayor one 1s, of course. to descrthe the program and perhaps comiment
about how well it matches what was intended. A second prirpese 1s to
exanne relationships  between program charactenstics and outcomes ol
among ditferent aspects of the program'’s implementation. Examimng
relationships means »-plonng usually statistically—the hypothesis on
which the program 1s hased. Ny smaller ¢ lasses achueve more? Are periodic
planming meetings related to siaff morale?

outcomes.

It may seem odd to be concerned about how you will summarize the
data at 4 point where you have harely decided what questions to ask. But
it is time-consuming to extract information from a pile of itnplementation
instruments and record. examine, summarize, and ‘nterpret it. Thinking
about the data summary sheet in advance will encourage you to elinnnate
umnecessary questions and make sure vou are seeking answers at the
wppropriate level of detail for your needs.

To handle data efficiently, you should prepare a data simmary sheet
| for each measurement instrument you use—if possible. at the time you .
. design the instrument. Drte summary sheets will help you interpret the
backup data you have collected and support vour narrative presentation
because they assist you in searching for patrems of responses that allow
you to characterize the program. They also assist you in doing calculations -

with your data, should you need to do so.
.,  BEST COPY
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The following rectlon has fcur parts:

® A description of the use of data simmary sheers lor collecting
together 1tem-by-ttem results from questionnaires, mnterviews, of
observation sheets, pages 83 to ™.

® Drrections for reducing a large number of nartative documents, such

ds
in

- [ ]

Preparing a data

A

diariesy or responses to open-ended questionn-ares or interviews
to ashorter but representative narrative form, pages W and 73.

Directions for categonzing a large number of narrative documents so
that they can be summarized in quannitative form, page 73"

Suggestions for analyzing and reporting quantitative implementation
data, pages 74 to }7.

summary sheet for scoring by hand or by computer
!

data summary sheet requires that vou have either closed-response

data or data that have been categorized and coded. Closed-response data
include 1tem results from structured observation instruments. intersiews,
on questionnaires. These instruments produce tallies or numbers. If, on the
other hand, you nave item results that are narrative in form, as from
open-ended questions on a questionraire, interview, or naturalistic obser-
ntion report. then vou will first have to categonze and code these
respenses 1f you wish to use a data suininary sheet. Suggestions for coding
open-response data appear on page 73,

The first part of the following discussion on the use of sunmary sheets

deals

with recording and analyzing by hand: the latter part deals with '

summary sheets for machine scoring and computer analysis.

When scoring by hand, you can choose between two ways of suminarizing

;¢

The
for eac

]

data: the quick-tally sheet and the people-item ioster.

A quick-tally shcet display< all response options for each 1tem so that
number of times cach option was chosen can be talhed, a5 m the

amples on page 68.

quick-tally sheet allows you to calculate two descriptive stafistics

h group whose answers are tajlied. (L) the number or percent of
who answered each item a certain wuy, and (2) the average

. %€ 10 zach itemn (with standard deviation) m cascs where an average

hnippropria(e summmary. Notice that with a quick-tally sl :et, you

the individual person. That s, vou no longes have access to -.

o '«"“Il fesporise patterns. That1s perfectly acceptable if all vou want %o
w i |y

ow many (or what percentage of the total group) responded in a
ar way

Often. tor data summary reasons or to calesdate correlatrons, you will
aeed to know about the response patierns ot andncduals within the group.
In these cases. a people-tient duta roster will preserve that mtormation. On
2 people-item data roster the items are listed across the top of the page.
The people (o1 classrooms, program «ites. ete.) are licted in a vertical
solumn on the left. They are usually 1dentitied by number. Graph paper.
or the kind uf paper used for computer programmng. 1s useful foi
constructing these data rosters, even when the data are to be processed by
and rather than by camputer. The peopleatem data roster below shows
e resulbts recorded from the hiled-m classioom obsersition response form
uat precedes 1t
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How to Summaricze . Large Number of Written Reports Intec
Shorter Narrative Form

If you have to summarize answers to open response
questionnaire items, diary cr Journal entiries, unstructured
interviews, or narrative reports of any zort, you will want a
systematic way to do this. The following list, adapted to your
own needs, should help you to design your cwn system for
analysis.,

l. Begin by writing an identification number ou each separate
data source (e.g., each questionnalre, each journal). If
used properly, these numbers will always enable Yyou to return
to the original if need be to check its exact wvording.

2. If you have sufficient time, read quickly through the
materials you are trying to summarize, looking for major
themes, categories, and issues, 2s well as critical incidents
and particularly expressive quotations. Murk all of these in

pencil.

3. If you will analyze the dats Hy hand, obtain several sheets
of plain paper to use ac tally sheets. Divide each paper

into about four cells by drawing lines,.

T ]

If you have access to a microcomputer and car type well enough,
consider uesing it instead of paper so you will avoid having

to copy data by hand.
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Select one of the reports, and look for the kinds of events
or situations it describes or, if you completed step 2, for
evidence of any major categories you have already deteimined.
As soon as an event is described, write a short summary of it
in a cell or one of the tally sheets. You may also wish to
copy an exact quotation if it 1is particularly well worded.

Be sure to include the IL number of thes report in parentheses
following the summary so that 1f you should need to returm to
the original you will not heve to go through all of the
reports to find i1t. Then, 1n one corner of the cell, tally a
"1" {o indicate that that statement has been made in one
report.

As you read the rest of the report, every time you come upoa a

previously unmentioned event, summarize it in a cell and give
it a single tally for having appeared in one report. When
you have read through the eatire report, put a checkmark or
other mark on it to indicate that you have finished with 1it.
If you are summarizing open-ended questionnaire results and
having 30 or fewer respondents, you might want to copy the
responses to each ltem in order to put in one place the
specific answers to a given question.

5 Read the rest of thie reports moany order. Record new statements as
above. When vou come npon ene that seems o have been mentumed in
a previovs report, tmd the odb that summanizes 1. Read carcfully.
making sure that 1t s more o Jess the same hind ol event. Record
another 1" w the cell ta show that 1t has been wenuoned m another
report. I some part o' an event ot opunon ditiers substantially trom or
adds a sign:ficant eleaient to the first wirte a <tatement that covers this
different aspect n another el so that vou may tally the numbe, of
reports in which this new clenient appears. .

6. Prepare sunnmartes ol the miost frequent statements foe melusion m
your repoit. There may be good 1easans fon recording separately data

, from difterent groups 1 the reporters faged carcumstinees that would
predictanly bring about ditferent results te.g.. ditterent grade levels.
difterent program vanations) Ao il the quanuty of the data that you
are gleanmg from the reports appears to be unwicldy . vou may find it
necessary Lo orgamize i events mentioned mto ditferent categornes -4
some cases mote general. in others more nrow. Whenever new sum-
mary categories are formed. however. you o = cautioned e avoid the
blunder of trving to transfer preveons tallics fromn the ongal cate:
gories: The only sale procedare s to et 1o the ongnal wuree. the
reports themselves, and then tilly resadts lor the new categones

BEST COPY




ERIC

Aruitoxt provided by Eic:

How to summarize a large number of written reports by categorizing

The following procedur: Inclp_s'you to assign nusnerical values to ditferent
types of responses and use th data in further satistical analyses. Suppose,
for example. you asked 100 teachers to descnibe their experiences at a
Teacher Learn’ .g Center where they received m-service tramng m class-
rooin maragement techniques. After readiry thew reports and summa-
nzing them for reporting in pacagraph form. von wonder how closely the
practice. of the Teacher Center conform to the ol fictal desenption of the
mstruction 1t ofters. You can find this wut by categonzing teachers’
reports mto, say. five degrees of closeness fo oifictal Teacher Center
descriptions-—very close. through so-so. to Jownright contradictory  giving
each teacher an opamon score, | through 5 Such rank-order data will give
you a quantitetine summuary of teschiens” cxperiences o the program,
Perhaps vou could then correlate tius witl: then liking tor the progam or
their achievement 1n courses.

The difficuity of the task of categonzing open-response data will vany
from one situatton to another. Precise mstructions tor arnving at your
categorier and summanziig your data cannot he providesd. but the follow-
ing 1dvice should help muky the tash nmore manazeable

L Think of a dmension along which program mplementabon nught
vary ~closeness of fit to the program plan. perhaps. or approximation to
a theory or cffecuvencss ol instruction. The dimension you choose
shoutd charactenize the hinds of repons gven to you so that vou can
put therw in orcer from desirable to undesiable

Read what vea consider to be a representative samphg ol the data-
about 2577 Iaternune 1t it 15 possihle 10 hegin wath three general
rategories (a) clearly desirable. (b) clearly undesirable. and (¢) those m
between.

~

3. 0f the data can be dwided w these thiee piles. you can then put aside
for the moment those m categories (u) and (b) and proceed to refine
category {c) by dividmg it mto three piles

¢ Thosc that are more desirable thian undestrable
¢ Those that are more undesirable than desirable
* Those i between

£

- Refine categones (a) and (b) as you did (1) 1 v ou cannot divide them
nto three gradations along the dimension vou have chosen then nse
two: or 1f the miual bicakdown seems as far s vou can go leave sticas

- Have one or more people chedk your catevories This can be done by
asking others to go thiough o simdar categorzanos process os to
crilique the categones and the selections von ave made
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Some suggestions for analyzing and reporting quantitative impiementation
data

Computing results characteristic by characteristic. I you want to repoit
quaniiattve wformation from yow implementation mstriuments, ths sec-
tion is designed to help vou. It assumes that you have first transierred data
to a summiany sheet.

Your unpiomentation datz depict the frequency . duration, or torm of
crtical chavactenstics of the program. I you want to explore reletionships
between certamn progiam charactenshics and others. or between program
features and achicvement or attitude ontcomes of the program. then you
vant to make statements on the witure of “Programs which had charac-
tenstic K tended to J 7 Here K v a desciption ot the trequenrey or form of
a particular program leature, and J 15 an aclnevement  the athtude
particular groap o perthaps the troquency or form of yet another prograr
featwe You might tormstance want to see whether progriams with more
than two wdes o the classtoom show tgher statf morale or perhaps
whether expenence-hased ngh wobool vocutionat programs with a wide
chotce of work © I plans have fewer dropeuts

Showing this relatiansing can be done m two way <

o You wan e nstinment resilts (K) to classuy programs and then
caleulate the wverage J per proeram o
* You can correlate K with J

Before you bother to compute a statistic, vou should be clear about the
question vou are trying to answer nd consider who would be interested
s the answer and vhat nnpact 1t nught have

I vou decide to explore relationsings of this sort, vou have two choees
about what to use tor K tand Jo i 1ts another program feature)

I K can be 4 summary of responses to o smele item. 1t could be. tor
mstance. a Jassitication ot schools by funding fevel ol the progran. vi
the average number ol participating casstooms at a site 1t could be the
mumber ol parent volunteers. the number of vears the program has been
1 operatton. o observers” estisngte o the average amount of time spent
AU 4 particular activety 1 ovou e vmgle pem o detenmne this
assification then make sure that the stem gives valid and reliable

information. The probability ol making an crror when answering one
item 15 usually so lurge that people nught be skeptical. Il you must use a
single 1tem to indicate K, then make sure y ou can verity whaf the item
teils you. If the classification according to program charactenictics
which pives you Kis cntical to the evaluation. you should probably use
multiple ineasures or an ridex to estimate K.

2. You can calculate an nudex to represent K by combining the results of
several 1items or several different implementation meuasures. A procedure
that asks about slightly different aspects of the same charactenstic
several tumes. and then combines the results ol these guestions to
indicate the piesence. absence. or form of the chaactenstic. is less
likely to be affected by the random error that plagues single questions.
An index. tlierefore. 1s a more reliable estimate of K than the results of
a angle item. '

R ———————

18 A quick v o compute an ndes o add or average the results from several
iems or mstruments To prodace a more credible and. theretore, usetul instrunient,
itis a good ihea 10 1em analyze the diterent questions of nstrument resuits which
tontribute to the mdes The method tor o this s simntar fo that tor constructing
| attitude ratimyg scake. Dircetions tor computine indices and developmg athlude
nting scales can be found m Henerson, A1, Morns, L1 & Fitz-Gibbon, €

1o measure attitwles. In L L. Morns t1d oy, Program craluation kit Beserly
Hila: Sage Publrcations. 1978
217
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. tf a program pl;m,vnr perhips o theory . has guided vour oxannnation of
the program. then a particutarly useful mdex tor sommarzing vour 1 J-
ngs at cach site nught be an estunate ol deeree of implementarion How
you calculate such an mndexn will vary with the setting. You would.
however. select a set of the progiam s few most criteal Jiaactensues. and
thea compute the mdex from judgments of how dosel, the progran,
depicted by the data from one or more mstiuments has put these mto
operation. The sumplest nulex of degree of implementation would result
from a checklist on which observers note preseice or ahsence ¢ ymportant

program compuonents. The index would equal the number of present boes
. checked.

Computing results for item by item interpretation. In addition to, or
mstead of. drawing refationships i sow data, you may simply want to
teport results from your implementation instrutnents stem by item. There
e myriad ways to summarize and dispiay s kind of data. Most of these
e beyond the scope of this book. and you shoutd consalt a book on data
walysis and reporting tor more detailed suggestions, '

For the purpose ol swmmarizing responses to mndivudual items, vou
might want to present totals, peicentages  or group averages  In some
»
mstances. computation wil. involve nothimg more than adding tallies N

Example. 01 the SO child-snmrerened Y rove o 13 wirls reported
having taken part i the atter-school recreatton procram. These 32
unidren reported having engaved i the tollowing adchivities

bose girls tota

handball 19 7 26
bars and rings 1~ 12 28
team gamcs (baseball, ~ace~lly 17 tn 27
handicrafts 1l . 12 s
chess . “« R 16
rhechers N B 18
b
4
. 19 Sec in particalar. Tatz-€abbon, € 1 & Mogns, 11 How to calulaty

Hatistics: Moms, 11, & batetabben, C 1 How e prepare an osaluation report
Som M 1 Morns, L& Tatzabbon, € 1 How 1o measure iUitudes In
L Mormns () Ao Prooam craluation ko Beseriy I Saee Publications, 1978
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Lo othier ases vou pne want toocony o the mmbers to percentaees
- . t T

aample Observers used aoond d behavior =ccond methaed 1o record
tacher student guestion ansier cont iz dunne ane week of b
peraods in v hedy school chenusery proerim Fro,n these estonsie
coded benavior records, the svaluter was anle o tind $03 weacher
cadent gqueshion aww Geane 16 The o aduator dassitied these aecord-
me o the tollowme cnae

Cteacher q ash s dguestion
s ostudeng TUIveS trespunse

vosavs untlnne

- Accordimy to s code  tgesety means that a teacher asked 4
question, 4 student gave o respomse. ind the teacher asked another
squestion  Acuordingly. ditterent serts of conversation patterns, phus
therr relatine trequencetes, couid be broken down tolfows

tg=si-tq  dgese-tr | otgese-tor ) osgety, e ir -1 other
IR ) «S19 1 428 ) 10200 0 8Nei6 1 37y 1101227
Sowas unted that the treque nay o teadv e questvoanng stter student

:
repome was relatvels b This was a dosirable behavor that the
proocan hid songht to fostos

If questions on the nstrument domand answers that represent a pro-
gression, s ou may wish Lo report an avcrage answer Lo the question.

What percent of the peried did the teacher spend on disci-

pline?
D virtually none D about 75%
leout 25% - D nearly all the time

D clogse to half

Averages can be griphed. displaved and used o further data analyses, Be
careful, howaver. to assure v ourselt th i the average s truly representatne
of the responses that vou recened B ou nence that responses to a
particutar question prle up at two cuds of the vontmuume then the answers
seem to be polarizaa wnd wverages vall not be representamne. To repurt
such a resuit by an average would be misicading to the audience
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" Whether or not you become embroiled in reporting means and percent-
ages and-toviing-forsoletianships, you will probably have to use the data
you collect to underpin a program description. Program descriptions are
usually presented as narrative accounts or descriptive tables such as Table
3, page 59 or Table ., below.

TABLE & 15
Project Minitoring-=Activitiee

Objeccive % My Februarv 23, 19Vi. each participscing
school will imploment. evaluate resuits, and nike

revisions in a program for the establishment of + Winons Schuol District
positive climate for learningk. Wilev School
19X 19YY
Actisities for this objective ScpiOct|NoviDec J-nlr-h Mur]ApciMay]Jun
6.1 Identify scaff to participate L e
6.7 Selected stafl members revicw Heoielc

ideas, t08ls, ard objecti,es

. vyt PlC

6.3 lIden.'‘, student needt =

6.4 Identifv psrent needs +

6.5 Identify staff needs

6.6 Fvsluate dats collected in ‘l——s-l ¢
6.3 - 6.5

6.7 Identifv and prioritize specific
outcome §0818 and objectives

6.8 ldentify existing policiey, pro-
cedures, and lsws dealing wvith
positive school climate

Evsluator's Periodic Progress Rating-
I = Activity Inftiated P = Satisfactory Progpress
C = Activity Completed 1! « Unsatiafactorv Frogress

Table 4 best suits intertm formatne reports concerned with how fasthfully
the program’s actual schedule of implementation conturms to what was
onginally planned. A formative evaluator can use this table to report, for
instance. the results of monthly site visits to both the program directof
and the staff at each focation. Each brief interim report gonsists of a table,
plus accompanying comments ¢xplaiming why ratings of “U.” unsatisfac
tory hinplesmentation, have been assigned.

16. This tablc has been adapted from a formatne monstoring procedure de
veloped by Marvin C Alkin. -

-
+
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TABLE 2

Method I: Examine Records,

Records are svstemanc accounts of regular occurrences con-
ststing of such things as attendance and enroliment reports,
sign-in sheets. ibrary checkout records, permussion

ships. counselor tile s, teacher logs, individual student
assignment cards, eqe

Mclhud}: Conduct Observations.

Ohsersations requr, ha, one or more obse,vers devole
AP e attenion e behavior ol an individuad op
woup within g natu-al setiting and tor a preserthed ume
period Insome cases s observer nay be given detailed
Jwcehnes about ar oy ar what 1o observe, when und

o leng woese o it method of ecording the
Misridion A scrument to record  his hand ot
intormation woitt, kel be ormetted asa question-
ware or i sheet An wbseinver man 3lso be sentanto

L cdassroomn with o resipn v e mstrucaons. .o withour
detatled gwdihings, und amply asked to wnge
Ptrstbees 1L L HISTC JLLOUNT Ot event® wﬂull!l’cd
within the prosonibe ume peniod

——

Method 2. Use Selt-Report Measures,

Quastionnaires are instruments that present intormation
W ropondentae s anne o throush the use O} pictures
and then feguare o w e response g Chedk, a e
dword asontnee o everal sentonces .

o 'k\cf\anc

didc 5. wn
Interviews mvolve g g e boace meetng between tweo tor
fores persons i which g respondent answirs fquestions
pused by an interviewer T Jucstions oy be pre-
detenmined, but the mic.  _wer s tree to pursuc inierest-
g responses The respondent’s ai.swers are usually
recorded in some way by the interviewer duning the
Interview, but g summuary ol the responses is peacrally
completed alterwards
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Methods for Collecting Data

Advantages

Disadvantages

®Records hept tor purposes other than
the program evaluation can he a source
of data gathered without additional
demands on people’s ume and encryles

#Rerds are otten viewed us objectne
and therefore credible.

®Records set down events 4t the time ot
occurrence rather than in retrospect.
This also increases cradibilin

l

®Reeords may be incomplete.

®The process of examining them and
extracting relevant information
can be time-consuming.

® There may be ethical or legal con-
straints wavolved in your examina-
tion of certasn kinds ot records
~counselor fileg for example.

® Asking peouple (0 keep records
specitically tor the program cval-
uattion may be seen us burdensome

®Obsenvauons wn ite ighly . redible
when seen as the repor’ of what actu-
ally took place presented by disinter-
cested outsideris)

®0bsersers proviie 4 point of view dii-
ferent from that o1 people most Josely
soinected v the proram

®The presenve of obsersers may
alter what takes place

®Time 1s needed to develop the ob-
senanon instrument and train
observers i1 the observution s
hizh presenibeg

®1° 1 necassary to jovate credinle
observers it the observation iy
not carclully controlled.

®Tunc 1 needed to conducs suhr-
Cik.. nuinbers of obsenvations

® There are W scheduhinge
prohlems a

®Cussuonnaires provide *he rnswers
104 variety of questiony

®Thev can be inswered irony eoush

®Thes allow the respondent e to
think berore respondine

*They can he 2nved to many peple,
at distant sites, simaltanconsh

OTkey can be tnailed

*They impose smjonmn on the
tntormation vhiamed b whine 4l
respondents the sume thinsy, ¢ «
asking teachers to supplyv the names
of ull math games used in Lass
thioughout the semester

—_—

®Thev do not provide the tevibyl-
1y ot intenews

®People Lre 1ien better ablke (o en-
press themsehves oralh thanin
writine

®Persuading people 1 complote and
return questionnalres is sometimes
diticult

*lnterviews cuns he used o obtan -
formatton tram peaple vhio camot
read and from non-nan e speakers
“ho might have duticulues with the
wording of written questions

*Interviews permig flexability They
Wowtier  ewer 1o pursuc unan-
tapated lines of Inquiry

Can
® fntersiewine s tinc-consuring, and hard 4o
® Sometunes the interviewer wan Sche
unduly nflucnce the responses o
the mterviewee
o Interview data My be & ffic. «+ 4
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TABLE

]

Program Component:

Prorram Ex-Cell 'mplementation bescription 4th Grade Reading Comprehen-
sion--Remedial Activities
erson r.spon-|
sitie for Targed Mrpanizat fon Frequency/ Amount of progres
implementation{ group Activity crials for activiety duration expected
Teacher Stu- | Vocabulary drill [ SMA wa.. « srdde, Smill gronps Paily, 15-20 Completion of 3MA,
dents | and games Jrd & 4th level (hased on CTBA | minutes Level &, by a)l
socabulary students
score)
Teacher-developed | Same Same None specified
word cards, vocah-
ularv
Uld Maid Same Same None specified
Teacher/Afde | Stu- | Language cxperi- | Student natebioka.] Tndteidual Productfons Completion of at
den*s { erce activities {primirv amd  Fite thecked weekly least one 20-page
-~keepirg a tvpewriters (Fridavs): stu- notebook by esch
diary, writing dents work at child; 80X of stu-
stories self-selected dents judged by
times or at hLome teacher or aide as
| ; "making progress"” |
Le*dmg spe- Stu- Peer turoring United States Student Mondav through Completion of 1+
cialist/ denta | wriliin (lass, Hook Companv tutoring dyads | Tharaday, 20-30 grade levels by
teacher, stu- in readers and Urhan Children minutes 80Z of students
dent tutors workbooks reading serivs
and workhooks ~
Principal Par~ | Outreach-- {nform All parents for [ Two Parents’
ents parents of prog- progr.im come¢ to | N'‘ghtg~<Nov. and
ress; encourage Parents’ Mights ({Mar.: 3 wricten
at-home work in cther (ontact progress reports
Urban Children with parents ir Dec., Apr.,
texts; hold two on individuatl June; other con-
Parents' nfghts; hauis taci with parents
pvriodie confer- ad hoc
i ences
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Figure 2. Cubes depicting a sampling plan tor mea-
suring implementation of a middle-grades reading pro-
gram in four sthoo.  within a distnct. The large -
4x4x3 cube shows the overall data<ollection plan
from which sample cells may he drawn. The smaller
cube shows selection of a random sample (shaded
segments) of classrooms and readimg pertods cliosen
at Howard School for obsersation during o 3-day
February site visit
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Aruitoxt provided by Eic:

Exampie of a people-item data roster

Obsen ation Response Form (results trom classtoom 1)

{-z.:imentation U'.jective* Stu-
d2-te w{l]l dire~t an~ nmcnitcr
tie.T own progress in math

act. 1ties.

applies
mosd
bkt

appitee

2 :ndents asked for nelp ‘
-.th finding materials to
-2rk on. ll J 3]

ur.-z tae math period: = S me F.
1. Zfrudents Jorkrd on indivi- N |
Jjal math ass.gnmente, 1 3{ —zl m L
|

]

3. <<udents lnitered about,
->rking at no activity in | . | !
zarticular. ll 2] 3] 4

4. ftudents used self-testing R
c~eets. ) 3 5) ]

5. “:zudents sought out aide

\q e
Mﬂt\'\g \__‘\/

Summars Sheet (people-item format)

Ttem | ltem l Ttem | Ltem | 1tom | ltem
T S 2 IS T I S I
Clag=zz~m 1 -3 4 4 3 4 <

Lliss-com 2

Claser~om 3

ete

L

Fxamples of quick-tally sheets

Questionnaire

uncer-
yvoef no tain

cr oo
N O I U

Were the materials available
when you needed them?

were the materials suitable
for vour students

Summuny Sheet (quick-tatly tormat)

Itom & ces noe uncertain

1 [aa SURERK ! H

2 t

etc

Gbwryastiom hstrument

fnteraction vou
:

1 he e e Tl pronp

aroad unan, 0 te provide
io= asatisfroter
“.r

'

i

t

|

!

" ] - <« =50
| A
l - tatantio
|

i

!

!

wrmon w.t! - trl the working

LT tone e d l
R SR R favods spent T 3] membors in
Coateghyttng t~ oo dlanning. ‘
N T
~

Summuiry Shieet fgduck bty tormat

[T /71 7 'T 3 5
NS S out-
factors | poor KO =S50 l guod standin
| Vi
! -, I ! T*N 0
[P —— - s S +
’ A [ |
- il { iy
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Chanter 4
METHODS FOR MEASURING PROGRAM IMPLEMENTATION: PROGRAM RECORDS
An historian studying th= activities of the past relies in
large part on primary sources, documents éreated at the/time in
question that, taken together, allow the scholsr to recreate a
developmeatal picture of what happened. Evaluators, too, can
take advantage of the historian's methods by using a program's
records--the tangible remains of program occurrences~--to
construct a credible portrait of what has gone on in the program.
Unobtrusive measures, methods of data~collection that, because
they are ongoing or require little effort on any one person's
part, cen provide valuable information concerning program
implementatioa. Consider the list of commonly kept records given
in Teble 5. Any of these could be used to develop your
descripticn of a program implementation, although you will most
likely find the clearest overall picture of the program in those

records that program staff have kept svstematically on an ongoing

basis.

If you want to measure program implementation by means of records,
consider two things:

* How can you make good use of extsting records?

® Can you sef up a record-keeping system that will give you necded
information without burdening the staff?

Where records are already being kept, you can use them as a source of
nformation about the actwvities they arc intended to record Since the
progress charts, attendance records, enrollment forms, and th hke kept
for the program will seldom cover all you nced to knct)w ¢ . you
might try to arrange for the staff or students to maintain addmonal

sauments. Of course, you will be able io ser up record- -keeping only 1f
your evaluauon begins early enough during program implementation to
allow for an accurate plcture of what has occurred.

In most cases. it is ne{Tealistic 10 expect that the staff will keep records
over the course of the program solely to help vou gather implementation
.information. unless these records are easy to maintain (e g.. parent-aide
sign-mn sheets) or are useful for their own purposes as well. You wili do
best if vou come up with a valid reasori why the staff should keep records
and attempt {o align your miormation needs with theirs. You could, for
nstance, gain access to records by offering a service.
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Table 5. Records Uften Produced by Educational Programs

-Certificates upon completion of activities
-Completed student workboouks

-Student assignmert sheets

-Dog-eared and worn textbooks

~Products produced by students (e.g., drawings, lab reports,
poems, essays) )

—~Attendance and enrollment logs

-Sign-in and sign-out sheets

-Progress charts and checklists

=Unit or end-of-chapter tes+s

-Teacher-made tests

=Circulation files kept on books and other materials
-Diplomas and transcripts

-Report cards -
-Letters of recommendation .

AN
__'// \r~.
e

-Activity or field=trip rosters

-Letters to and from parents, business persons, the community

-Letters of recommendation

-Logs, Journals, and diaries kept by students, teachers, or aides

-Parental permissior 1lips

~In-house memos

-Flyers announcing meetings

-Records c¢f bookstore or cafeteria purchases or sales

~Legal documeats (e.g., licenses, insurance policies, rental
reements, leases)

=B11ls, purchasing orders, and invoices from commercial firms

providing goods and sirvices

<“Minutes or tape-recordings of meetings

-Nevspaper articles, news releases, and photographs

-Standardized test scores (local and state)

BEST COPY
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For example, by agreeing to write software for a custom-made
management information sysvem, the evaluator of an 4dolescent

parenting center structured ongoing data collection of value bewh
’ *
len-

to.his clients, and to any future evaluator. In another instance,

an evaluator was dble to monne: program implementation at school sites statewide by
hewpmg schools witte the pertodic reports that had to be subnutted to the
State Department of Educauon

Implementation Evaluation Based On
Already Existi.g Records ' - -

SR TN
‘ 1 - sy
The following is a sugpested procedure to help vou ﬁnd/ perunent informa-
uon within the Progranrs—siready—earstire 1ccards, dnd—+o-2 xiract-that
information.  +ho+ alvardgeniat - T T L

Step 1. Construct a program characteristics list

Compose a list of the materials, activities «#or administrative procedures

about wihich_you nced\b@gg)dag_. s procedure was detailed in
apter VAP e

Chap pages_gfiﬂ./ J

Step 2. Find out from the staff or the program director what records have
been kept and which of these are available for your inspection.

Be sure you are given 4 complete listing of every record that the program
produced, whether or not 1t was kept at every site. Probe and suggest
sources that mught have been forgotten Draw up a list of al' records that
will be available 1o you. Ao

— i
eV )
(lf part of your task is to show that the program a5 implemented
represents a departure from past or common practice, you m:ght include
records kept before the program.

Step 3. Match the lists from Steps 1 and 2

For each type of record, try to find a program festure about which the
record might give information. Think about wiether any particular record
might yield evidence of§ 44, (L.u anry

& The duration or frequency of a program a.tivity

o The form that the activity took, What it typically looked like; you
will find this information only inl narrative records such as curricu-
lum manuals and logs, journals, or diaries kept by the participants

* The extent of student or other participant involvement in the
activities—attendance, gowd-hehavior, sbe. Conduct; 'nir ok ete.

Do not be surprised if you find that few available records will give you the
information you need. The program staff has mgintained records to fit its
own needs; only sometimes will these overlap with yours.
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Step 4. Prepare a sampling plan for coliecting records

Generai pninciples foy setting up a data coliection sampling plan were
discussed 1n Chapter3) page:60. The methods described there direct you
ather to sample typical periods of program operation at diverse sitesyor to
look mtensively at randomly chosen cases. Were you to use the former
method for describing. say, a language arts program, you might ask to see
“library sign-in sheets and circulation files for the fall quarter at MP'J;."‘ wa
Junior High.” as well zs for other times and other places, all randomly
chosen. The latter method directs that you fecus on a few sites 1n detail. Bo
An intensive study might cause you to choose Bexie¥ as representative of ~ *
participating junior high schools and examine its whole program in addi-
tion to the library component. You could, as well, find your own way to
mix the methods.
If Lart of your p.ogram de<cription task involves showing the extent to
whuch the program is a departure from usual practice, you could include 1n
the sample sites not receiving the program and use these for companson.

Step 5. Set up a data collection roster, and plan how you will transfer the
data from the records you examine

The data roster for examining records should luok like a quest:onnaire —
“How many people used the library during this particular time unit?”

“How long did they siay?” “What kinds of books did they check out?”

Responses,.ou&uod-by-yow-dnums‘can take the form of 1zilies or

answers to multiple choice questions.

When data collection is complete, you might still have to transfer 1t
from the multitude of rosters or questionraires used in the ﬁeld’ to single
data summary sheets. described in Chapter 3; pages 67 to 71.

Step 6. Where you have been able to identify available records pertinent
to examining certain program activities, set up a means for obtaining
access to those records in such a way that you do not inconvenience *he
program staff.

Arrange to pick up the records or copy then, extract the data you need.

and return them as quickly and with as hittle fuss as possible. A inember of

the evaluation staff should fill out the data summary sheet. program staff
i should not be asked to transfer data from r~cords to roster.

v —-——_

Setting Up a Recofazﬁgéping System

What follows ies 8 suggested procedure for establishing a
record~keeping system or what 18 sometimes called a management
information system (MIS). With the growing availability of
computers for even small organizations, program personnel
increasingly have the capacity of collect and maintain data for
use on an ongoling basis. While evaluators seldom have the luxury

of building provisions for their own record-keeping into the

u-L/

<uch an

program itself, they should be prepared to take advantage of wire

Q npportunity 1if it arises, remembering to structure the BEST COPY
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record-keeping primarlly to the needs of program staff and
planners and only se=condarily to the needs of the implementation
evaluation.

Step 1. Construct a program characteristics list for each
program ygE.Sgggy@be:

Compose a 1ist of the materials, activities, aadf%r
administrative procedures about which You need supporting data.
(This procedure was outlined on pages ?? to ?%7.) If the
evaluation uses a control group design or if one of your tasks is
to show that the program represents a departure from usual
practice 1in the district, you may need to describe the

. implementation of more thar ae program. You should construct a

separate 1list of characteristics for each program you describe.

Attach 1o your list, if possible, columns headed n the manner of

Columns 2 and 3, Tabl?},‘page@y This table has been constructed to
accompany an example illustrating the procedure for setting up a record-
keeping system.

Step 2. Find out from the program staff and planners which records will
be kept during the program as it is currently planned

Be sure thus list includes tests to be given to students, reports to parents,

ngnment cards--all records that will be produced pyer the course of the
Program, Chacl #l, 1+ of t4f.s e S e
[AVENE E W VN N

v

e —— =~

Step 3. PFor each program characteristic listed in Step 1, decide
if a proposed record can provide information that will be both
useful and sufficient for the evaluation's purposes

. First, examine the list of records that will be available to you. Will any of
i them be useful as a check of either quantity, quality, regulariy of

Occurrence, frequency, or auration of the program charactenstic? If it will,
enter its name on yous activitics chart uext to the activity whose occur-
’nce it will demenstrate. Jot down a judgment of whetlier the record as i
Wll fit your needs or whether it might need shight modification. Also enter

number of collections or updatings of the record that will take place

over the course of the program. If the number of collections seems
insufficient to give a good picture of the program, talk to the staff to
request more fre  °t updating.

am

q4-5

e T | <2 BEST COPY




Step 4. For those characteristics that are not covered by the
staff's list of planned records, decide if simple additions or
alterations can provide appropriate and adequate evaluation data

When you have finished your review of records that will be available,
look closely at the set of program activities about which you still need
information. These will not be covered by the staff’s list of planned
records. Try to think of ways in which alteratior or simple zddition to one
of the records already scheduled for collection might give you information
on the frequency of occurrence or form of one of the activities on your
list If 1t appears that slight alteration of a record will give you the
wformation you need, note the name of the record and its planned

collection frequency and request that the program staff make the change
you need.

Step 5. Meet with program staff first to review the planned
records that will provide data for the evaluation and second to
recommend changes and additions for their :comnsideration

_ Before seriously approaching the staff and asking for
their assistance wi.h your information collection plan, however, scrutinize
it as follows.

¢ Will it be too time-consum.ng for the staff to-fill out regularly?
¢ Wil the staff members perceive it as useful to them?
® Can you arrange a feedback system of any sort to give the staff

useful information based on thz records you plan to ask them to
keep?

If the inforination plan you have conceived passes these checkpoints,
suggest 1t to the staff.

Trv to avoid data overload Do not produce a mass of data for which
there 15 Little use. The way to avoid collecting an unnecessary volume of
datais to plan data use before data collection.
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Aruitoxt provided by Eic:

')
Step 4. Prepare a sampling plan for collecting records

Once you know whic;h records wili be hept to facilitate your implementa-
t:on evaluation, d;qdc where, when, and from whom you will collect
them. General principles for setting up a data collection sampling plan

were discussed in Chapter 3, page 60. The methods
produce two types of samples: ods described there

¢ A sample that selects typical time periods or episodes from the
program at diverse sites

L J Ve
A sample that selects people, classes, schools or other sites, consid-

enng each case typical of the program

Your sanipling plan cculd usz either or both

Step 5. Set up s data collection roster and plan how you will transfer data
from the records you examine

The data roster for examining records should resemble a questionnaire for

}vluch answers take the form of tallies or, in some cases, multiple-choice
items.

The data roster 18 a means for making implementation information
accessible 10 you when you need it so that it can be included in the data
analysis for your report. The roster, you will notice, compiies information
from a sinigle source, covering a smgle time period. For the purpose of
vour report, you will usually have to transfer all of the roster data to a
data summary sheet m order to look at the program as a whole. Chapter 3
describas data summary sheets, including those for managing data process-
g by computer. beginning on page 67.

Step }.QSet up a means for obtaining easy access to the records you need

Gother records from the staff in a way that nummally interferes wath their
busy work schedules. Youy or your delegate, should arrange to collect
workbooks. reports, checklists, or whatever. photocopy them or extract
the important data, and return these tecords as quickly as possible Only m
those rare situations where the siaff isell 1s ungrudgingly willing to
participate i Your data coliection should you ask them to bring records to
vou or transfer information to the roster
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Step 9. Check periodically to make sure that the information you
have requested from program staff i1s in fact bzing recorded
accurately and completely

-f" A et ~'f"’
It 1s one thin%‘to plan an implementation evaluation thoroughly
/
at the beginning of a program. It is another thing altogether
for—anmevaluaior to return, say, a year later and actually find

the records ready for her use. In many cases you may return at

the end of the year to discover that what you thought program
staff were going to do in the area of record keeping and what
they actually did were two different things. If the
effectiveness of your evaluation relies on records kept by
program perscnnel, you are well advised to check periodically to
make sure that the information you need 1s heing collected and
maintained. In the press of program activities, record~keeping
may become burdensome or, given limited resources, even an

inappropriate use of staff time.

BEST COPY
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oxample. Ms. Gregory, Director of Lvaluation for 4 mud-sized school

distnict, 15 intending to evaluate rhe implementation of aﬁtate-funded

compensatory education program for grades K through 3. The program

uses individualized instruction. After cxamining the program proposal

and discussing the program with various stalt muinhers, she has con-
" structed the impiementagon record-keeping chart shown in Table 6.

TABILE 6
Example of an Impiementarion
Record-Keeping Chart
Column 1 } Column 2 J Columm 3
| ) . “roquenc  and renu{
I Recore te = yged Tarfty of recurd
l for wonie~riny the vollectior--quffy-
activity-- 'vquate iently representad
for asscssing t.ve to assess
' Activities (3rd grade) .4 ioplementefrn® [ iar (cwentatiog® !
‘ 1) Early morning varm-up, group
| exercise (10 ain./oay) (
I 2) I-dividuaifzed -eadirg
i (%5 ain /dav) ’ !
1
! tach scudent: i ’
————— !
! a) realing vloud w.th t, |rhcr," |
11de () times weck) !
v i !
i
! DO LasEetn werk 3t i
j Tecorder (enter \J :imes: ‘
I v oek) ' !
C ) l
- |
“eading sevtwork-- hay e x‘lj
, w'rkbocs or librar hook i
{ ') fer vptual-motur zime {15 min =
| B I T R LR BRI |
i Tae art ! i
V9 CIIPRIng FhVERF exird 1se l
' (1 zroup)
b7 onen balance perice (indi- ‘
vicial, on jungle gvo balancy !
beam, ete )
RSN ]

ERIC
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Exaniple continued. Ms. Gregory found that program teachers already
planned to keep records of students’ progress in “‘reading aloud (Activ-
ity 7a) and of their work with audio tapes in the “recorder corner™
(2. Curther. thuis record collection as planned seemed to Ms. Gregory
10 wive her exactly the implementation information she needed: teach-
crs planncd to monitor reading via a checksheet that would let them
note the date of each student’s reading session and the number o1 pages
1ead.
Teachers also planned to note the quality of student performance. a
bit of data that Ms Gregory did not ned. Work with cassettes in the
recorder corner (2b) was to be noted on a special form by an aide, but
only the progress of chuldren with educational handicaps would Le
recotasd. These audio corner rceords, Ms. Gregory decided, would not
be adequate. She nceded data on alf children’s use of the tapes. She
noted the uselulness of this information on her chart, with an addi
ttonal notation to speak to the staff about changing record-kecping in
the recorder center to include at least a peniodic random sample from

the whole class.

Column 1 Coluan 2 Column )
Activitics Record tolleerion
I N N .- - ]
4) reading aloud with l?lC"CfA teac* *r/aide's rec{ (onsrant recerding
de (3 timea/week) ord buok: gives --adequate

daten of rec  Jing,

ne ol ages read-o
or adequte J
b) reading cinsette work ae alde’a recarding ly on EH childre?
recorder renter (3 tlmes/ form. glves mount | --inadequ.ate:
week) of time, prugress, | spesk with stsffs
distrsciinna-- cnuld thay look st

e~ . oe | sdequate all scudenes?

<33
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Aruitoxt provided by Eic:

L

Example continued. Ms Gregory riceded -some 1nfocie v ion for which
ne records were planned. Tor instance, teachers ane  .dos did not
intend to keep records of stadents’ participavion 1n pe v motor
um." (Acnity 3). Ms. Gregory noted thir and determu. ., n.eet
with the staft to sugy. . some data collection

LY toiema  lumn ?
[ E A Ricord L tlectin
e - ~ T —— - B >T\. e —
YEoanuente, eme et o oA (1% man nune--inadequate
T L Y N R AT T Y suggest that aide
Keep a checwii.- nJ
diary nf length an
content of datls
Two pae stssinns
2o aapping thethm « xerclae none--inadequate
o geoup) aide diary”?

“ ' open Ll .nce pirjod {(indi- none--inadequate
viwudl, >n ungle gvm, balance aide aiarv?
1 near, cte )

—— — -~ - Ve = N - N——

Ms. Gregory spoke with aides about the possibility of keeping a diary ot
perceptuadl-motor activities Audes resisted this wdea, they wanted the
period to be relatively undirected, and they saw it as a break for
themsclves froin repular in-class record-keeping. They did, however, feel
that 1t would be useiul to them to have o record of cach student’s
progress an bafancing and climbing. Ms. Gregory was thus able 1o
persuade them to construct a checkhist called GYM APPARATLS 1
CAN USF, to be hept by the students themselves and collected once a
month. Ms. Gregory decrded to wollect data on the “clapping” part ot
the perceptual-motor penod m some wiy ather than by examiming
records, perhaps via o questionnan- to ardes at the end of the year, or
through obsers ations

Lxampie continued. Ms. Gregory was taced with the respousibihity ol
Fractically single-handedly cvaluating 2 comprehensive year-long pro-
cram  As 3t turned out, Ms. Gregory was quite successtul at finding
~evords that would provide her with the tmplementation information
<he necded. The tollowing records would be made available to her

® The teachers’ record books showing progress in read-aloud sessions
2 Audes’ recording forms of students’ recorder corner work
® Students’ GYM APPARATUS I CAN USE checklists

Also avar'able were other records tor tcaching math, music, and basic
science —topic areas not included in the example. All records wo *id be
svallable to Ms, Gregory throughout the year. But how would she find
time to extract data from them all?

By means of a time sampling plan, Ms. Gregory could schedule her
record collection and data tra “~ription 0 make the task manageable.
Fust, she cliose a time umi a 'p.opria.: for anaiyziig the types of
records shie would use. The teachers’ records of read aloud sessions, for
example, should be analyzed in weekly units rather than daily units.
According to Ms. Gregory's activities list, the program did not require
students to rcad every day; they must read for the teacher at jeast three
times per wesk. Perceptual-motor time could be analyzed by the day,
however, since the program proposal specified 2 “Jaily regimen. She then
selected a random sample of w ~<ks from the time span of the program
and arranged to examine program records at the various sites. She
selected dJays for which gym apparatus progress shects would be
examined.

Site and participant selection was random throughout. For uf:h
week of uata collection, she randomly chose four of the cight partic-
ipating schools, and within them, two classes per grade whose records
w uild be cxamined
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Example c~ntinued. Having sampled both time units and classrooms,
Ms. Gregory consulted teachers' reccrds from eight classrooms at each
grade level for the week of Januar; 26. Once she had prepared a list of
the 30 students in onc of the third grade samples, she

® Tallied the number ot t1mes each one read

® Recorded «he number of pages read
® Calculated the mean number of pages read that week per student

Ms. Gregory’s data roster for gathering information on third-grade
read-aloud sesstons from one teacher's record book lnoked like Table 7.

TABLE 7
Example of a Data Roster
for Transferring Information
From Program Records

Individuslized Progran

Class' Mr. Roberts--3rd frade Schoo! Allison Park
Activity: Reading alcud with Data source: Teach-
teacher or airde er's record baok

Questions. How often did children read per week?
How many pages did they cover?

Time Unit-  Week of January 26
}‘

Tallv of Mean no.
times stu- [ No. of of pages
Stugent dent read pages read read
Adams, Ol{ver 117/ 4 14,5, 6,5 5
Ault, Mollv // 2 13,4 3.5
Caldwell, Maude 11/ 3 14,3, 5 4
Connors, Stephen |A4t7 5 1, 4, 6, 5, 4 4
Ewell, Leo 11/ 3 13,5, 4 4
Goldwell, Nora D sa 5 |6, 2, 3,4, 53 4
Gross, Jovce !/ 2 17,8 7.5
_/*-\/““\/—L_\_‘/J\\__J
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Chapter 5
METHOLS FOR MEASURING PROGRAM 1IMPLEMENTATION: SELF-REPORTS

Chapter 4 described ways in which ev;luators can use program
records to provide one type cf implemertation information.
Because records are for the most part written documents, however,
the picture the; B&Ip create may te incomplete, lacking the
details that only those who experienced the program can provide.
A good way to find out what a program actually looked like is to
ask the people involved, aad The focus of this chapter,
therefore, is aelf-reports, the personal responses of progran
faculty, staff, administration, and participants.

Self-reports typically take one of two forms: questicnnaires
and interviews. Questionnaires asking about different
individuals' experiences with a program enable one evaluator to
ccllect information efficiently from a large number of people.
Individual or group iaterviews :re more time~cousuming, but
provide face-to-face descriptions and discussion ot program

experiences. Where there i< a plun or theory descégmg the program, gathering
- wmformation from staff will involve questioning them about the consis-

tency between program actvities as they were plannea and as they

actually occurred. Where the program has not Fcen prescribed, informa-

tion from people cu tnected with it will &éﬁ-" 0w the program cvolved.

Whether they are qiesticnnaires or inter '‘ews, self-reports
elso differ on the dimension of time. They can consist either of
periodic reports througbout the program or retrospective reports

after the program has ended.

Q\ Periodic reports will generally yield more accurate implementatica infor-
(“'3 mation because they allow respondents to report about program avivities
soon after they have occurrea, wvnen they are still fresh in memory. For

thi- reason, they arc nearly always morc credible than retrospective re-

ports. Periodic reports should be used even whien your role is summative

and you are required to describe the program only once, at its conclusion.
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Retrospective self-r.ports should be used in only two cases:

vhen there is no other choice (e.g., because the evaluation is
commissioned near the program's conclusion) or when the program
is small enough or of such short duration that reconstructions
after-the-fact will be believable. What follows are step-by-step
directions for collecting self-reports through periodic

qQuestionnaires or interviews. These can be adapted easily to

vel
é&h:ﬁz'a retrospective report.

[Hov To Gather Periodic Self-Repc~ts Over the Course of the
P

rogranm

tep 1. Decide hov many times you will distribute
questionnaires or conduct interviews and from vhom you will
collectf::ff-reports

A

As soon as you begin working on the evaluation and as early as
possible in the program's life, decide how often you will need to
collect self-report information. This decision will be
determined by three factors:

& The homogeneity of program activities. If each program unit

has essentially the same format as the others, then you wili not
nee’ to document descriptions of particular ones. If, for
example, a company's program fo: updating employees' knowledge in
a technical field consists of standardized lessons containing o-
lecture, readin%?'and clags discussion, then any one lesson you

ask about at any given site will reflect the typical format of
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the program. In such a case you can plan data collection at your

discretion. If, on the other haud, the program has certain
unique features, say group project assignments that will vary
from site to site ecial guest lectures by local university
professors, you will want to ask about these distinguishing
prougram features as 3oon a8 they cccur. This will give you a
chance to digest information and provide immediate formative
feedback to program planners and staff.

o Your assessment of peopleX tolerance for mterruptions. Unless the
program is sparsely staffed, you should not ask {or more than three
reports from any one indjvidual over the span of a long-term pro-
gram (e.g., a year). You sample, of course, so that the chances
arc reduced that any onc person will be asked to report often.

® The amount of time you expect to have available for scoring and
1nterpreting u, ur.nation 1N reports.

Once you have decided when to collect self-reports, create a
sampling stiategy (see pages 60 to 64) by deciding whom you
will ask for self-report information (both by title and by

name) and how you will insure that various program sites are

adequately represented.

Ale .
Step 2. ch! pe';;le that you will be requesting periodic information

As early during the evaluation as possible, inform statf members and
others that in order to measure implementation of their program, you
must ask that they provide you with information about how the program
looks 1 operation
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Step 3. Construct a progranm characteristics 1ist

Procedures for listing the chaiacteristics of the program—materials activi-
ties, administrative_arrangements—that you will exanune are discussed in
Chapter 3} pages §7 toé

Step 4. Decide~if you have uot already—whether to distribute question-
naires, to interview, or to do both

You probably know about the relative advantages and disadvantages of
using questionnaires or interviews. Tnble@ page@ reminds you of some
of them. If you are using self-report instruments to suprlement program
descnption data from 2 more credible source—observations or records—
then questonnarre data should be sufficient. On the other haund, if selt-

report measures will provide vour onlygn le nentation backup data, then
you should interview some participants. C&s:yy‘ou are a clever question-
naire wnter, you probably cannot find out all you need to know about the
program from a pencil-and-paper instrument,

and interviews allow a sensitive
evaluator to come face to face with important program

concepts and issues.

Step 5. Write quesiions based on the list from Step 3 that will prompt
people to tell you what, they saw and did as they participated in the
program

e

Anyone who ;rites questions or develops items on a regular
basis would do well to consult the books listed at the end
of the chapter as what can be presented here represents only
a8 small part of available knowledge on how to do this vell.

The development of good items for questionnaires and
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interviews clearly combines art, science, common sense, and
practice. What follows 1is a brief summary of things to
consider when writing questionnaire or interview items. You
should also review Table 8§ for a list of pointers to follow

when writing questions for & program implementation

instrument.

To begin, one thing you will need to know is how
participants used the materials and engaged in the
activities that comprised the program. To this end, you

should ask about three tonics:

a.  The occurrence, frequency, or durction of activities. Whether you
collect frequency and duration information in addition to occur-
rence will depend on the program. To describe a gience Aab
program, for instance, you would reed merely to determine wheth-
er the planned labs occurred at all -aad in the correct sequence f,
on the other hand, the program in question consisted of daily,
45-minute English conversation dnlls, then you would need to
know whether the acuvity occurred with the prescribed frequency
and duration.

b.  The form the activities took. Gathering information on the form of
the activities means asking about which students took part in the
activities. whuch materials were used and liow often, what actwvities
lvoked like, und possibly where they occarred. 1t will also be useful
to check wiicther the form of the activaties remained ¢ nstant or
wihiether the activities cuanged from time to time ordsty nt to
student A

c. The amount of involvement of participants in these activities,
Besides knowing what activities occurred, you should make some
check on the extent of interest and participation on the part of the
target group—say, the students. Even if activitics were set up using
the prescribed schedule, students can only be expected to have
learned from them if they engaged the students’ attention Were
students n a math tutonng program, for nstance, mostly working
on the prescribed exercises, or were they conversing about sports
and clothes some of the time? Were students in an unstructureq
period actually exploring tlie enrichment materials, or were they
Just doing their homework? Some of tius slippage 18 inevitable in
every program (as m all human endeavor). Sull. it s important (o
find out the extent of non-mnvolvement in the program you are
evaluating,
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L
If vou »mu. \/y:’ questionnarre, then you have o choiee of two
question formats. a closed (selected) or open (constructed) response
format. Ease of scoring and clear repoiting jead most evaluators 'o use
closed-response questionnaires. On such 2 questionnaire, the :espondent 1s
asked to check or otherwise dicate & pre-provided answer to 4 specific
question. Recording the answers i olves a simple tally of response cate-
gories chosen. On the open-response questionnaire, the respondent 1s asked
'0 wnite out a short answer to a more general question. The open-response
forzaat has the advantage of allowing respondents to frecly give informa-
tion you had not anticipated, but it is time-consuming to score: and unlcss
vou have available a large number of recders. it 1s not pracucal for any but
the smallest evaluations. Most questionnaires ask principally closed-re-
Sponse questious, but add a few open-response options. These allow
respondents to volunteer info. mation important to the evaluation but not

specifically requested., ) M

To demonstrate how different question types result in
different information, Figures 13, 1L, and 15 present

ﬂSPonS'l-
combinations of open—- and closed-emded questions for
collecting implementation information on the same program.
Figure 13 is entirely open-ended; Figure 14 combines open-
and closed-ended questions; and Figure 15 uses a
closed-response format exclusively. While the data that
would result from the questionnaire in Figure 15 would be
easlly analyzed, this ease is gained at the expense of the
~iqht

more detailed information that individual teachers oouéh
write in on the two other questionnaire formats. The
appropriateness of the questionnaire items finally selected

as a whole
will depend beth on the questions asked in the evaluatief
ard on the availability of evaluation st.ff to analyze

vpen-response format items. In general, it is worth

including at least one open-ended question on every
questionnaire, whether or not the results will later be
reported. Giving people an opportunity to write down their
concerns alerts them to the importance of their perspective
and provides the evaluation helpful information for gulding
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Like questionnalres, interviews can also take several
forms, again depending on how questlions are asked.
Interv*ews can range from informal personal conversations
with program personnel at one extreme to highly quantitative

interviews that consist of a respondent and an evaluator -

completing a closed-response format questionnaire together

at the other extreme. (Because this quantitative interview

format doesn't take advantage of the face-to-face v
interaction of evaluator with respondent, it 1is more

properly considered the enactment of a questionnaire, than

an interview.)

Fef—pcsx_inzexxieus,iﬁ basic c¢istinction can be made
between %S;ée that are structured and those that are
unstructured. In a structured interview, an evaluator asks
specific questions in a pre-specified order. Neither the
Questions nor theilr order 1is varied across intervievers, and
in its purest form the interviewer's job is merely to ask
the predetermined questions and to record the responses. In
cases where an evaluator already has ideas %:out how th::

recd,/

program looked, structured interviews can provide
A

corroboration and supporting data.

By contrast, T

/
8n unstructured interview can explore areas of

implemcntation that were unplanned or that evolved

differently from the plan. In an unstructured interview the

evalustor poses a few general questions and *hen encourages




*¥re respondenio to amplify-gizﬂanswers. The unstructured
interviev 1s more like a corversation and does not
necessarily follow a specific question sequence.
Unstructured interviews require considerable
intervieving skill. General questions for the unstructured
interviev can be phrased in several ways. Consider the

following questions:

® How often, how many times. or hours a week did the progran (or its
najor features) occur?

® Wnat can you tell me about low the actwities actually looked- can
vou recall an instance and describe to me exactly what weut on?

® How mvolved Jdid the students seem 1o be—did all students partici-
pate. or were there some studeitts who were ahvays absent or
distracted?

® [ wndersiand that vou ar. dattempung (o implement a behavior
modification, or open classroom, or vahies clarification program
here. Whar kinds of classroom uctivities have heen suggesicd to s ou
by this pont of view ?

Since unstructured interviews resemble conversations and can
easily go off track, they require not only that you compose
a8 few questions to stimulate talk, but also that you write
and use probes. Probes are short comments to stimulate the
respondent to say or remember more and to gulde the
interviev toward relevant topics. Tvwo frequently used
probes are the following:

Can you vell me more about that?

Why do you think that happened?

There 1s no set format for probes. In fact. a good way of probing to .
24in more complete information from respondents who have forgotten or
left something out of their answer nught be a sunple:

! see. Is there anyrhing else?
You should insert probes whenever the respondent makes a strong statc-

ment m ether an cxpected or an uncxpected direction. For instance, a ' I COP
teacher might say-

Oh, ves. Participation, student imvolvement was very high - 100%.

oo
wa
o
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The best probe for such a strong response 1s g simple rephrasmg and
repetition

Youwr statement w thar ¢y erv siudent partctpated 10050 0f the tune?

.
- Thus probe leads the respondent to recunsider.

Step 6. Assembie the questionnaire or interview instrument

Arrange questions tn a logical order. Do not ask questions that Jump from
one subject to another.

Compose an ntroduction. The mtroduction honors the respondents’
nght to know why they are betng questtoned. Questionnaire nstructions
should be specific and unambiguous. Aim for as simple a forma* as
possible. You should assume that a portron of the respondents will renore
nstructions altogether. If you feel the ‘ormat mght be contusing. nclude
a consprcuous sample item at the bz2ginning. Instructions for a malled
questionnaize should mention a deadline for s return, and gov Shou.q

Chclo)e_ Q J'C(f’ﬂdd"e"?"fd, :‘/"-wrcd cw\velo,ae,.

Instructions for an interv.ew g:‘u)"tze more detailed, of course, and
should mclude reassurances to dilug therespondent’s imitial apprehension
about being questioned. Specifically. the mterviewer should:

® Stare the purpose of the unternview. Explain what organization you
rcpresemﬁnd why vou are conducting the evaluatic1. Explain the
purpose of the intervie'v. Describe the report you wil, have to make
regarding the acuwities that occurred tn the program. explan if
possible how the nfo.mation the respondent gives vou might affect
Sié‘ﬂm&%‘ ‘ or mot”

i the respondent’s statements can he hept confuientialeste=ser In
sttuations where a social or professional threat to the respondent
may be mvolved. confidentiahity of terviews must be ctressed and
maintained.

o Lxplan to the respondent what will be expected during the miter-
vieyv - For instance. 1f 1t will he necessary for the respondent to go
back to the classrcom to get records, explamn the necessity of this
Jction.

Some o1 the above nformation should probably be nade available to
questionnaire respondents as well. Thus can be do.ie by mceluding a cover
letter with the questionnarre

Step 7. Trv out the instrument

Before admunsstering or distnbuting any mstrument, check 1t out Give it
to one or two people to read aloud. and observe thetr responses. Have the
 ople explamn to you their understanding of what cach question is asking.
If the questions are not terpreted as you mtended, alter them accord-
ingly.
Alwavs rehearse the inrerviews. Whether you choose to prepare a
structured or unstructured interview. once the questions for the interview
are scelected, the interview should be rehearsed. Yuu/'fmd other interview-
c'sfth(:uld run through it once or twice with whoever 1s available a'nﬁ.-.)'f e
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a-husband, an older child, a?ec‘r(cgl‘;-: ?‘his dry-run 1s a test of both the
instrument and the interviewer. Look for inconsistency in the logic of the
question scquencing and difficult or threat-.ungly worded questions. Ad-
wise the person who 18 playing the role of reepondent to be as uncoopera-
tive as possibl. 1o prepare interviewers for unanticipated answers and ever.
hostility

Step 8. Administer the instrument according to the sampling plan from
Step 1

If you mail questionnaires, give respondents about two wecks to return
them. Then follow up wath a renunder, a second mailing, or a phone call of
pussible. How do you do such a follow-up 1f people are to respond
anony mously” One procedure 15 1o number the return envelopes. chech
them off a master hist as they are returned. remove the questionnaires from
the envelopes. and throw the envelopes away.

When distnibuting any instrument. ask admunistrators to lend their
support. If the instrument carnes the sanction of the project director or
the school prinaipal, 1t 1s maore likely to 1eceive the attention of thoye
wwolved. The superintendent’s request ror quick returns will carry more
authonty than yours.

If you interview, consider the following suggestions.

* Interviewers should be aware of their influence cver what respon-
dents say. Questions about the admistration of the prograin inay
be answered defensively if staff members fear their answers might
make them look bad in a report. Explain to the respondents that the
report wall refer to no one personally. Understand, as well, that
respondents will speak more candidly to interviewers whom they
percewve as being like themselves—not representatives of authonty.

* Interviewers should have a plan for dealing with reluctant respon-
dents. The best way to overcome resistance is to be explicit about
the interview and what 1t wall demand of the respondent.

* If possible, :nterviews shoyld be rccmdcd*ron audretape to he tran-
scnbed at a later umeparticularly unsiructurcd oncy) Recorded

mtcrvliwg‘cnablc you to summarize the informallon using exact

quo
time.
as the interview 1tself. An alternative is that interviewers rake notes
during an unstructured interview. Notes should include a gencral
summary of each response, with key phrases recorded verbatim. If
pussible, summaries of unstructured interviews should be returned to
respondents so that pusunderstandings in the transcription can be
corrected. .

Step 9. Record data from questionnaires and interview instruments on 3
data summary sheet

Chapter 3. page 67. described the use of a data summary sheet for
recording data from nany forms in one place in preparation for data
suinmary and analysis. Dyta érom closed-response items on questionnaires
and structured interview can be transferred directly to the data
summary sheet. Responses tc open-response items and unstructured inter-
views will have to be summarized hefore they can be further interpreted.
Procedures for reducing a large amount of narrative information by either
sumimarizing or quantifying 1t were discussed on pages@ !o@ Even if
you plan to write a narrative report of your results, tlie data summary
sheet will show trends in the data that can be described in the narrative,
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ranscribing the tape m full wili take M e 9
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TABLE 8
Some Principles To Follow When Writing Questions For An
Instrument To Describe Program Implementation

To ensure usable responses to implementation questions:

I When possible. ash aboui specific -and recent—events or time periods such as
todar s math lesson, Thursdav’s field trip, last week. This persuades peopic to
think concretely about mnformation that should still be fresh in inemory. To
alleviate v our own and the respondent’s concern about representativeness of the
cvent, ask for an estunate, and pethaps an explanation, of its typicality.

or ask Drogram s frff JG" the.r /g,l'a

When asking a closed-response question. try 16 imagine what could have gone
wrong with the activities that were planned /Use these possibilities as response
alternatives. Resourceful anticipation of likelv activity changes will affect the
usetulness of the instruinen for uncovenng changes that did indced occur. If
you feel that you cannot adequately anticipate discrepancies between planned
and actual activitics. then add **other'” as a responsc alternative and ask
respondents to explairn,

(84

. 3 Be sure that you do not answer the question by the way you ask it A good
question about what people did should not contain a su f'esum;‘;‘n:_o‘u how to
answer. [-or instance. questions such as “Were thereM in the
program®” or *Did y ou inect every Monda, .tternoon?” suggest intormation you

should recewve 11gm the respondent. Ratheg, lhcs&ﬂ cstions should 2¢ phrased,
- “What were thcmﬁ&f;fs‘ﬁ‘r the M!‘n’ﬁc pr\'?)Eraln"" “What dcys of the

week and how regularly did you meet?”

4 identaty the framce of relerence ot the respondents, In an wmterview, vou can learn
a great deal from how a person responds as well as from what he says; but ‘when
3 0U use a questionnaire, your information will be lunited to wnitten responses.
The phrasing of the questions will therefore be cnitical. Ask yourself:

®  What vocabulary would be appropriate to use with tius group?

¢  Jlow well mformed are the respondents likely to be? Sometimes people are
perfectly willing to respond to a questionnaire, even when they know httle
about the subject. They teel they 2ie supposed to know, otherwise yov would
not be asking them. To allow people to express ignorance gracefully, you
might include lack ol knowledge as a response altcrnative. Word the alternative
so that 1t does not demean the respondent. for instance, 'l aave not given
inuch thought to tins matter.™

®  Docs the group have 1 particular perspective that musi be taken into
account-a particula- bias? Try to sce the 1ssuc through the cyes of the
respondents belore vou begin to ask the questions

Q .
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DOCU  NTATION QUESTTONNAIRE
Peer-Tutoring Program
The following are questlions are the peer-tutori-g progran
implemented this year. We ere interested in k wing your
opinioans about what the program looked lixe in oupgeration. Please
respond to each question, and feel free to write additional
information on the back ¢ this questionnaire.

1. How was the peer-tutoring program structured in your
classroo :?

2. How were tutors gselect=d?

3., Lw ere students gelected fer tutoring?

L. What materials seemed to work best in the peer-tutoring
sessions? Why?

5. What were the strengths of the peer~tutoring program this
year? /

6. What changes would you make to improve the progre&m next year? i

Ffsva 3. EXQMP\P. uj— an OP"‘ NvaﬂSC CIV‘Q"'{"""»‘\Q.'.—c,
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DOCUMENTATION QUESTIONNAIRE
Peer-Tutoring Program

The toliowing are statements about the peer-tutoring program imple-
mented th's year. We are interested in knowing whether they represent
an accurate statement of what the program looked like in operation.
For thi. reason, we ask that you indicate, using the 1 %o S scale
after ¢ich statement, whether f{¢ was "qenerally true,” ctc. Please
circle vour answer. If vou answer seldom or never trae, please use
the lines under the statement to correct its inaccuracv.

pener-
1lways ally seldun never don't
true true true ttue know
1. Srtucents were tutcred three 1 Z 3 4 S
times . wcvk for periods of
45 =inutes each.
2 Tutoring took place in the 1 2 3 4 5
'assroom, trtors worhing
witn their own classmates.
5. Tutors were tae fast 1 2 3 4 5
readars.
4. Students were selected for ' 2 3 4 5
tutoring on the hasis of
reading grades.
5. Tutoring used the "Read and 1 2 t 4 5
Sav" workbooks
o. There were no discipline 1 2 3 4 5
groblems.

. Example of] 4i.¢
Figure 14.'\/( QUEStIONNIITE HBow-program—Tctrvrties

-Ade> uses both closed and open response formats.

S-13
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DOCUMENTATION QUFSTIONNAIRE
Peer-futoring Program

Please answer the following questions by placing the letter of the
most accurate response on the line to the left of the question. We
are interested in finding out what the project looked like in opera-
tion during the past week, regardless of how it vas planned to look.
If more than one anawer {s true, answer with as many letters as you
need.

1. On the average, how sany times did tutoring sessions take
place in vour classroom?

a) never ¢) 3 or 4 times

b) 1 or 2 tines d) 5 or more times

2. What was the average length (¢ a tutoring sessior?

a) 5-15 minutes +) 25-45 minutes
b) 15-2% minutes d) longer than 45 minutes
3. Where in the school did tutoring ugual'v take place”
a) classrounm c) l-vrary
b) sometimes clas -oum, d) room other than classroos
sometimes other room or library
4. wn> were the tutors? v
a) only fast students c) only averase students
b) fast students and some d) other
average students
5. Ou what basie were tutees selecred?
a) reading achisvement ¢) geveral grade average
b) teacher recommendations d) other
6. What ma.erials were used by teachers and tutors?
a) whatever tutors chose c) “Read and Say"” workbooks
b) specialls (onstructed d) other
games
7. How typical of the program as a whole was last ck, as you

have described it .ere?
a) just the same c) some aspects not typical

b) almos” the same d) not. tvpical ar all

TN T— T e TN

Figure 1 5. Example of a closed response questionnaire
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Y Outlinr: for Chapter 6
METHGDS FOR MEASURING PROGRAM IMPLEMENTATION: OBSERVATIONS
" A. Introduction- Setting Up an Observation System

L. Range of possibilities in observation/participant
observatior "systems"
a. Informal, casual, seat of the pantsa
b. More credible "scientific"/systematic approaches
rangir:- along continuum from highly prestructured to
those based on emerging information
1) Quantitative, highly structured, predetermined
categories, "research"
2) AQualitative, participant observation, categories
emerge from analysis of field notes, move back
and forth from data to analysis

2. Note limitation when peorle think they're doing
qualitative study when in fact they're using a casual,
unsystematic approach; cite Patton's kit book

B. Making Quantitative Observations-- Steps 1-12 (pp. 90-112);
plus Stallings Observation System (pp. 112-115)-- editorial
ckanges only

C. Miking Qualitative Observations (Each step will be
elaborated; examples added us necessary for clarification)

1. ©Step 1. Construct a program cheracteristics list
describing what the program should lcok like

2. Step 2. Make initial contact with program personnel,
conduct initial ohservations, establish entree and
rapport, inform p:rrogram staff about
participant/observation

3. Step 3. Develop an evaluation timeline based on analysis
of your initial information, prepare a "sampling plan'
for observations, decide ucw mu-h time can be spent doinq
observutions, if possible, write out the program "theory'

4., Step 4. Assembls the evaluation team (people familiar
with naturalistic methods), decide on appropriate format
for fieldnotes, discuss evaluation context, initial
"findings," critical issues; arrange analysis schewule

2. ©Step 5. Move vack and forth between collecting data
(from participant/obseivation, interviews,
. questionnaires, i.e., whatever data collection techniques
are appropriate) AND analyzing data
a. Do this until ,ou have sufficient information to
- answer the users' questions (or you rur out of time)




Chapter 6 outline, page 2

b. Part of process is a series of meetings to diicuse

themes, issues, critical ipcidents; these can involve

evaluators anc program personnel as approprie.e -
c. "Thiek description” should be written during the

process; ongoing evolution of written description of

program; should be given to program people for

reaction, then revised as need be

6. Step 6. When all data are in, prepere them for
interpretation and final presentation

D. Chapter Summary
*l. Importance of observation techniques
2. Selection of appropriate level of "rigor" in observa*ions
as well as appropriate type

E. (Updated) For Further Reading (many texts now evailable)




Appendix

AN OUTLINE OF AN IMPLEMENTATION REPORT

The outline 1n this appendix will yield a report describing
program implementation only. In most evaluations, implementation
issyes comprise only one facet of a mcre eluborate enterprise
concerned with the design of the evaluation, the intended
outromes of the program, the measures used to assess achievement
of those outcomes, and the results these m2asures produced. If
this description of an exte.aed evaluation responsibility matches
your task, then you will need to incorporate information from the
outline here into a larger report discussing other aspects of the
program nd its evalvation. If, in fact, the evaluation compares
the effec of two different programs considered equally
important by your audience, then you should prepare an
implemen%tation report to describe them both.

The headings in this appendix are organized according to the
9;;: major sections of an implementation report:

1. A summary that gives the reader a quick synopsis of the
report

2. A description of the context in which the proéra; has been
implemented, focusing mainly on the setting, acdministrative
arrangements, personnel, and resources involved

3. A description of the point of view from which implementation

has heen examined. This section can have one of two

L racters:
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a. It can describe the program's most critical featurei as
prescribed by a program plan, a theory or teaching model,
or someone's predictions about what will make the program
succeed or fail, or

b. It can explain the qualitative evaluator's choice not to
use a prescription to guide her examination of the
program.

4. A description of the implementation evalustion itself--the
choice of measures, the range of program activities examined,
the sites examined, and so forth. This section also includes
a rationale for choosing the data sources listed.

5. Results of implementation backup measures and discussions of
program implementation. This section can do one of two
thingse:

a. Describe the extent to which the program as implemented
fit the one that was planned or prescribed by a plan,

theory, or teaching model

b. Describe implementatior independent of underlyirg intent.
This description, usually gathered'usiég a naturalistic
method, reflecis a decisions that the evaluator describe
what she discovered rather than compare program events
with underlying points of view,

In either case, this section deescribes what has been found,
noting variations in the program across sites or time.

6. Interpretation of results, commendations, and suggestions for

further program development or evaluatiou. 4

Q 25J




Appendix, Page 3

Report Section 1. Summary
The summary 1s a brief overview of the report, explaining why
& description of implementation has been undertaken and
listing the major conclusions and recommendations to be found
in Section 6. Since the summary is designed for people wno
are too busy to read the full report, it should be limited to
one or two pages, maximum. Although the summary i1s placed

first in the report, it is the last section to be written.

Report Section 2. Background and Context of the Program
This section sets the program in context. It describes how
the program was initiated, what 1t was szupposed to dc, and
the resources available. The amount of information presented‘
will depend upon the audiences for vhom the report has been
prepared. If the audience has no know’edge of the program,
the program must be fully described. If, on the other hand,
the implementation report is mainly intended for internal use
and its readers are likely to be familiar with the progranm,
this section can be brief and vet down information "for the

s
record." Regardless of the audience, if your ;éport will be
written, 1t might become the only lasting record of the
program's implementation. In this case, the context section
should contain considerable data.

If your program's setting includes many different schools or

districts, it  may not be practical to cover every evaluation
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issue separately for each school or program site. Instead,
for each issue indicate similarities and differences among
schools or sites or the range represented or the most typical

pattern that occirred.

Report Section 3. General Description of the
Critical Features of the Program as Planned--
Materials and Activities




