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MEMORANDUM ™S v =

DATE: OCT 2 '985

TO: State Directors of Correctional Education

FROM: Dr. Dianne Carter
U.S. Department of Education

SUBJECT: Materials on the Office of Educational Research
and Improvement, the 1% Set-Aside and the video
program “Computers Behind Bars"

Enclosed you will find several materials that I hope you will find of
assistance. The "Computers Behind Bars" is a program that was taped by
the University of Washington staff in relation to their computer training
project awarded by NIC last year. While attending the training last year
many of you expressed interest in the video tape. You will note that
prices are reduced for orders placed before October 31, 1986,

Also included is "A Guide to Services And Resources In The Office of
Educational Research and Improvement." This document's dissemination was
delayed due to the approval process. This delay unfortunately impacts on
the addresses and phone numbers referred to in the text because the office
reorganized and moved during the interim. However, the programs remain
constant. If you wish to contact a program or person please use the
Department locator number (202) 245-3192.

And finally, included is a document entitled "The Carl D. Perkins
Vocational Education Act: An Overview of State Plans For Criminal
Offenders." Lin Ballard, a student Intern from George Washington
University completed it as part of her assigmment in my office. She
specifically examined the 1% set aside as reported by the states in their
state plans. It is expected that the information available next year will
be even more complete since the state reporting requirements will be
modified and request more specific data.

I hope that you find these documents of value. The next major document
from our office will address the programs and services from the Office of
Special Education and Rehabilitative Services.
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INTRODUCTION

This document was originally prepared as a resource for those
individuals involved in the planning and implementation of eval-
uation activities related to N and D programs. Region I Techni-
cal Assistance Center, in conjunction with the other Chaper 1
Regional Centers, developed this handbook.

Each office in the Depar.ment of Education has a subcommittee on
Correctional Education. The purpose of these subcommittees is
to work with program staff on concerns and issues of a specific
nature to each office and to promote communication, support and
delivery of educational services in corrections. One of the
activities of the subcommittee is to prepare documents describ-
ing the programs and services within each office. It was.felt
that such a document would be a valuable resource for correc-
tional education programs.

Sincere thanks is extended to Dr. Lawrence Davenport, Assistant

Secretary of Elementary and Secondary Education, for his support
and promotion of his office staffs' involvement in Correctional

Education. Mr. James Evans, Special Assistant, should be recog-
nized for his leadership role as chair of the OESE subcommittee.
Specific acknowledgment is also extended to Ms. Delores Hartman
who works in this program area and who submitted this document

for publication and dissemination.

Additional inquiries may be addressed to:

Ms. Delores Hartman
Chapter I, Western Branch
ROB-3, Room 5114

7th and D Streets, S.W.
Washington, D.C. 20202

(202) 245-2214

We hope that you find this document of value. For information
on other available documents or on the Corrections Education
Program in the U.S. Department of Education, please contact:

Dr. Dianne Carter

Office of the Assistant Secretary, OVAE
U.S. Department of Education

Reporters Building, Room 627

400 Maryland Avenue, S.W.

Washington, D.C. 20202

(202) 732-2265
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FOREWORD

This handbook, The Evaluator's Reference for Chapter 1
Neglected or Delinquent Youth Programs, has been developed
as a resource for those individuals involved in the planning
and implementation of evaluation activities related to N or
D programs. The evaluation process can often be a confusing
one, resulting in information that is not of particutlar use
or value to those involved in the day-to-day program
activities. This may be even more true for Chapter 1 N or D
programs. It is hoped that this handbook will assist the
user in planning and conducting evaluations which are
feasible and which will provide useful information for
program improvement and reporting purposes.

As most people are aware, there has been an intensive
movement over the past eight years to improve the quality of
evaluation data being reported to Federal and state educa-
tion agencies, to improve evaluation practices at the state
and local level, and to increase the utilization of evalua-
tion information in the improvement of educational programs.
ESEA Title I has been the vanguard of this movement through.
its efforts to establish the Title I Evaluation and Report-
ing System (TIERS), to encourage Title I programs to follow
technically sound guidelines for implementing evaluation
models, and to establish regional Technical Assistance
Centers to provide free consultative expertise in evaluation
to state and local education agencies. While the majority
of emphasis was placed on TIERS and evaluation models
suitable for Title I programs in mathematics, reading and
language arts in grades 2-12, the Department of Education
did initiate studies designed to explore whether comparable
evaluation models could be developed for Title I Migrant
Education, tEarly Childhood, Non-Instructional and Neglected
or Delinquent Programs.

When it became clear that, at least in the case of Title I
Neglected .or Delinquent Programs, it was not going to be
practical or reasonable to develop strict program evaluation
models and that in most cases the existing Title I models
were not suitable, the Department of Education asked the
Region I Title 1 Technical Assistance Center to lead an
effort to develop an evaluation guide or reference for N or
D evaluation practices.

The Region I TAC called on assistance from other Title I
Technical Assistance Centers across the country who had
experience assisting N or D programs, had special expertise
in testing or instrumentation or had worked extensively in
the area of evaluating program implementation.




This hatdbook, The Evaluator's Reference for Chapter
Neglected or Delinquent Youth Programs is a product of th
e?éorts of staff from the:

Region I - TAC (RMC Research and the University
of Rhode Isliand)
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Region Il - TAC (Educational Testing Service in
Princeton, NJ)

Region III - TAC (NTS Raleigh-Durham, NC)

Region IV - TAC (Educational Testing Service in

Atlanta, GA)

Region V - TAC (Educational Testing Service in
.Evanston, IL)

Region VIII, IX, X - TAC (Northwest Regional Educational
Lab in Portland, OR)

During a meeting in Washington, D.C. in the late spring of
1982, attended by representatives from the U. S. Department
of Education, the Title I TACs and state and local Title I N
or D program evaluators and directors, a draft outline for
the handbook was developed. From the discussions during
this meeting several key points became apparent regarding
the handbook and N or D evaluation:

e No model(s) or reporting system would be devel-
oped or suggested for N or D program evaluation
at this time,

e The unique characteristics of N or D programs
and clients made the use of TIERS and existing
Title I models inappropriate in most cases.

e Any support document such as this handbook
should present sections that address issues
related to program implementation and improve- .
ment, as well as the reporting of student
outcomes and test scores.

¢ There should be some 1logical flow to the
handbook that would allow a person inexperi-
enced in evaluation an opportunity to address
simple, basic issues related to the evaluation
of their N or D program and, with assistance
from a TAC or other sources, conduct a reason-
able program evaluation that would meet their
needs and resources.

i




e Finally, the handbook would be only the first
step in helping Chapter 1 N or D programs
improve their evaluation practices. In order
for this handbook to have maximum effect it
would have to be supported by assistance from
other resources that would expand on the areas
introduced by the handbook.

It is not expected that a user will read through this
handbook from cover to cover at one time. Rather, the
handbook has been organized so that the user can go
directly to any topic of interest (e.g., developing
evaluation questions, instrumentation). However, the
user can also choose to start at the beginning and
systematically develop an N or D program evaluation with
little external assistance.

Th
wh

1.

is handbook is organized into eight sections, each of

ich is briefly described as follows.

PROGRAM EVALUATION: AN OVERVIEW

This section discusses the many different purposes for
conducting a program evaluation. The intended purpose
shapes_the entire evaluation, so it must be clarified
before undertaking any activities. A wide variety of

evaluation purposes is discussed, ranging from accounta-
bility to determining staff effectiveness.

DESCRIBING THE PROGRAM

This section has been included to help the user develop

a complete program description, which can then be used
for fulfilling information needs, for planning activi-
ties, and for developing evaluation plans. Rather than
present a model description, a difficult task because of
the variety across N or D programs, 16 possible elements
of a description are presented. These program elements,
as will be seen, are then used in conjunction with the

identified evaluation purpose to plan the actual
evaluation, '
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DETERMINING THE FOCUS OF EVALUATION ACTIVITIES

This section describes how the user can narrow the
evaluation activities first by identifying program
elements which are of importance and then by developing
specific evaluation questions about the key elements.
Because most programs will not have the financial
resources and staff time to evaluate everything, it is
necessary to determine where to place resources in order
to obtain the most useful information for program change
and improvement. .

STRATEGIES AND TECHNIQUES FOR PROGRAM EVALUATION

This section presents a variety of strategies and
techniques which can be used to collect evaluation
information. Rather than recommend one approach, it is
left up to the users to decide which techniques are
compatible with their N or D program characteristics,
the resources available for the evaluation activities,
and the wuser's preferences toward quantitative or
qualitative approaches. Norm- and criterion-referenced
testing approaches are discussed, along with alternative
data collection techniques, including observations,
questionnaires, interviews, and the use of existing
records.

INSTRUMENTATION

This section provides information that will aid the user
in selecting the appropriate instrumentation. An
annotated bibliography presents pertinent information
and characteristics of various norm- and criterion-
referenced tests, affective measures, item banks and
other measures which might be appropriate for N or D
evaluation activities. Because the bibliography had to
be limited in length, a list of additional references to
aid in the identification of instrumentation has also
been included. :

RECORDKEEPING FOR PROGRAM EVALUATION AND MANAGEMENT

This section deals with recordkeeping as a critical
aspect of the overall evaluation and management of a
program. The various types of records and how they can
contribute to student management, to short- and long-
range planning, and to evaluation and administrative
reporting requirements are covered,

I VI




7. REQUIREMENTS AND RECOMMENDATIONS FOR EVALUATING CHAP-
TER 1 N OR D PROGRAMS

This section has primarily been included as a place for
the user to insert specific regulations and other
frequently referenced information. In this way, all of
the documentation and information of relevance will be
in one easily accessible location. Additionally, an
outline of recommended information which might be
collected by each program for overall summary purposes
is included. .

8. RESOURCES FOR N OR D PROGRAMS

This section presents some additional resources which
are ‘available to project personnel, The Technical
Assistance Center services, including on-site visits,
local workshops, telephone consultations, packaged
materials, and the Clearinghouse are discussed. The
user is also briefly introduced to the National Dif-
fusion Network.

Most of the previously described sections in the handbook
also include a variety of appendices. These appendices are
typically forms, checklists, steps to be followed or more
detailed descriptions of a topic which was introduced in the
section. For example, the appendices after Section 5,
Instrumentation, include a criterion-referenced test rating
scale. Another appendix in this same section summarizes
guidelines which help determine when to test out-of-level.
These appendices should be duplicated and used as needed.

We hope that this handbook will be a valuable resource for
individuals involved in the evaluation of Chapter 1 N or D
programs. As new materials become available or existing
items change, we will be distributing the upgraded contents.
In the meantime, should you have questions or comments about
this handbook, please contact your regional Technical
Assistance Center,

Everett Barnes, Jr.
Director

Region 1, Chapter 1
Technical Assistance Center
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1. PROGRAM EVALUATION: AN OVERVIEW

PURPOSES OF EVALUATION

Before undertaking the evaluation of a program, one should
have a clearly defined purpose in mind. Different purposes
suggest different evaluation questions, designs and tech-
niques., The purpose selected really shapes the evaluation
and greatly influences the types and uses of evaluation
results. In general terms, evaluation can serve to comply
with requirements, to find out more about how a program is
operating, or to identify effective practices and to improve
less effective ones.

Within those broad general categories of intent, there are
more specific purposes which might serve as focuses for the
evaluation of programs for Neglected or Delinquent youth.
Examples of those purposes are:

o Accountability and reporting.

¢ Determining how best to match services with
individual student needs.

e Determining the degree to which a program has
been implemented.

¢ Assessing short-term effects of programs.
e Assessing long-term effects of programs.

¢ Identification and description of effective
practices.

¢ Identification of relationships among services
and program components,

¢ Examining management and staff effectiveness.

It should be noted that purposes will often overlap and that
one evaluation may result in information for more than one
purpose., -
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While not exhaustive, the previous list may help to define
the purpose or purposes of an evaluation for a particular
program. Each purpose is briefly described as follows,
along with some reasons why it might be selected as a focus
for evaluation activities.

It is probably not realistic to evaluate all aspects of a
program at the same time. By focusing attention on a spe-
cific purpose and on one or two aspects or components of a
program, an evaluation is more likely to yield useful
information. Once an evaluation purpose has been defined
and aspects or components of interest have been selected,
the next step is the formulation of specific questions which
the results of the evaluation should answer. The develop-
ment of evaluation questions, along with sample questions,
is discussed in Section 3.

Accountability and Reporting

It is often necessary to evaluate some aspects of a program
to ensure that the program is in compliance with the re-
quirements or expectations of a governing board or funding
agency. Usually, the requirements of agencies are based on
law and regulations, and frequently the results of such an
evaluation must be reported in a specific form on a regular
basis.

If accountability and reporting are the primary purposes for
evaluating a program, it will probably be necessary to focus
the evaluation on determining whether the information needs
of the boards or agencies which receive results are being
met. Specific reporting requirements will dictate minimum
evaluation activities. This type of evaluation usually
relies heavily on accurate and complete records. See Sec-
tion 6 for information on recordkeeping.

Determining How Best to Match Services with Individual Stu-

dent Needs

Most programs are designed to meet some specific range of
student needs. Tailoring program activities to such student
needs is a complex, ongoing task. As student populations and
needs change, program activities must also change.

One purpose of an evaluation might be to examine or re-
examine the range of needs being addressed by the program
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in light of the needs present in various segments of the
student population. Also important for study would be ways
in which student needs are identified and how well existing
program activities and materials are meeting those needs.
This type of evaluation activity might be undertaken if
there is concern about instructional effectiveness, the
level of student satisfaction, or long-term effectiveness of
the program.

Determining the Degree to Which a Program Has Been

Impiemented

It is not uncommon to find that a program is operating quite
differently from the way it was intended to operate. One
purpose of an evaluation, therefore, might be to examine how
many key elements of the program are actually in place. If
an evaluation of the short- or long-term effects of a
program is planned, the program's level of implementation
should also be evaluated. The results of an evaluation of
effects will only be meaningful if there is some assurance
that the intended program is in place. An evaluation of
program implementation is especially important when new
programs are undertaken or new staff are added to the
program.

Assessing Short-Term Effects of Programs

Typically an evaluation of short-term effects focuses on
changes in students during the course of the program. Such
changes may be in cognitive or in other skill areas.
Change is generally compared to pre-program behavior or to
the behavior of students who are not in the program. This
type of evaluation activity can help to point to general
program strengths and weaknesses and is often used for
accountability purposes,

Assessing Long-Term Effects of Programs

Sometimes the effects of a program are most clearly seen
after a student 1leaves the program. Often much can be
learned about a program by examining the experiences of
former participants. Programs can also benefit from viewing
their effectiveness across several years' operation. When
post-program behavior or several years of a program are
being studied, the focus of the evaluation is said to be on
long-term effects. This type of evaluation activity might be
considered when the effects of the program are intended to
appear in later job or training performance.

1-3




Identification and Description of Effective Practices

Some methods are bound to be more effective than others. An
evaluation of short-term or long-term program effects may
point to an area of effectiveness which requires further
investigation, That investigation could include a review of
key program elements and a determination of which elements
contribute most to overall program effects.

Evaluating the impact of different techniques and practices
on various types of students can produce information which
will greatly enhance the effectiveness of a program. It is
also important that the dissemination of successful methods
be considered, along with use of information from others'
experiences,

Identification of Relationships Among Services and Program

Components

Often programs are designed and implemented without adequate
consideration of how they might be integrated with existing
programs. One worthwhile focus for an evaluation might be to
examine the interrelationships among programs or program
components in order to identify areas of overlap, to redis-
tribute resources, to prevent trapping students in competing
or conflicting situations, or to best match programs with
students' needs. This type of evaluation activity should be
considered if there is confusion about the functions of some
components, if key elements are the same across several
programs, or if there is difficulty in matching students'
needs to programs.

Examining Management and Staff Effectiveness

The effectiveness of a program can sometimes be improved by
making better use of staff, enhancing individuals' skills,
improving staff communication and morale, or altering
management practices. Focusing evaluation activities on this
area suggests the assessment of staff strengths and needs
and also the assessment of the short-term effects of
specific management practices that have been instituted.
This type of evaluation activity should be considered when
there is friction among staff either in or between programs,
when there is difficulty in the impiementation of programs,
or when personnel changes are frequent.




SITUATIONAL CONSTRAINTS

There are many situations peculiar to an N or D setting
which 1imit the procedures that can be used to evaluate
educational programs. It is important to be aware of such
situational constraints when planning the evaluation.
Although adaptations may be required to help reduce the
effect of any constraints, good evaluation procedures can
still be practiced in N or D settings. Furthermore, taking
existing constraints into consideration before establishing
the evaluation procedures will help ensure that the evalua-
tion results are meaningful.

In general, constraints include those situations, regula-
tions or characteristics which nothing can be done about;
plans have to be made around constraints. There are, for
example, some characteristics of N or D institutions that
severely hamper the <implementation and evaluation of
programs within that setting. There are also problems that
can reduce the effectiveness of instruction in the N or D
setting. Finally, there is always a variety of miscellan-
eous constraints which can directly impede any evaluation
process. But as long as the existence of certain con-
straints is known, the evaluation can be planned to reduce
their effect. The remainder of this section deals with some
constraints which are common to many N or D programs.

Transient Student Populations

Perhaps the most severe limitation to evaluation is the
transient nature of the student population. Turnover in N
or D settings is often high, resulting in a short duration
of instruction. For a variety of reasons, a student's stay
in the program may be reduced to a minimum. Before students
enter the actual program, they often go through a reception
center for observation and testing. Then, once assigned to
a program, students may go through an orientation program to
familiarize themselves to their new roles and situation.
This process further reduces tho time a student will spend
in the actual program. While the average length of stay
varies among settings and from state to state, a national
study of N or D programs found that the average student
received four months of instruction. Some states, however,
have average lengths of stay as short as 2.9 months.,

The problem of turnover is compounded by students entering

or leaving the program on the basis of institutional needs
rather than on educational needs or progress. Often, the
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instructor has little or no notice that a student is about
to enter or leave the program. These types of constraints
clearly affect evaluation activities. For example, it
becomes more difficult in such situations to implement
evaluation activities which require pretest and posttest
scores for all students.

Institutional Requirements

Education often has a low priority within N or D programs.
Because of this low priority, students often miss class. The
students may be needed for work details or may be locked up
for disciplinary reasons. In addition, security measures
within the institution can interfere with both instruction
and evaluation., Evaluation activities must be planned to
take into account any specific institutional restrictions,.

Class Time

Compounding the problem of a short time spent 1in the
program, two other problems further reduce instructional
time: absenteeism and less than full use of class time.
Absenteeism may occur for many reasons, such as student
illness, disciplinary measures, institutional requirements,
or rehabilitation (such as visits to the rehabilitation
worker). Less than full use of class time may also occur if
the instructor is absent and class is cancelled because a
substitute is not available -- or a substitute may be
present, but without adequate lesson plans, resulting in
misused time.

Even with the students and instructors present, class time
is often consumed by non-instructional activities. For
example, one national study found that 37 percent of class
time in N or D institutions was spent on non-instructional
activities. The evaluation must be planned to take these
constraints into consideration., The use of class time may
even become the focus of the evaluation (see the discussion
of time-on-task in Section 4).

Achievement Levels

Another set of problems can result when the students are
functioning far below their age expectancy. N or D students
often have a history of failure, thus student motivation
tends to be low. Since there is a lack of high interest-low
ability materials to teach basic education skills, the
students often use materials. developed for younger students.,
This lack of appropriate materials can, in turn, have a
negative effect on student progress.
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Testing Conditions

Testing conditions may be less than ideatl, especially if
tests are given during the first few weeks the student is in
the institution. Testing may take place in a diagnostic
center where the student has already been given a series of
other tests. Also, the student is probably not in the best
frame of mind at this time -- a factor which may further
contribute to an inaccurate measure of ability. In addi-
tion, it has been-noted that some students, familiar with
the system, will suppress their test scores so that they
will be placed in special programs or so that they can more
easily show educational progress. .

Appropriate Measurement Instruments

Most of the tests being used for evaluation of programs in N
or D settings were designed for use with average students in
non-institutional settings. Test norms oftenido not extend
to adolescents who are functioning at lower educational
levels., There are, however, alternatives to using commonly
available standardized tests. There are also some instru-
ments available which measure progress in adult basic
education curricula., (For more information on assessment
instruments, see Section 5.)

Another constraint in regard to testing is that standardized
tests are frequently developed to measure progress from fall
to spring. Many tests sample broad bands of achievement and
are not sensitive enough to measure progress in the brief
periods of time N 6r D students participate in some pro-
grams. Furthermore, the test norms have been developed for
specific times during the year; for test scores to be
meaningful, the N or D student must usually take the test
during the same period. Any variations can affect the
evaluation results.

Procedures for Tracking Students

Students' previous school records can be difficult to
obtain, if they are accessible at all. Often the students
have been out of school for quite a while and so have no
records. The time it takes to track down any records is
also a problem for the many students who stay in the program
for a short time. Post-release information necessary to
evaluate the long-term effectiveness of programs is equally
hard to obtain., Parole officers are often the best equipped
to gather follow-up information about students who have left
the program, but large caseloads may prevent them from doing
SO.
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Appropriate Models for Evaluation

Clearly an overriding problem is the lack of evaluation
models that take into account the various constraints
discussed. For that reason, the evaluation of N or D
programs requires more flexibility in selecting and imple-
menting evaluation techniques. The remaining sections of
this handbook are designed to suggest some possibie evalua-
tion alternatives., Since there are no easily applicable
evaluation models available, procsdures which can be used
for the evaluation of programs in spite of the possible
constraints in N or D settings will be discussed.
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2. DESCRIBING THE PROGRAM

THE RELEVANCE OF A COMPLETE PROGRAM DESCRIPTION

Developing a complete and accurate description of an opera-
ting program is not a simple task. It requires an unbiased
view, careful attention to detail and an understanding of
the role each part of the program plays within the whole
system. It is not surprising then that few educational
programs have routinely developed program descriptions which
extend beyond an abstract or a list of program elements.

A complete program description is useful in several ways.
First, it is a vehicle for clear communication about the
program both externally and internally. A description serves
the information needs of funding and governing agencies or
boards; accountability begins with a common understanding of
the intentions of program designers. In a similar way, a
complete program description can serve internal staff
communication needs as well. A written guide to the program
answers questions of new and old staff in a definite manner
that can be supplemented with, but not replaced by, the
collective oral history of staff members. Potential prob-
lems are prevented by the existence of clear procedures.
Decision-making about new issues is facilitated when all
parties can make reference to common information. The
potential for developing creative solutions-to problems is
increased when staff members can spend less time and energy
reinventing policies and procedures as they are implementing
the program.

Second, complete program descriptions are invaluable in the
planning process. Certainly, if a new program is being
undertaken, clear descriptions of all major elements will
facilitate implementation. Intelligent planning for re-
source allocation with expanding or contracting budgets
demands accurate descriptions of program intentions and an
understanding of how all elements function. Coordination
across different programs serving Neglected or Delinquent
students is one of the more difficult tasks faced by program
managers. Locating and eliminating areas in which programs
overlap and identifying gaps in services requires detailed
descriptions of program services and functions,

Finally, a complete program description is the basis for the

development of evaluation plans which yield useful results,.
The development of evaluation questions (see Section 3) is

2-1




grounded in a knowledge of the intentions and operation of
program elements. Further, a thorough description of
program elements is necessary to frame realistic recommenda-
tions for program modification based on the results of
evaluations.

THE SIXTEEN PROGRAM ELEMENTS

It is clear then that a good program description will serve
a variety of important functions. Because N or D programs
vary greatly, it is not possible to develop a model descrip-
tion that would be applicable to most programs. Instead,
this section includes guidelines for developing descriptions
of sixteen major program elements which would be common to
many projects. Each element is discussed and the components
of a description are listed.

It is unlikely that any one program description would
include a lengthy narrative about each element. The
previous discussion of purposes suggests that one might
develop a description of an element if any of these condi-
tions were true:

¢ An evaluation focusing on certain program areas
is being planned-(e.g., a study of time spent
on instructional areas).

¢ There is concern or confusion about an element
(e.g., no one is sure about student selection
procedures).

e Changes in an element have been suggested or
are planned (e.g., a new testing procedure is
to be inaugurated).

e Major staff or administration changes are about
to occur,

¢ OQutside support is being sought for a program,

Another option is to build a complete program description
over time, selecting a few elements to describe thoroughly
during each program year. This can be done by first using
the Program Element Checklist (Appendix 2-A) to review
current program descriptions for completeness. On the basis
of the results of the checklist, additional program element
descriptions can be developed where needed.
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1. Administration

Administrative activities include those policies, procedures
and routines that are required to operate programs and
services effectively. It is important to specify adminis-
trative activities so that expectations are clearly known to
all staff and coordination among program elements is
possible, Clarity of expectations and coordination ensure
smooth program operations. A description of administration
includes:

¢ procedures for supervision and evaluation of
staff .

8 procedures for ensuring effective communication
of information to staff and to others (funding
agency, other services, etc.)

¢ hierarchy of reporting relationships

e budget authorization policies

e staff recruitment and hiring practices

e policies for grievance and conflict resolution
related to students and staff

¢ long-range and short-range planning procedures

e establishing a documentation system that sup-
ports compliance with regulations

e procedures which ensure the health and safety
of staff and students -

e procedures for obtaining and upgrading staff
benefits

¢ administrative roles and responsibilities

2. Staffing

The element of staffing encompasses four areas: (1)
staffing patterns, which includes job categories and
student-staff ratios; (2) responsibilities for each job
category; (3) staff background and qualifications; and (4)
staff development. The delivery of any program depends in
large part on the quality of staff; quality can be enhanced
by providing sufficient numbers of staff, selecting those
with appropriate experience and backgrounds, providing
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adéquate support services and carefully matching backgrounds
with tasks required. A description of staffing patterns
includes:

¢ types of job categories (e.g., instructor,
aides, counselor, coordinator)

e numbers of full and part-time staff employed in
each category

¢ overall student-staff ratios
¢ specific program student-staff ratios (e.g.,
vocational training, basic skills)

A description of responsibilities for job <categories
includes minimum expectations for performance related to:

e instructional, administrative, and non-
instructional duties
e recordkeeping, evaluation and reporting

e maintenance and upgrading of professional
skills :

¢ student management tasks
¢ special committee assignments (e.g., providing

input for hiring and review of other staff)

A description of staff background and qualifications
includes:

¢ a summary of experiential and academic prep-
aration of staff members by job category

e unique requirements of job responsibilities and
how staff characteristics match those require-
ments '

e a summary of special interests and abilities

A description of staff development includes:
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¢ the process by which staff'training needs are
identified

¢ in-service activities planned to meet those
needs

e evaluation procedures for in-service activities

e examples of training needs which have been
identified

o examples of the types of in-service activities
which are conducted

3. Budget

A budget description includes the dollar amounts to be
expended for specific program purposes. Detailed budget
descriptions provide both the proof that resources have been
allocated to match major goals of the program and the
guidance required to make choices among competing expendi-
ture alternatives. Include in a budget description:

¢ the costs projected by 1line-item category
(e.g., equipment, salaries for instruction,
instructional supplies)

e the costs projected by general purpose (e.g.,
academic activities, vocational training,
counseling program)

¢ a projection of costs per student

® a description of costs which are one-time
expenditures (e.g., program start-up costs,
facilities)

e authorization to spend policies

¢ a description of budget planning procedures

e internal fiscal accounting procedures

e fiscal reporting schedule




4, Student Referral Process

Student referral is the process by which students who are
potentially eligible for a program are identified. A
well-defined referral process ensures that those students
most in need and whose needs are most in accord with the
program become the eligible candidates for the next steps in
the process. A well-defined process produces better
referrals than a casual system. It also ensures that
students who may not seem appropriate for the program under
consideration are referred to another service or program. A
description of the student referral process includes:

o designation of who refers students (staff
members or outside agencies such as other
institutions, the courts)

¢ the means by which referring individuals
receive sufficient information about the
program upon which to base a referral (e.g.,
written or oral program descriptions, memos,
individuals who are responsible for generating
referrals from others)

e approximate time schedule for receipt of refer-
rals

¢ content of the referral, including whatever
judgments or information must be provided by
referring individuals

e any forms used in the process

5. Student Selection Criteria

Student selection criteria are the formal standards by which
students are accepted into a program or service, [t is
important to remember that criteria do change as programs
and services develop; criteria should reflect needs assess-
ment findings and the programs designed to meet those needs.
A clear description of student selection criteria ensures
compliance with regulations and allows a determination of
whether standards are fair and appropriate. Well-defined
criteria ensure that students in the program are those whose
needs are most in accord with the program. A complete
description of the student selection criteria includes:
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¢ a description of the relevant characteristics
of the target audience as determined by needs
assessments (e.g., achievement and demographic
information)

¢ the process by which a pool of eligible stu-
dents is identified

¢ the procedure by which the most educationally
needy within that pool are rank-ordered

¢ the selection indicator(s) used in the above
procedure (e.g., tests, instructor referral,
self-referral)

e means of obtaining information for indicator(s)

o the way in which indicators are combined to
identify each student's degree of need (com-
posite, multiple cut-offs, single criteria)

¢ the actual cut-off scores used (e.g., 25th
percentile, 65 out of 100 points on a composite
score, or three of five indicators of need show
eligibility)

e waiting list policy for filling open slots

e exit criteria which specify expectations of
success or mastery

6. Institutional Goals

Institutional goals are statements which describe the
desired outcomes obtainable by the program as a whole. These
goals may encompass a wide variety of areas, such as:
upgrading or adding new facilities; restructuring the
program to meet projected changes in student needs; estab-
lishing new funding sources; or strengthening positive
community attitudes toward the program. Institutional goals
are typically more long-term in nature and may require the
involvement of a variety of program personnel. A description
of institutional goals should include statements specifying:

¢ the goal and how reaching it will enhance the
program

¢ a timeline for attaining each goal, including
the various tasks to be performed
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® who is responsible for coordinating the activi-
ties required to reach each goal

o an identification of other personnel who will
be involved in the activities

e a way to evaluate whether the goal has actually
been reached

7. Student and Staff Goals

Student and staff goals are broad statements of the outcomes
obtainable by students and staff through planned activities.
Each goal may include a variety of cognitive or skill
outcomes and may be either short-term or long-term in
nature, Typically, one goal will encompass a group of
measurable objectives. All or only some of the goals may be
attained depending upon interests, abilities and time
available. A description of goals should include statements
specifying:

e goals categorized by target audience

¢ who is responsible for developing new goals and
revising existing ones

e where written copies of all goals are filed

® how goals are used to plan instructional objec-
tives, activities, and purchase of commercial
materials

¢ how goals are used to develop individual stu-
dent plans

¢ who receives copies of goals and how this
information 1is wused by recipients (i.e.,
potential employers, counselors)

¢ how goals are used in initial test selection
activities

o how goals are used to monitor overall student
progress

o how goals are used to monitor staff development

e how goals are used in evaluation activities
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8. Student and Staff Objectives

Student and staff objectives are measurable statements of
the outcomes obtainable through planned activities. As with
goals, objectives may be cognitive or in other skill areas.
The mastery of one or more objectives should Tlead to
attainment of specific goals. Objectives may cover a fairly
broad range of outcomes or may focus on a single, rather
narrow outcome.

Objectives should always be stated in measurable terms and
include the following three parts: (1) the conditions -- a
statement which describes the circumstances under which the
outcome will be demonstrated; (2) the performance =-- a
statement which includes one or more measurable verbs which
describe the outcome; and, (3) the criterion -- a statement
which specifies the minimum acceptable standard which must
be reached in order to demonstrate mastery of the objective.
A description of objectives should include statements
specifying:

e objectives categorized by target audience and
goals

e who is responsible for developing new objec-
tives and revising existing ones

¢ where written copies of all objectives are
filed '

e how objectives are used to develop, revise, or
adapt activities

e how objectives are used to organize the content
and sequence of a program or course

¢ how objectives are used to develop individual
student plans

¢ who receives copies of objectives and how this
information 1is wused by recipients (i.e.,
potential employers, counselors, follow-up
educational program personnel)

¢ how objectives are used to develop or select
tests

¢ how objectives are used to monitor student
progress

o how objectives are used to coordinate activi-
ties among courses within the institution
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¢ how objectives are used to coordinate activi-
ties with follow-up and work placement outside
of the institution

¢ how objectives are used in evaluation activ-
ities

9. Developing Individual Student Plans

Developing individual student plans involves the identifi-
cation of goals and objectives most suitable to meet each
student's needs and then selecting or developing activities
which will ultimately help the student reach the desired
outcomes. A variety of information can contribute to the
development of a plan, including diagnostic tests, achieve-
ment tests, interest surveys, affective surveys, counseling
sessions, background information, learning style preference
surveys, and discussions with the student. Descriptions of
individual student plans should specify:

¢ standard format for each plan

e where plans are stored and how confidentiality
is ensured

¢ who is responsible for obtaining information to
be used in the plan

¢ how and where various types of information are
obtained

o when plans will be developed and updated

¢ how plans are revised in response to un-
scheduled occurrences (such as a student not
progressing or the availability of new in-
formation)

¢ how plans are revised in response to planned
growth and development (such as goals being
met)

¢ who is involved in the development of a plan

(e.g., past instructors, present instructors,
counselors, parents, guardian§, the student)

10. Instructional Activities

Instructional activities include all of the planned learning
experiences, media, and hardware used to teach objectives.
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Within any setting, there should be a variety of deliberate-
ly planned activities -- group discussion, simulations,
print materials, filmstrips and more -- each of which has as
its purpose to teach the student a specific topic, skill, or
attitude. Instructional activities may dinclude those
developed by an instructor, commercial materials or a
combination of items.

Ideally, instructional activities are organized around
specific objectives. Furthermore, in order to better meet
individual needs, there should be more than one approach
available to teach any one objective., For example, students
who have difficulty reading would benefit from instruction
that is not dependent upon reading skills; audiotapes or
high interest-low readability texts would be more effective
than standard textbooks. Or, since some students may
require more repetition and practice than others, instruc-
tional activities with additional practice exercises would
be of benefit.

Descriptions of instructional activities should be developed
for all aspects of a program, including academic, voca-

tional, and real world survival skills. These descriptions
should specify:

e activities <cross-referenced to goals and
objectives

e commercial and staff-developed programs in use

o how staff and students access materials

e preferred instructional approaches

¢ examples of activities

¢ how staff work together to develop, adapt, and
revise activities

e orientation of new staff to instructional
approaches

e predominant types of equipment available

o specific facilities employed

11. Coordination Among Courses in the Instructional Program

Coordination among courses in the instructional program is
necessary in order to provide a more cohesive and integrated
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sequence of instruction. Just as it is necessary to care-
fully and logically order goals and objectives within a
course, the same care must be taken across courses offered
within a program. Ensuring that this coordination is done
allows instructors to eliminate unnecessary overlap across
courses and at the same time to develop course sequences by
which students can move successfully from an entry level to
a more advanced course, while a brief review may be appro-
priate, a complete instructional sequence over previously
learned topics would be a non-effective use of both instruc-
tor and student time. On the other hand, if an advanced
course assumes that certain entry level skills have already
been taught, failure to teach those skills would mean that
the instructor of the more advanced course would have to
spend time providing instruction that should have been
taught elsewhere. ‘

Coordination across courses can also be used to increase
student motivation and progress. For example, students who
are very interested in their auto mechanics course may
perform better in a basic math course if the math skills are
taught in the context of mechanics. Similarly, reading
skills might develop faster and with less resistance if
taught through a driver's license manual or a repair manual.
However, this coordination will not always occur unless it
is deliberately planned; thus the plans for coordination
encourage communication and ultimately result in a more
successful experience for the students involved.

A description of the process for coordination among courses
should specify:
e the plan for ensuring this coordination

¢ who is responsible for organizing, monitoring,
and conducting coordination activities

¢ how individuals are identified for participa-
tion in cooqdination activities

¢ when coordination activities occur
° the process for updating and revising linkages

12, Coordination with Follow-up Education and Work Place-
ment »

Coordination with follow-up educaticn and work placement is
just as critical as coordination within the program.
Although it is realized that coordination with follow-up
placements is often not possible, it is desirable and so is
discussed in this section. Because the ultimate purpose
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of any program is student success at the next step, each
instructional plan should be developed with the next
placement in mind. The student will be more capable of
success at this next step if the instructor is aware of the
necessary entry-level capabilities. For example, if the
student will be placed in a public high school work-study
program, mastery of c¢ertain cognitive and affective skills
will be critical for success., If a student is entering a
vocational training program, a somewhat different set of
skills may be necessary. A student who will be going
directly into a job placement situation will have very
different needs.

The individuals responsible for administering the follow-up
education or work program will be able to identify specific
cognitive or other skill areas which are entry-level
capabilities for their particular program. For example, a
high school mathematics instructor will be best able to
identify the entry-level mathematics skills. The job
placement counselor will be more sensitive to behavior such
as correct dress and appropriate interview skills, The
parole officer will be able to identify specific skills
which will help the student adjust to new situations.
Coordinating and communicating with these types of people
will not only help ensure student success but will also make
them more willing to accept the students into their particu-
lar program; they will have a better understanding of the
students' capabilities.

A description of the process for coordination with follow-up
education and work placement should specify:
¢ the plan for wensuring this <coordination
¢ who is responsible within the institution for
organizing, monitoring, and conducting coordin-
ation activities
¢ how individuals within the institution are
identified for participation in coordination
activities
o the process for identifying the follow-up
education and work placement programs that
should be linked to internal programs

o the process for identifying and contacting
other outside support systems

e when coordination activities occur

e the process for updating and revising linkages
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13, Student Management Techniques

Student management techniques encompass the wide range of
methods used to encourage growth on the part of the student
.in cognitive and other skill areas. In addition to
providing the student with activities which teach specific
objectives, instructors typically employ management tech-
niques which motivate the student to learn. These tech-
niques range from non-verbal reinforcements such as a smile
to very formalized token rewards for prespecified behaviors.
Formal contracts, grades, and modeling are other examples of
management techniques. .

Ideally, the management techniques used should be matched to
the student; different individuals are motivated in differ-
ent ways. For example, a younger student may be encouraged
by a positive non-verbal gesture or positive verbal approval
from the instructor. In contrast, an older student with a
history of academic failure and poor interpersonal skills
may do better if a more concrete system of rewards, such as
accumulating points to buy free time, is implemented. A
variety of management techniques may need to be tried before
the most effective ones are identified. If possible, the
management techniques used for each student should be
consistent from instructor to instructor. Descriptions of
management techniques used should specify:

¢ how management techniques are designed for
students who are involved

o examples of techniques presently being used

¢ institution-wide standard practices

o schedule of periodic revieQ for effectiveness

of techniques

14, Non-Instructional Services

Non-instructional services include those program components
primarily designed to promote health, safety, and other
non-cognitive goals for students. Activities may or may not
be directly related to instruction. Types of services which
might be included are individual and group counseling,
follow-up work and education placements, preventive medical
and dental care, recreational and leisure time activities,
career placement, and family service activities.
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It is especially important to develop complete descriptions
of non-instructional services because their functions are
not Tikely to be well understood by students, institutional
staff not directly involved in the service, and those ex-
ternal to the institution, including funding agencies.
Descriptions will help to ensure that duplication of
services does not occur, that student referrals are appro-
priate, and that all students can take advantage of opportu-
nities available through institutions. A description of
each non-instructional service includes:

.

¢ goals and objectives or statements of purpose
o examples of activities and materials
e numbers and types of staff

 numbers and characteristics of students in-
volved

¢ recordkeeping procedures

e evaluation activities

15. Recordkeeping -

Recordkeeping procedures are a critical aspect of the
overall management of a program, especially in situations in
which students may enter or leave a program at variable
times during the year and in which students may come into
the program with a wide range of backgrounds, capabilities
and interests. Comprehensive records can actually be the
key to a variety of activities, including: the coordination
of individual and group progress through both the instruc-
tional and non-instructional activities in the program; the
conducting of short- and long-range planning activities to
develop a program most responsive to student needs; the
conducting of evaluation activities in order to determine
program effectiveness; and the meeting of administrative
reporting requirements.

Comprehensive records should include the following types of
information: individual student files; individual student
progress records; group progress records; a list of goals,
objectives and activities cross-referenced by target audi-
ence; an inventory of consumable and non-consumable re-
sources; a list of outside resources and types of services
offered; staff files; follow-up academic, vocational, and
job placement opportunity; student attendance records;
student selection procedures and documentation; results
of past surveys administered to staff or students; follow-
up data collected on students in academic, vocational and
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job placements; interview documentation with potential em-
ployers; results of past evaluation activities; state
reports; and all other information which may form a basis
for future planning or evaluation activities.

A description of recordkeeping procedures should include:

¢ an identification of the types of records
maintained and the dindividual(s) who are
responsible for collecting and updating the
necessary information

¢ an explanation of how the various records are
used by students, instructors, administrators
and other program or outside personnel

e samples of recordkeeping forms, where appro-
priate

16, Program Evaiuation

Program evaluation is the process of systematically gather-
ing information to determine the value or effectiveness of
program elements and services. Evaluation can serve a
variety of purposes. Section 1 of this document provides
examples of evaluation purposes (e.g., determining short-
term and long-term effects of projects, establishing the
degree to which projects have been implemented). Further,
evaluation activities can be of many different types (see
Section 4 for descriptions of evaluation techniques espe-
cially for N or D projects). Evaluations are typically
designed to answer a set of questions which are considered
important to staff -- questions which affect long- and
short-term program development and cperations. The evalu-
ation results should form the basis for improving programs
and services. A1l evaluation activities should always be
described before any evaluation activity actually begins.
The worth of evaluation is in its use. Maximum use of
information requires the systematic and careful collection
and examination of information as well as the involvement of
those who will be affected by the results. A good descrip-
tion of evaluation plans is essential so that the results
will be comprehensive, comprehensible, credible and useful.
A complete description of the evaluation of each program
includes:

¢ a statement of the purpose of evaluation
e key evaluation questions

¢ management of the evaluation

¢ evaluation design




Appendix 2-A
PROGRAM ELEMENT CHECKLIST

The first step in developing a complete program description
is to review, for completeness, the information currently
available in written form about each major program element,
The Program Element Checklist was designed to facilitate
this review process. The checklist is organized by the six-
teen major program elements which were discussed in Section
2. Each major element is further subdivided into specific
topics.

¢ To use the checklist, rate the current status
of documentation about the topic under consid-
eration. If a description exists and is both
adequate and accurate, place a check mark in
the column labeled YES.

o If the topic is either not described in written
form, or if existing descriptions are inade-
quate or inaccurate, place a check mark in the
column labeled NO.

e For any topics where a NO has been checked, use
the column labeled NOTES to indicate what needs
to be done in the way of additional documenta-
tion or modification in order for the descrip-
tion of the topic to be complete. Use the
NOTES column to also indicate what partial
information exists, if any, where further
information might be located, or who might be
involved in developing the description.

o If the topic is not a part of the program or is
not applicable in some way, place a check mark
in the column Tabeled NA.

Once the checklist has been completed, decisions can be made

about which elements should be further described by review-
ing the items checked NO.
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Appendix 2-A

Person Completing

Checklist |

Date

PROGRAM ELEMENT CHECKLIST

is adequate

YES - indicates that the written description
NO - indicates inadequacy, lack of clarity,
or lack of documentation

MA - indicates that this aspect of the element
is not relevant

ADMINISTRATION
Procedures for staff
supervision

Policies for staff
evaluation

Procedures for ensuring
effective communication
of information to staff
Procedures for ensuring
effective communication
of information to others
Hierarchy of reporting
relationships

Policies for budget
authorization
Procedures for staff
recruitment and hiring
Policies for grievance
and conflict resolution
for students

Policies for grievance
and conflict resolution
for staff

0. Procedures for long-range
planning

----------------

YES

NO
r- -
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ADMINISTRATION YES | NO | NA NOTES
11. Procedures for short-
range planning
12. Documentation system |
that supports compliance
with regulations
13. Procedures to ensure
health and safety of
staff
14. Procedures to ensure
health and safety of
students
15. Policies for obtaining
and upgrading staff
benefits
16. Administrative roles
and responsibilities
STAFFING YES INO | NA NOTES
1. Job categories
2. Numbers of full and part-
time staff employed in
each category
3. Overall student-staff -
ratios
4. Staff-student ratios by
specific programs
5. Instructional responsi-
bilities for each job
category
6. Administrative responsi-
bilities for each job
category
7. Non-instructional respon-
sibilities for each job
i category ]
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STAFFING
8. Recordkeeping responsi-
bilities for each job
category
9, Evaluation and reporting
responsibilities for
each job category
10, Procedures for maintain-
ing and upgrading of pro-
fessional skills for each
job category
11. Student management tasks
for each job category
12. Special committee assign-
ments for each job category
13, Experiential and academic
preparation of staff by
each job category
14. Unique requirements of job
responsibilities and how
staff characteristics
match those requirements
15, Special interests and abil-
ities of staff by each job
category
16. Procedures for identifying
staff training needs
17. In-service activities to
meet staff training needs
18. Procedures for evaluating
in-service training activ-
ities
19, Examples of training needs
which have been identified

PO, Examples of types of in-
service activities which
are conducted

YES

NO

NA

---------------

---------------

---------------

---------------

---------------

b - w m e e e e e e e e = e
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BUDGET

1. Costs projected by line-
item category

2. Costs projected by general
purpose

3. Projection of costs per
student

4, Description of costs which
.are one-time expenditures

5. Policies for authorizing
budget allocations

6. Procedures for planning
budgets

7. Procedures for internal
fiscal accounting

8. Schedule for fiscal re-

porting

YES

NO

e -

---------------

---------------

W e m @ w wm e w e wm e e W o

I wr we e e W ws me w e e e o

e mm wm e m um e W e = w ow owm o

e @ e W@ e w ww w W e w @ wm o=

STUDENT REFERRAL PROCESS

1. Individuals who refer
students

2. Procedures by which refer-
ring individuals receive
information about program
upon which to base a re-
ferral

3. Approximate time schedule
for receipt of referrals

4, Content of the referral

5. Forms which are used in

the referral process

e W W m e s e w e e o e

S I N . .

'STUDENT SELECTION CRITERIA
Relevant characteristics
of the target audience
as determined by needs
assassments

YES

NO

fe -

NA




STUDENT SELECTION CRITERIA
Procedures by which a
pool of eligible stu-
dents is identified

Procedures by which the
most educational needy
within that pool are rank-
ordered

Selection indicators used
in the procedures

Means of obtaining in-
formation for the indi-
cators

Way in which indicators
are combined to identify
each student's degree of
need

Policies for filling open
slots in the program from
the waiting list

Exit criteria which specify
expectations of success or
mastery

YES

NO

NA

---------------

---------------

--------------

--------------

---------------

INSTITUTIONAL GOALS

Goal and how reaching it
will enhance the program
Timeline for attaining
each goal, including var-
jous tasks to be performed
Individual responsible for
coordinating activities
required to reach each
goal

Other personnel who will
be involved in the activ-
ities

-----------------

YES

NO
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INSTITUTIONAL GOALS

5. Procedures for evaluating

- whether the goal has been
reached

YES

NO

NA

--------------

STUDENT AND STAFF GOALS

1. Goals categorized by tar-
get audience

Individual(s) responsible
for developing new goals
and revising existing ones
Where written copies of
all goals are filed
Procedures for using goals
to plan instructional ob-
jectives, activities, and
purchase of commercial
materials

Procedures for using goals
to develop individual stu-
dent plans

Individuals who receive
copies of goals and how
this information is used
by them

Procedures for using goals
in initial test selection
activities

Procedures
to monitor
progress
Procedures for using goals
to monitor staff develop-
ment

Procedures for using goals
in evaluation activities

for using goals
overall student

YES

NO
L. -

- e wm @ ®m m e W = wm m a = o

- m e w e o e w e W o e =

——————————————

- e W e W m W m e w w en  of
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STUDENT AND STAFF OBJECTIVES YES I NO I NA NOTES
1. Objectives categorized by t )
target audience and goals ‘
2. Individual(s) responsible
for developing new objec-

tives and revising exist-
ing ones

3. Where written copies of
all objectives are filed .

4, Procedures for using ob-
jectives to develop, re-
[ vise, or adapt activities

5. Procedures for using ob-
jectives to organize con-
tent and sequence of a
program or course

6. Procedures for using ob-
jectives to develop in-
dividual student plans

7. Individuals who receive
copies of objectives and
how this information is
used by them

8. Procedures for using ob-
jectives to develop or
select tests

9. Procedures for using ob-
jectives to monitor stu-
dent progress L

0. Procedures for using ob-
jectives to coordinate
activities among courses
within the institution

1. Procedures for using ob-
jectives to coordinate
activities with follow-up
and work placement out-
side of the institution

2. Procedures for using ob-
jectives in evaluation
activities
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DEVELOPING INDIVIDUAL
STUDENT PLANS
1. Standard format for each
plan
2. Where plans are stored
-and how confidentiality
is ensured
3. Individual responsible
for obtaining information
to be used in the plan
4, Procedures for obtaining
various types of informa-
tion and timeline for
doing so
5. Policies for when plans
will be developed and up-
dated

6. Procedures for revising
plans in response to un-
scheduled occurrences

7. Procedures for revising
plans in response to
planned growth and devel-
opment

8. Individual(s) involved in
the development of a plan

YES

NO

NA

——————————————

- e e w e wm e m om @ = w w =

———————————————

INSTRUCTIONAL ACTIVITIES

1. Activities cross-referenced
to goals and objectives

2. Commercial and staff-
developed programs in use

3. Procedures by which staff
and students obtain mate-
rials

4, Preferred instructional

approaches

-----------------

YES

- -

NO
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INSTRUCTIONAL ACTIVITIES YES | NO | NA NOTES
----------------- - wm b =k el e e e e e e @ w = e e w = o
5. Examples of activities
................. T I T L N T T
6. Procedures for how staff
work together to develop,
adapt, and revise activ-
ities
7. Procedures for orientation -
of new staff to instruc-
tional approaches .
----------------- [ T T . IR
8. Predominant types of
equipment available
9. Specific facilities em-
ployed
COORDINATION AMONG COURSES IN
THE INSTRUCTIONAL PROGRAM YES | NO | NA i NOTES
1. Procedures for ensuring
coordination J
2. Individual responsible for
organizing, monitoring,
and conducting coordina-
tion activities
S R S L S e I .
3. Process for identifying
individuals for partici- X
pation in coordination
activities
4. Schedule of coordination
activities
e W e W W W® e W @ W @ W =W =" @ W ﬂ---r‘-r- --------------
5. Process for updating and
revising linkages
COORDINATION WITH FOLLOW-UP
EDUCATION AND WORK PLACEMENT YES | NO { NA NOTES
l. Procedures for ensuring v
coordination J
S O e o i
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COORDINATION WITH FOLLOW-UP
EDUCATION AND WORK PLACEMENT
Individual responsible
within the institution
for organizing, monitor-
ing, and conducting co-
ordination activities
Process for identifying '
follow-up education and
work placement programs
that should be linked to
internal programs

Process for identifying
and contacting other out-
side support systems
Schedule of coordination
activities
Process for updating and
revising linkages

YES | NO

- . -

NA

---------------

fe w wm w W e w wm e @ o w wm e o=

---------------

STUDENT MANAGEMENT TECHNIQUES
‘Process by which manage-
ment techniques are de-
signed for students
Examples of techniques
presently being used
Institution-wide standard
practices

Schedule of periodic re-
view for effectiveness

of techniques

NO

---------------

- o e W wm e m w m w w m em e

pa e e @ m we w w w w w wm owm e

NON-INSTRUCTIONAL SERVICES
Goals and objectives or
statements of purpose
Examples of activities
! and materials

YES [ NO

- - -
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NON-INSTRUCTIONAL SERVICES
Numbers and types of staff
involved

Numbers and characteris-
tics of students involved
Procedures for maintain-

ing records on non-
instructional services
Procedures for evaluating
non-instructional services

YES

NO J NA
L -} -

---------------

----------------

RECORDKEEPING

Types of records main-
tained and individual(s)
responsible for collecting
and updating the necessary
information

How the various records
are used by students, in-
structors, administrators
and other program or out-
side personnel

Samples of recordkeeping

YES

NO

PROGRAM EVALUATION

-----------------

Purpose of the evaluation
activities

Process for management
of the evaluation

e ® aw m e m wm W W® wm W w wm W o W W

Evaluation design

YES

-----

---------------

---------------
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3. DETERMINING THE FOCUS OF EVALUATION ACTIYITIES

INTRODUCTION

Evaluation activities should be focused first by clarifying
the purposes of the evaluation and then by identifying the
specific program elements to be addressed., Most programs
will have neither the financial resources nor the staff time
to conduct yearly evaluations of all of their elements. The
problem, then, is to determine where to apply the resources
available for evaluation purposes. Obviously, the evalua-
tion activities required by Federal, state and local agen-
cies must be conducted; but what other aspects of a program

should be evaluated? How is a determination made as to the

placement of resources necessary to obtain the most useful
information for program change and improvement?

There are two steps which, if followed, will help to deter-
mine where to best use resources and to guide in the
development of an evaluation plan. First, program elements
of importance should be identified. Then, specific evalua-
tion questions should be developed for each program element
of interest. This section presents a process for accomplish-
ing these two steps. The results of this process will be one
or more well-focused evaluation questions -- questions
which, when answered, will provide the staff with informa-
tion for program improvement,

SELECTING PROGRAM ELEMENTS FOR EVALUATION PURPOSES

In order to select elements to be evaluated, the key program
elements must first be identified. Complete descriptions of
elements, such as those discussed in Section 2, are a refer-
ence point for this identification. The choice of which
elements to evaluate can then be made on an informal basis,
by identifying those of greatest concern or those about
which little is known. Or, if it is unclear as to which
program elements should be evaluated, a more systematic
process can be used to help guide the determination. One
such brief process which will result in an ordered list of
elements is as follows.,

3-1




With the existing program description as a guide, a list of
program elements can be developed. Each element should be
paraphrased clearly and succinctly and then rated by asking
the four questions provided. Each response should then be
scored as suggested below.

Question 1: Has this element been evaluated before?

NO - score 2 (two) points
SOMEWHAT - score 1 (one) point
YES - score 0 (zero) points

Question 2: Will evaluating this element provide informa- -
tion that will help to make decisions or
policies?

YES - score 2 (two) points
MAYBE - score 1 (one) point
PROBABLY NOT - score 0 (zero) points

Question 3: Has this element been of concern or problematic
in some way?

VERY MUCH - score 2 (two) points
SOMEWHAT - score 1 (one) point
NOT MUCH - score 0 (zero) points

Question 4: Have thére been external requests for informa-
tion about this element?

YES, DIRECT REQUESTS - score 2 (two) points

YES, BUT INDIRECTLY OR IMPLIED - score 1
(one) point

NONE - score 0 (zero) points

Now, for each element, the score for each of the four ques-
tions is added up to arrive at a total score for that ele-
ment. This number is then used to rank order the elements.
Those with the highest score are probably most relevant for
the present evaluation purposes.

Following this process will result in an ordered list of
program elements -- a list which indicates where best to use
the resources available for evaluation activities. Rather
than using limited resources to attempt to evaluate every-
thing, which often results in superficial information, it is
better to conduct a thorough evaluation of one or two
program elements during the course of the year and then move
on to other program elements in following years.
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Appendix 3-A includes a worksheet which can be used to order
program elements, following the steps and process just de-
scribed. Also included is a brief example showing how this
procedure worked for one program,.

DETERMINING EVALUATION QUESTIONS

After the program elements have been selected for evaluation
purposes, it is necessary to determine the questions which
will be answered. Developing specific questions will help
focus the evaluation activities on producing useful informa-
tion which directly addresses the actual topics of concern.

Why Evaluation Questions Are Necessary

Consider briefly what might happen if specific questions are
not developed before conducting the evaluation activities.
Take a situation, for example, where the decision has been
made to evaluate students' cognitive achievement through the
use of a standardized achievement test. After pre- and
posttests are administered, the students' average gains are
calculated. The results are then presented to the members
of an advisory committee and the program instructors.
Unfortunately, however, during the meeting the committee
members say, "But what we really want to know is: What
specific skills have been mastered? . . . How many students
actually mastered each skill?" The instructors, on the other
hand, ask: "What specific skills are students not mastering?
In what areas does instruction need to be improved?"

Some of these unanswered questions may be answered by re-
scoring tests or reanalyzing data, but this would require
additional staff time. Or, the answers to these questions
might not be available at all because the test used did not
collect the necessary information. In any case, by not first
determining a specific evaluation question or set of ques-
tions, the results might be unsuitable for meeting the real
needs of those using the information.

This need for determining the questions becomes even more
critical when evaluation activities move further away from
the use of the conventional achievement test and more toward
the collection of information for program implementation or
process evaluation purposes. For example, in a situation




where one of the major program elements to be evaluated is
that of dinstructor-student interactions, what types of
interactions should be measured: verbal, non-verbal, or
both? Should evaluation activities focus on interactions
oriented to group management, interpersonal relationships,
direct instruction, or all three? These types of decisions
depend on what the staff and policymakers want to know.

The possibilities for uncertainty regarding what to focus on
multiply rapidly in less conventional evaluation areas.
These uncertainties, such as choosing the type of instrumen-
tation, data collection techniques, analysis procedures and
so forth, need to be resolved as much as possible before
beginning the evaluation activities. Having well specified
evaluation questions before beginning any activities helps
ensure that the evaluation will proceed without wasting
time, that information will not have to be collected again,
and that the results will be useful for program evaluation
purposes.

Developing the Evaluation Questions

After one or more program elements have been selected for
the evaluation activities, it is time to develop the actual
questions. Each element to be evaluated should be con-
sidered one at a time in order to develop a list of ques-
tions. These questions should be ones whose answers will
provide information on the extent to which this element is
effective or on how successfully it has been implemented.

For example, if the evaluation is focusing on the remedial
mathematics element of a program, some questions whose
answers may help evaluate that element might include:

1. At what level are the students' math skills on
entering the program, in comparison with their
peers not in the program?

2. How does student participation 1in math
activities compare with participation in
reading activities?

3. To what extent do the instructors believe that
the program is effective for students' math
learning?

4. To what extent do the instructors think that
students are appropriately selected for the
program?
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5. Do instructors diagnose student needs accu-
rately?

6. Do instructors prescribe instructional objec-
tives and learning activities which directly
address student needs?

7. Does the program contribute to students' doing
well in later programs?

The answers to each of these questions could provide
information useful for determining the success of the
program or the level of program implementation. .

There is no formula for ensuring that the evaluation
questions developed are the best ones. However, there are
three guidelines which, if followed, will make it more
likely that the questions asked will provide useful evalu=-
ation information in an efficient manner. These guidelines
are clarity, relevance and utility.

For a question to follow the guideline of clarity, the
meaning of that question must be clear to those who read the
question; they should be able to agree on what the question
means. There are two areas which are often unclear and thus
special attention should be paid to them when writing the
questions: (1) the object to be measured, and (2) the
standard or comparison for that measure. With most evalua-
tion questions there will be a standard or comparison, but
in some situations the question may only describe something;
thus there will not be a standard or comparison,

.Consider the issue of clarity in regard to the evaluation
question "How effective is the math component?" What is the
object that will be measured? What standard will be used to
measure this effectiveness? This evaluation question is too
vague and thus could mean many things to different readers.
In comparison, consider the second question in the 1list
previously given: "How does student participation in math
activities compare with participation in reading activi-
ties?" It is fairly clear that the objects to be measured
are those of student participation in math and reading
activities. Further, in this case a comparison of the level
of participation in math activities to the level of partici-
pation in reading activities will be used to determine
effectiveness.

Consider briefly the fifth question din the 1list: "Do
instructors diagnose student needs accurately?" The object
to be measured here is how well the instructors do at
diagnosing student needs. To answer this question it would
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be necessary to devise some measure of instructors' abili-
ties to diagnose those needs, perhaps bhy having each
instructor prepare a written documentation of a diagnosis
for a particular student. A model diagnosis could be
developed to act as the standard, with another person making
a judgment as to how well each instructor had diagnosed the
needs. By comparing instructors' diagnoses with the mode]l
it would be possible to determine how well the teachers
actually do at diagnosing student needs.

For an evaluation question to follow the guideline of .rele-
vance, each question should (1) contribute information use-
ful in fulfilling the intended purpose of the evaluation
activities, and (2) provide useful information to those who
determine program policy and to those who implement the pro-
gram. [t is important that the purpose of the evaluation
activities, as discussed in Section 1, should be already
jdentified before this point. Questions which will not
provide information toward the intended purpose, although
they may be very interesting, should probably not be pursued
unless resources are unlimited. Appendix 3-8 includes a

1ist of evaluation purposes, as discussed in Section 1,,

along with some sample evaluation questions. These questions
are provided only as examples and certainly do not cover the
full range of evaluation questions that may be asked in
relation to a specific project.

For the guideline of relevance to be fully met, the ques-
tions should also provide useful information to those who
actually implement the program. The questions asked should
provide information to the project director, the members of
the advisory board, the program staff, and others involved
with the program. The best way to ensure that the questions
are relevant is to involve these people in formulating the
questions during the planning activities for the evaluation,

For an evaluation question to follow the guideline of util-
ity, there must be a projection about whether those with
appropriate authority will really use, or be open to using,
the results. For example, consider the evaluation question:
"To what extent are the goals of the program sufficiently
focused to guide instructional, supportive, and student
assessment activities?" If it is already known that a Board
member, such as a State Education Department staffer, and
the Program Director already have concerns about this issue,
then they are likely to be especially attuned to answers to
the question. They will be more likely to consider the in-
formation seriously in changing policies. Therefore, if the
question is also clear and relevant, it should get high
priority for evaluation activities.
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In comparison, consider the evaluation question: "“In what
ways do the interactions of the Project Director and the
staff affect the instructional activities?" If those
planning the evaluation realize that the Project Director
may have problems with the staff, is very resistant to
criticism or change, and is secure in his or her position,
then answers to these types of questions will probably not
be used constructively. Therefore, the question is probably
not a very practical one and might be eliminated; more
constructive or useful questions should probably be asked.

Once potential evaluation questions have been reviewed for
clarity, relevance and utility, a final concept should be
addressed: the questions should cover a broad range of
aspects for the element being evaluated. In other words,
the questions should not focus on a very narrow aspect of
the program element, such as only attendance data or only
cognitive outcomes. There is a broad range of possible
questions for each element and this range should be fully
covered.

Consider the question discussed:previously: "How does
student participation in math activities compare with
participation in reading activities?" One might simply

collect basic factual information on who did or did not
participate in math and reading activities. Or participa-
tion could be dealt with on another Tlevel where some
interpretation by the instructor or another observer must be
made about the extent of a student's involvement in an
activity beyond mere presence. This would be at a different
level than the attendance, in the sense that it addresses
more complex patterns of behavior. The resulting informa-
tion would probably provide more useful information for
program improvement than would a simple record of atten-
dance,

Question 5, "Do instructors diagnose needs accurately?" is
another example of the type of question that requires more
than the basic recording of factual information. A judgment
is required about a fairly complex pattern of behavior on
the part of the instructor. Finally, consider the question:
"Does the program contribute to students' doing well in
follow-up programs?" This question moves the evaluation
activities to another level: determining whether the
program helps students in follow-up placements.

It should not be implied that some types of questions are
better than others for evaluation purposes. In fact,
sometimes the answers to basic factual questions must be
collected in order to interpret answers to other questions.
The point here is-simply.that the evaluation questions.
should focus on a variety of types of questions and not just
on one type.
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Appendix 3-A
ORDERING PROGRAM ELEMENTS - WORKSHEET

Evaluated Before Informétion Will J Problematic/High J External Request

No - 2 Help Decisions/ Concern Area: For Information:
Somewhat - 1 Policies Very Much - 2 Yes, Direct - 2
Yes - O Yes - 2 Somewhat - 1 Yes, Indirect - 1
Maybe - 1 Not Much - O None - 0
ELEMENT Probably Not - O TOTAL
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ORDERING

PROGRAM ELEMENTS - EXAMPLE

Evaluated Before

Information Will

Problematic/High

External Request

No - 2 Help Decisions/ Concern Area: For Information:
Somewhat - 1 Policies Very Much - 2 Yes, Direct - 2
Yes - O Yes - 2 Somewhat - 1 Yes, Indirect - 1
Maybe - 1 Not Much - 0 None - O
ELEMENT Probably Not - 0 TOTAL
Math
Tutoring 1 2 2 0 5
Micro-
Computer
Reading 2 0 1 1 4
Software
Student
Selection 2 1 2 2 7
Procedures
Teacher
Diagnoses
and Pre- 2 0 2 0 4

scriptions

Student Selection Procedures (7)
Math Tutoring (5)

Microcomputer Reading Software and Teacher Diagnoses

and Prescriptions tied (4)

In this example, an ordered list of elements would be:

Student selection procedures is the highest ranked element
and thus probably the most important to evaluate at this
time. As resources permit, evaluation activities could be
conducted on Math Tutoring, then the remaining elements, as .
indicated by their rank order. :




Appendix 3-8
SAMPLE EVALUATION QUESTIONS

Purpose: Accountability and Reporting

10.
11.

12.

Is the program in <compliance with all of
funding agency's regulations and requirements? :

How could reporting to funding agency be improved?
Are adequate records being kept of:

demographic information about students?
student participation?

attendance?

materials acquisition and use?

amount of instruction?
behavior/disciplinary problems?

length of participation?

student needs and student progress?

the

Has needs assessment data been used to plan programs?

Is the program serving the students which it was in-

tended to serve?

On what basis have participants been selected?

Is staffing adequate to achieve p}ogram objectives?

Is data being collected to assess the impact of the

program?

What are the relative costs of different program com-

paonents? .
How are costs related to program priorities?
What is the average cost
per student? ’
per hour of instruction?
per unit of achievement?

How do costs vary by type of program?




Appendix 3-B (Continued)

Purpose: Assessing Short-Term Effects of Programs

What specific skills did students learn as a result of
program participation?

How many skills do students master per unit time in the
program?

Do students improve their performance on criterion-
referenced tests as a result of participation in the
program?

As a result of participation in the program, do
students improve their performance on norm-referenced
tests?

Do students change their attitudes about:

the program?.

school?

learning?

self?

control over their lives?
reading?

math?

employment opportunities?
future education?

the institution?

Do students in the program learn significantly more
than students who did not participate in the program?

Do students show changes in their classroom behavior?

confidence?
cooperativeness?

study habits?

interaction with teachers?
independent study?
time-on-task?

How do non-instructional services affect academic
gains?

Do some types of students show greater gains than
others?
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Appendix 3-B (Continued)

Purpose: Assessing Long-Term Effects of Programs

10.

11.

Do some types of programs or methods produce longer
term effects than others?

Do recidivism rates vary as a function of

program participation? .
achievement level?

attitude? ,

amount and types of services received?
other related issues?

Are program participants more successful at finding
jobs? What kinds of students are most successful at
finding jobs? '

How do skills acquired in the program relate to the
types of jobs students find?

Do a higher proportion of program participants return
to school after release?

What kinds of students are most likely to return to
school?

What skills do former program participants find
themselves using most?

life skills?

Job skills?

academic skills?

interpersonal skills?

In retrospect, how do former participants view
strengths and weaknesses in the program?

What kinds of problems do former program participants
face that might suggest changes in the program?

How do measures of cognitive gain vary across several
years of program operation?

What changes have taken place in the program since its

inception and what impact have these changes had on its
effectiveness?
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Appendix 3-B (Continued)

Purpose: Determining the Degrees to Which a Program Has

10.

11.

12.

13.

Been Implemented

Does the program have formal written objectives?

Are program objectives realistic given constraints
within the institution?

.

What are the key elements of the program and how many
are in place?

In what different ways has each key element of the pro-
gram been implemented?

To what extent do concerns about management routines
(scheduling, location of materials, etc.) exist among
staff?

To what extent do concerns about altering the program
to better meet students' needs exist among staff?

Are classroom activities consistent with the objectives
of the program?

What portion of dinstruction time is directly spent on
tasks related to objectives of the program?

Do the materials being used match the objectives of the
program?

What materials and activities have been most often
used?

Is the mode of teacher-student interaction consistent
with program objectives? :

Is the program serving the students it was intended to
serve?

Is information about the operation of the program being
used to improve the program?
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Appendix 3-8 (Continued)

Purpose: Management and Staff Effectiveness

1.

Are some teachers more effective than others with cer-
tain types of students? How can this differential
effectiveness be used to improve instruction?

Are some teachers more effective than others in,using
certain types of materials or techniques?

In what ways is the administration of the institution
being helpful or obstructive? .

What kinds of in-service training programs have been or
would be most useful to program staff?

How might improved management practices improve the
quality of the program?

How might communication among staff members be im-
proved?

How could roles and responsibilities be better defined?

Purpose: Determining How Best to Match Services with Indi-

2.

vidual Student'’'s Needs

What are the predominant academic problems of students?

Does the nature of predominant problems vary by age of
student?

by socio-economic status?
by program component?

What types of learning activities are effective for
which types of problems? for students with different
learning styles?

Do program activities accommodate a broad range of

skill levels? Is there a sufficient variety of mater-
ials and learning activities for each skill level?
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Appendix 3-B (Continued)

How well do students feel that the program is matching
their needs? What improvements could be made?

Which component of the student needs assessment system
is most useful to program personnel? Which components
might be dropped or modified?

How effectively are individual student plans used to
guide instruction (i.e., selection of materials and
techniques)?

How well are non-cognitive needs being met?

Purpose: Identification of Relationships Among Services and

1.

. Program Components

To what extent does this program supp]ehent other pro-
grams?

In what ways could this program be better coordinated
with other programs?

How do conflicts with other programs or activities af-
fect participation in this program and how might they
be overcome or minimized?

How does participation in this program affect perform-
ance or participation in other programs?

What factors influence a student's choice of services
(given the option to choose)?

How much is information about students shared across
programs?

What is the pattern of student referrals by one service
component to others?

What services did students receive as a result of re-
ferrals from other program components?
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10.

11,

Appendix 3-B (Continued)

What are service providers' perceptions of the effec-
tiveness of other components? How accurate are those
perceptions?

What are service providers' perceptions of the service/
roles of other components? How accurate are those per-
ceptions?

How might communication among programs be facilitated?

Purpose: Identification and Description of Effective Prac-

1.

tices

How can data be collected to identify practices which
lend themselves to

positive attitude change?
cognitive gains?
behavioral change?
long-term program effects?

Are some techniques viewed more positively than others
by teachers? . . . by students? . . . by adminis-
trators?

Do techniques which are viewed most positively by stu-
dents and/or teachers yield the best results?

How could staff make better use of effective practices
(techniques and materials) from other institutions?

How could practices be disseminated to other institu-
tions?

Are techniques differentially effective with different

kinds of students (ages, sexes, types of offense,
etc.)?
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4., STRATEGIES AND TECHNIQUES FOR PROGRAM EVALUATION

INTRODUCTION

There are many strategies and techniques which can be used
to evaluate a program, depending upon the purpose of the
evaluation activities and based on the particular prefer-
ences held by those planning the evaluation. For just this
reason and because there are no comprehensive evaluation
models for Chapter 1 Neglected or Delinquent programs, this
section is designed to present some basic approaches which
can be used to evaluate selected program elements in order
to provide information for reporting requirements and pro-
gram improvement purposes.

It is recognized that interest in, and resources for, evalu-
ation activities varies with the individual N or D program.,
Some programs are content to simply report descriptive data
about their projects while others have attempted more ambi-
tious evaluations designed to show the impact of the ser-
vices and to determine where improvements might be made.
Even among those N or D programs interested in conducting
evaluations, there are basic philosophical differences about
what strategies and techniques are appropriate given the
unique conditions under which N or D services are often pro-
vided and the characteristics of the clients being served,
Some argue that any evaluation of an N or D program has to
be grounded in a standardized norm-referenced or criterion-
referenced test that will yield student achievement data.
Others feel that such test data is inappropriate for evalua-
ting the N or D program and prefer to emphasize alternative
approaches.

This section will not attempt to resolve the philosophical
differences that exist over what evaluation strategies or
techniques are best suited for N or D programs. Rather, it
will present some approaches and techniques that can be used
to collect information necessary to answer the evaluation
questions of interest. The choice of approaches and tech-
niques must be made in view of the evaluation questions be-
ing asked and is best left up to those responsible for the
evaluation activities. It should also be noted that this
section is a general overview of the selected strategies and
techniques. Some are relatively straightforward and, depend-
ing upon the expertise of. those conducting.the evaluation
activities, easily implemented. Others are more complex and
might require further training or outside expertise in order
to be implemented.




Assistance in planning N or D evaluations or training in any
of these techniques can be obtained by calling a Regional
Chapter 1 Technical Assistance Center.

TESTING APPROACHES

One fairly common approach used to evaluate the effect of a
program is that of testing. In very general terms, some type
of achievement test is administered in order to measure
changes in student performance, If the improvement in per-
formance is greater than would have been expected without
the program, then the program is judged to have had a posi-
tive effect., So, tests might be used to collect information
to answer the evaluation questions: "Do students in the pro-
gram learn significantly more than students not in the pro-
gram?" or "What specific skills did students learn as a
result of participation in thke program?"

This section will deal with the application of both norm-
referenced and criterion~-referenced testing approaches for
program evaluation purposes. A variety of testing applica-
tions is presented, as well as possible constraints on using
these approaches in the N or D setting. Information on spe-
cific tests is provided in Section 5.

Norm-Referenced Testing

A norm-referenced test is a test that is used to determine
an individual's status with respect to the performance of
other individuals on that test. This definition implies that
the purpose of a norm-referenced test is to compare the per-
formance of an individual with that of others. When standar-
dized norm-referenced tests are used in a school setting,
this comparison is usually made with those of a similar age
or grade level, The performance of the comparison group is
found in a table of norms which have been derived through
previous administrations of the test to selected school sam-
ples.

Problems in Using Norm-Referenced Tests in N or D Evalua-
tions. There are a variety of potential problems associated
with using norm-referenced tests in N or D settings. Before
making decisions regarding the use of a norm-referenced test
as part of the evaluation activities, these problems should
be considered. ’
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The published norms are usually inappropriate
for use with an N or D population. The group
from which the norms are derived generally
represents an average school population. Since
an N or D group is atypical and may not per-
form like a typical school group, cofmgarisons
made with such a group may be difficult to
interpret. '

In order for test scores to be comparable with
the norms, the test should be administered
within specified testing periods during the
year, As students are continually entering and
leaving the N or D setting and staying for
varying periods of time, it is often imprac-
tical to restrict the testing to these speci-
fied dates.

The test is supposed to be administered in a
precisely defined way. The mode of operation
of an N or D institution and the characteris-
tics of its students often make it very dif-
ficult to follow the standardized testing
procedures,

The N or D students may not always be motiva-
ted to do their best on a norm-referenced
test. In addition, for a variety of reasons,
students will often exit from the program
without receiving a posttest.

Norm-referenced tests are generally meant to
serve many different programs and a variety of
populations; therefore their content may be
too broad to adequately test the specific
skills covered in the N or D program. As a
result, the amount of real improvement may be
underestimated by these tests. A norm-
referenced test will be especially insensitive
to the small improvements made by the many N
or D students who are in the program for only
a brief period of time.

The items on a norm-referenced test are typi-
cally selected to spread out the range of
scores so that individual-to-group comparisons
will be facilitated. This wide range of items
often makes it difficult to relate a student's
score to specific instructional needs.

The language used in norm-referenced tests is
not always appropriate for N or D students.
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The skill deficiencies of the N or D student
will sometimes require the administration of a
test that is considerably below the student's
grade level. Here the student encounters lan-
guage and situations aimed at much younger
students, and resentment may develop. Some
tests have now appeared which attempt to over-
come this problem by using a high-interest
low-ability approach. _

Ways to Use Norm-Referenced Tests in N or D Evaluations.

Four ways of using norm-referenced tests are described 1in
this section. The first concerns’ the determination of cur-
rent status using the norms tables, while the other three
pertain to the determination of overall program effect. Any
method chosen should be appropriate to the particular pro-
gram being evaluated and should provide information bearing

on
be
be

1.

the evaluation questions at issue. In many cases it may
apparent that the use of criterion~-referenced tests, to
described later, will yield more useful information.

The Use of Norm-Referenced Tests to Determine Current
Status -- Sometimes it may be of interest to determine
how students' performances in an N or D program compare
with those of a typical school population. The types of
evaluation questions being asked might include: "How far
behind their public school peers is this group of N or D
students?" or "In which subject areas do the N or D stu-
dents need special work?" For either question, norm-
referenced testing could be appropriate. Similarly, if
the evaluation activities are focusing on the element of
student selection and the question is: "Which students
are most in need of participation in the program?",
norm-referenced testing could again be appropriate.

When using norms to determine current status it is im-
portant to test the students within the dates for which
the norms are established and to adhere as closely as
possible to the standardized testing procedures. It must
be remembered that the comparison is being made with a
different population of students and any interpretation
of the results should take this into account.

The Use of Norm-Referenced Tests to Determine Overall
Effect -- Here the N or D students are given both a pre-
test and posttest. The position of these students rela-
tive to the norming group is determined both at pretest
time and at posttest time. Any improvement in their po-
sition is assumed to be due to the special educational
treatment being provided in the program. Generally, the
types of evaluation questions being asked might include:
"Do students in the program learn significantly more
than students who did not participate in the program?"
or "How do measures of cognitive gain vary across sev-
eral years of program operation?"
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Both the pretest and the posttest must be administered
within the testing periods for which norms are estab-
lished, regardless of when students enter or leave the
program. Norming periods generally occur near the begin-
ning or toward the end of the school year and, for some
tests, the middie of the year as well. Thus students
would have to be in the program for several months in
order to receive both the pretest and posttest. Here
again, the standardized testing procedures should be
followed as closely as possible and interpretations
should take into account the fact that comparisons are
being made with a different population of students.

The Use of Norm-Referenced Raw Scores and Standard
Scores -- It is possible to obtain a measure of overall
program effect without referring. to the published norms.
Here again, the N or D students are given both a pretest
and a posttest, but it is the change in their raw scores
or standard scores that is used to determine program ef-
fect. Where a choice exists, the standard scores should
be used since their statistical properties are more
amenable to the calculation of score changes. The types
of evaluation questions being asked might include: "Do
students. improve their performances on the test as a
result of participation in the program?" or "Do students
need more of an instructional emphasis on a particular
subject matter?"

As adherence to specified testing periods is not re-
quired with this approach, students can be pretested and
posttested upon entry into and exit from the program. In
addition, students with only brief stays .in the program
can now be included in the analysis.

The major problem with this approach is the difficulty
of interpreting the meaning of a particular gain, wheth-
er in raw score or standard score units, without refer-
ence to norming information. To say that an N or D group
has gained nine standard score points does not convey a
great deal without knowing what others have done. One
way of dealing with this problem has been to convert raw
scores to grade equivalent scores and to express gains
in terms of grade equivalents. This approach is defi-
nitely not recommended due to the misinterpretations
associated with the use of grade-equivalent scores.

The Use of the Systematic Allocation Model -- This model
can be used to evaluate an educational program within an
N or D setting if there exists within the setting stu-
dents who are not in the program.and if students are se-
lected for the program on the basis of need. The type of
evaluation questions asked might include: "Do students
in the program demonstrate a greater level of academic
improvement than those not in the program?"
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[t should be noted that the Systematic Allocation Model
can also be used with criterion-referenced tests. Ap-
plication of this model with a criterion-referenced test
eliminates the problems associated with norm-referenced
testing and the N or D program. (For a detailed discus-
sion of the Systematic Allocation Model see the Handbook
for Evaluation of Title I Programs in State Institutions
for Neglected or Delinquent Youth, 19/8. This Handbook
was developed by the System Development Corporation,
under U.S.0.E. contract number 300-76-0093.)

Criterion-Referenced Testing

A criterion-referenced test is a test that is used to deter-
mine an individuai's status with respect to specified objec-
tives of instruction. For each objective assessed in the
test, a set of items is developed to determine whether the
student has, in fact, mastered that objective. Prior to the
administration of the test, a criterion is established which
is then used as the standard to determine whether the re-
sulting scores indicate mastery or non-mastery of each ob-
jective tested. A criterion-referenced test may cover one
or more instructional objectives, depending upon the purpose
of the test.

In deciding whether to use norm-referenced or criterion-
referenced tests for evaluation purposes, the types of
information that each will provide should be taken into con-
sideration. With criterion-referenced testing, each stu-
dent's score is compared to the prespecified standard to
determine mastery, while in norm-referenced testing the stu-
dent's score is compared to that of the norming group. This
means that in criterion-referenced testing the resulting
scores indicate which instructional objectives have been
mastered, while in norm-referenced testing the resulting
scores indicate the student's position relative to the
scores of the norming group.

Typically, in norm-referenced testing the focus is on indi-
vidual-to-group comparisons, test content is general and may
not be matched to a particular instructional content, and
items are selected to deliberately spread out the score dis-
tributions. With criterion-referenced testing, the focus is
on individual comparisons to prespecified standards, the
test content is much more specific and thus easier to relate
to a particular instructional content, and the items are not
selected to spread out the range of student scores.




Uses of Criterion-Referenced Testing for Program Purposes.
There are many ways to use criterion-referenced tests in
order to collect information useful both for student assess-
ment and for the evaluation of the N or D program. Four gen-
eral applications are described briefly and should be kept
in mind when making testing decisions.

1. Criterion-referenced tests can be used to as-
sess the strengths and weaknesses of indi-
vidual students as they enter the educational
program. Information regarding the degree to
which various instructional objectives have
already been mastered will help in developing
the student's individual plan. This same in-
formation can also be used to plan and evalu-
ate the instructional programs.

2. Criterion-referenced tests can be used to as-
sess the status of individual students as they
complete segments of the instructional pro-
gram. This information can then be used to
determine whether additional instruction is
required in that area or whether the student
is ready to move on to a new area of instruc-
tion. This same information can also be used
to evaluate the effectiveness of the instruc-
tional program and the curriculum materials
being used within the program.

3. Criterion-referenced tests can be used to as-
sess the strengths and weaknesses of a group
in order to determine where to place emphasis
within the overall instructional program,., This
type of information can be used in program
development, grouping, staff assignments, and
in the evaluation of the later success of the
instructional interventions. ’

4., Criterion-referenced tests can be used to de-
termine the overall effect of an educational
program. The information obtained can be used
to describe program effects and as a planning
guide for possible program improvements., The
processes involved in this type of evaluation
are discussed in the following section.

Ways to Use Criterion-Referenced Tests in Evaluating Overall
Program Effect. Two ways of using criterion-referenced tests
for evaluating program effects are discussed in this sec-
tion. Both methods have the advantage of not being restric-
ted by the problems usually associated with norm-referenced
testing, and hoth will provide relevant information for
evaluation purposes,
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The Use of the Systematic Allocation Model -- As dis-
cussed earlijer, this model can be used to evaluate an
educational program within an N or D setting if there
are students within that setting who are not in the pro-
gram and if students are selected for the program on the
basis of predetermined index of 'need. The types of eval-
uation questions that might be asked include: "What spe-
¢ific skills did students learn as a result of program
participation?" or "Do students in the program learn
significantly more than students who did not participate
in the program?"

Application of this model has already been described in
the section on norm-referenced tests. The model is ap-
plied in exactly the same way when criterion-referenced
tests are used. However, the use of criterion-referenced
tests has the advantage of allowing for the simultaneous
application of the Criterion Model, as described next.

The Use of the Criterion Model -- This model can be used
to evaluate an educational program within an N or D set-
ting when the type of comparison group required in the
Systematic Allocation Model is not available. This would
be the case either when all or practically all students
are assigned to the program, or when assignment to the
program cannot be based on the cutoff score used as the
index of need., The types of evaluation questions that
might be asked include: "How many basic reading skills
do the students master during the first month of the
program?" or "Which instructional objectives are still
not mastered by students after leaving the program?"

The Criterion Model requires that a performance standard
be set in advance for the criterion-referenced test be-
ing administered to the students in the program. That is
to say, what the group is expected to accomplish in
terms of mastery on the test must be stated in advance.
Criteria may be established in a variety of ways, such
as based on prior performance of a similar group or by
teacher judgment as to what should be expected. Indi-
rectly then, expectations regarding the group's level of
mastery on the objectives being tested must be set in
advance, For example, in a basic skills mathematics
program, and with reference to a particular criterion-
referenced test, it may be decided that 80% of the stu-
dents in the program should be able to score 75% correct
on the addition and subtraction items and 70% correct on
the multiplication and division items. Students are pre-
tested with the criterion-referenced test as they enter
the program and posttested with the same test as they
leave the program. The posttest results are compared
with the pre-established standard to determine which of
the c¢riteria have or have not been met.
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Pretest and posttest results are compared to determine
what kinds of improvements have taken place in the stu-
dents' levels of performance. Information thus collected
can provide input toward program change and improvement.

It should be noted that the Criterion Model does not
provide a definitive evaluation of the educational pro-
gram, since no comparison group is involved., The results
observed could be due to other instruction received or
to outside causes. Nevertheless, the information pro=
vided by application of the model is suggestive of pro-
gram effect and surely provides direction for program
evaluation and improvement.

N or D programs which are able to use the Systematic
Allocation Model can simultaneously apply the Criterion
Model and thus obtain the additional information this
model provides. In order for this to be done, of course,
a criterion-referenced test must be used when implement-
ing the Systematic Allocation Model. (For a more de-
tailed discussion of either model see the Handbook for
Evaluation of Title I Programs in State Institutions for
Neglected or Delinquent Youth, 1978.)

Constructing a Criterion-Referenced Test. Sometimes it is
necessary to construct a criterion-referenced test for the
purposes of the N or D evaluation. In general, this is rec-
ommended only when evaluating the effect of a short unit of
instruction. When evaluating the overall effect of an in-
structional program it is better, if possible, to use a pub-
lished criterion-referenced test, This is because the con-
struction of a statistically sound criterion-referenced test
which is appropriate for evaluating an entire-program is an
involved proposition which requires much in the way of time
and resources., It therefore is advisable to initially review
the available published tests to determine whether they meet
the evaluation needs.

In developing criterion-referenced tests for use in evalua-
ting individual units of instruction, the following steps
are recommended. The steps are only briefly described here
in order to provide an averview of the process involved.

1. Select the objectives to be measured. These
objectives should be ones taken from the in-
structional program being implemented or to be
implemented. The objectives should be stated
in measurable terms, clearly indicating the
expected learning outcome of the student.
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Develop the test specifications. Specify what

the test is going to ook Iike. Determine how
many items will be included for each objec-
tive, the item format(s) to be used (e.g.,
multiple choice, true-false), the reading lev-
el, vocabulary, organization of the items, and
how the student will respond (e.g., write the
letter of the correct answer, circle the cor-
rect answer)., ’

Develop the items for the test. At this point
the 1tems are constructed in accordance with
the test specifications. Each item should as'-
sess some aspect of the objective(s) being
measured., Sometimes it is possible to obtain
previously developed items from item banks
which have been established for just this pur-
pose. (A brief discussion of item banks is
included later in this section.)

Check the appropriateness of the items. The

content of the test items should be reviewed
by other instructors who are familiar with the
subject in order to determine whether they are
appropriate in content, vocabulary and format.
It should also be determined whether each ob-
jective has been adequately tested by includ-
ing enough items. The items should also be
tried out with a small sample of students to
determine whether there are any problems in
interpretation., On the basis of results of
instructor and student reviews, the items
should be revised as necessary.

Assemble the items intoc a test. Decide on the

test layout and put together the actual test.
Ensure that appropriate directions have been
included for each section of the test, prepare
any necessary answer sheets, and develop a
scoring key.

Establish the standards for interpreting the
test results, Determine, in advance, what will
be expected of each student in order to be
classified as having reached mastery. If the
test includes more than one objective, decide
(for each objective) how many items must be
answered correctly in order to say that the
objective has been mastered. If the test cov-
ers only one objective, it will be satisfac-
tory to indicate a percentage or total number
correct as the criterion for mastery on the
test.
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Item Banks and Their Use for Constructing Tests

Simply stated, item banks are collections of test items
which have been developed to assess the mastery of specified
objectives. These item banks may be developed and maintained
by commercial publishers, in which case the items will typ-
ically be sold to interested users. The item banks may also
be maintained by a non-profit group, in which case the items
are available for a minimal fee or on a trade basis; donat-
ing items to the bank allows withdrawal of others. In any
item bank, the items are usually grouped by subject matter
and the specific objective being tested,.

In general the idea of using an item bank to develop a test
is a sound one. If the number of items written yearly by
instructors to assess student achievement were to be count-
ed, the total would probably include thousands of items. If
possible, rather than writing new items each time a test is
constructed, it would be a better use of time to go to a
‘bank to select items which have already been developed;
hence, the introduction of the item bank.

To construct a test using an item bank, the instructor fol-
lows the same general steps as described in the section on
criterion~referenced test development. First, the instructor
must identify the objectives to be measured. Then the test
specifications are developed, However, instead of next de-
veloping the actual items, it is here that the instructor
makes use of the item bank. With an item bank, the instruc-
tor chooses items that have already been written and that
match the test specifications. This should save considerable
time and effort on the part of the instructor. Once the
items have been selected, the appropriateness of the items
should be determined, the items assembled into the actual
test, and the standards for interpreting the test results
established.,

Deciding Whether to Use an Item Bank. In considering whether
to use 1tem banks for local test development purposes, one
point should be in mind: the items will vary in quality from
item bank to item bank. Not all item banks screen items to
eliminate those of poor quality. In fact, some item banks
accept any items without screening or editing. So, while the
use of item banks can save much in the way of time and ef-
fort and often results in high quality tests, there are cer-
tain questions that should be asked before using a particu-
lar bank.
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Appendix 4-A includes a general list of questions that
should be asked in determining whether existing item banks
would be useful. One item bank may not meet all the require-
ments. As with any standardized test or set of instructional
materials designed for general use, the instructor will need
to identify the item bank that best suits the present pro-
gram needs. For a brief description of sources of item banks
see Section 5. .

ALTERNATIVE TECHNIQUES

Although tests are useful tools for evaluating N or D pro-
grams, there are often occasions when test data alone will
not be sufficient to answer the evaluation questions of in-
terest, This will be especially true if the evaluation ac-
tivities focus on the understanding of a process, attitudes
of those involved, or other types of behaviors that do not
lend themselves to being measured through achievement type
tests,

Consider, for example, the evaluation question: "Does the
program contribute significantly to improvement in reading
skills?" This question could be answered through some type
of testing ac¢tivity. However, if the question were "Does the
program contribute significantly to improvement in reading
skills and positive attitudes toward reading?", test data
alone would not be sufficient. To collect information relat-
ing to the question of whether student attitudes toward
reading have changed, other types of information need to be
collected. This might include a systematic examination of
iibrary records to determine whether more books have been
checked out by the students in the last month, or a series
of interviews with the students in the program.

So, often it will be necessary to collect something other
than test information in order to fully answer the evalua-
tion questions of interest. This section will briefly dis-
cuss four techniques which can be used to collect other
evycluation information, including: observations, interviews,
questionnaires and existing records. The guide to selecting
the most appropriate technique will be the evaluation ques-
tions being asked., Additionally, because of its great rele-
vance to N or D programs, the concept of time-on-task 1is
discussed as a special application of observations.




Observations

The observation is, a method for collecting information by
systematically watching what is occurring at certain times.
The patterns of behavior being observed may range from the
very simple (such as recording whether the student is in the
appropriate place) to the very complex (such as classifying
exactly how two students are interacting). The person doing
the observations may be the instructor, a volunteer aide, a
parent, an evaluator, or even another student. 1In the con-
text of the N or D program, the use of observations helps
focus the data collection activities on areas not so easily
measured by tests -- areas such as: student enthusiasm to-
ward certain instructional approaches, the quality of inter-
actions between the students and the instructor, and, the
amount of time spent on instructional tasks. The use of ob-
servational data can contribute toward a better understand-
ing of why or how something happens and can also document
that the event did occur.

When considering whether to use observations to collect
evaluation information, the following four points should be
kept in mind:

¢ Observations provide a means of collecting in-
formation that would not be available through
other techniques (e.g., the number of times
positive verbal reinforcement is used with stu-
dents).

@ Observations provide a means of collecting in-
formation which does not rely on recall of what
might have happened in the past, reducing the
chance that events may be forgotten, over-
looked, or distorted over time.

e Observations provide a means of collecting in-
formation that removes individual points of
view from the data (e.g., having an observer
recoerd and classify the types of instructor-
student interactions rather than asking the
instructor about the types of interactions pro-
vides more objective data).

@ Observations provide a means of collecting in-
formation in a variety of settings and with
many types of individuals, where other data
collection techniques may not be appropriate
(e.9., while it might be difficult to success-
fully interview a group of students in a work
-setting, an observer could document their be-
havior through observations).
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While there are clearly advantages to using observations to
collect information, there are also some constraints in-
volved in this approach. When considering whether to use
observations to collect data, the following points should be
considered: ‘

¢ The actual presenée'of an observer may alter
the behavior of those being watched.

¢ The observer may interpret behavior in a way
that is different from those actually involved
in the activity.

¢ The observer needs to be trained in how to ob-
serve and record behavior; the more complex the
observation system being used, the more time-
consuming this training may be.

e MWhen fairly complex behavior patterns are being
observed, the reliability of observers can be
an issue in interpreting results,

¢ When the presence of the observer is required
for long time periods, this technigue may be an
expensive way to collect results.

¢ Because observations require a significant time
commitment, the sample size used may have to be
smaller than that used with other techniques.

If the evaluation questions of concern seem best answered by
watching for certain events, observations should be used to
collect the information. Appendix 4-B includes some very
brief guidelines for developing and conducting observations.

Time-on-Task

One major instructional factor relating to achievement is
the amount of time a student spends actually engaged in
tasks which further his or her skills. Time-on-task, then,
is the time devoted to tasks directly related to the devel-
opment of the desired skills. Student performance can be
improved by increasing the time spent on actively learning
and practicing a skill. In general, as reflected in higher
test scores, students learn more when they spend more time
engaged in learning activities.

As wouuld be expected, the amount of time students spend in

learning differs dramatically from classroom to classroonm.
While a student may be scheduled to attend a class for a
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certain period of time, a variety of activities other than
learning may occur during that time. For example, students
may be engaged in socializing, obtaining materials with
which to work, recordkeeping, being disciplined, or other
non-instructional activities. Of course all class time can
not be used directly in learning skills, but a good portion
of time should go toward skill acquisition.

When evaluating a:program it may be necessary to determine
how time is actually being used in the classroom. If, for
example, the evaluation question is: "What portion of in-
structional time is directly spent on tasks related to ob-
jectives of the program?" or "How effective are the instruc-
tors in managing classroom activities?y® then it would be
necessary to determine how time is actually used. Likewise,
if the results ,of past evaluation activities have indicated
that students are not improving their skills, the use of
class time may become an issue. In any of these situations,
in order to answer the gquestions being asked, it will be
necessary to systematically observe the classrooms in order
to document what is occurring. Clearly the purpose in deter-
mining how time is spent in the classroom is to increase the
amount of time-on-task, thus increasing student learning.
To accomplish this 'it is necessary first to determine exact-
ly how time 1is being used and then to reduce the
non-instructional uses where possible. So, when observing
the classroom it will be necessary to document how much time
is devoted to learning and how much time is used for other
activities.

Engaged time can be used on interactive activities in which
the student is working on instructional tasks with others
(e.g., the instructor, an aide, or other students) or on
non-interactive tasks in which the student is working alone.
Engaged time, then, includes activities such as:

e competing in drill and practice games,

e participating in a discussion,

e taking part in role-playing activities,

o listening to a lecture,

® asking questions,

e participating in a demonstration,

¢ receiviny feedback on some work,

@ reading an instructional manual,

e working cn written assignments,
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¢ watching a filmstrip, or

e working with a microcomputer program.
Non-engaged time, on the other hand, includes activities
such as:

e working on other assignments,

¢ socializing with others,

¢ obtaining work materials,

¢ answering to roll call,

o filling out health forms,

¢ being disciplined,

e recording progress,

e passing out papers,

@ being called out of the room,

e observing others, or

e doing nothing.
While some of these activities, such as obtaining work
materials, are necessary to the task of learning, others
are not a very effective use of class time and should be
reduced whenever possible. '
After the time-on-task observations have been completed it
will be possible to look at the total picture of student ac-
tivities to determine how.to increase the effective use of
class time. How much time is spent on instruction? On non-
instructional tasks? Do students take too long to get ready
to work? Are too many administrative activities reducing the
time available for instructional purposes? Understanding how
time is really used will indicate where changes could be made
in order to increase the amount of time students spend en-

gaged in instruction and, ultimately, will increase student
learning.

Questionnaires

The questionnaire presents individuals with a series of
carefully developed questions covering a predefined topic
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and requires some manner of written response. Question=
naires may include items that are open-ended (requiring the
respondent to write in some form of response), closed (re-
quiring only that the respondent select an answer from
choices provided), or both.

For N or D programs, the use of questionnaires allows the
collection of information through methods such as: surveying
those who employ graduates of the program in order to deter-
mine employer satisfaction and to pinpoint areas in which
changes might be made to improve the program; surveying past
students to determine whether the program was effective for
them; determining community attitudes toward the program;
and documenting parental attitudes toward the program. In
general, the use of questionnaires facilitates the collec-
tion of a wide variety of information from a large group of
individuals.

In considering whether to use questionnaires to collect
evaluation information, the following five points are of im-
portance:

@ Questionnaires provide an inexpensive means of
simultaneously collecting information from a
large number of people.

@ Questionnaires provide a means of ensuring the
respondents' anonymity, which sometimes results
in more honest responses to sensitive ques-
tions.

& Questionnaires provide a means of asking uni-
form questions to everyone, thus ensuring that
the necessary data is collected from all in-
volved,

¢ Questionnaires, especially those using closed
item formats, provide a means of collecting
data which is fairly easy to summarize and in-
terpret.,

¢ Questionnaires provide a means of collecting
information over many topics of interest, rang-
ing from general attitudes to details on past
experiences,

Clearly there are many advantages ‘to using questionnaires,
but there are also constraints which should be noted, in-
cluding:
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¢ [f a question is unclear to the respondent, it
cannot be clarified and as a result might go
unanswered,

# Those asking the questions may not be able to
follow up on interesting lines of thought or
probe for more detailed responses.

o Because questionnaires are somewhat impersonal,
the response rate may be low and those who do
respond may constitute a biased sample.

¢ Some respondents may have difficulty in reading
or in expressing answers in writing.

If the evaluation questions of concern seem best answered by
asking a number of people a series of written questions,
questionnaires should be used to collect the information,
Appendix 4-C includes some vary brief guidelines for devel-
oping and administering questionnaires.

Interviews

The interview is a method for collecting information by ask-
ing a series of questions of each individual included in the
sample. Rather than requiring the respondent to read a
question and answer it in writing, the interviewer asks each
question, carefully recording the oral response given. The
interviewer may then systematically follow up on the re-
sponses, either through an informal approach or through a
predetermined set of additional questions.

For N or D programs, the interview facilitates the collec-
tion of information from individuals who may have difficulty
reading or writing, where non-verbal reactions are highly
relevant, and where detailed probing of responses is neces-
sary. Interviews would be an appropriate means of collecting
information on areas such as: the types of instructional
approaches that the students prefer; the types of interper-
sonal skills that potential employers would like future em-
ployees to have; or the ways in which instructors would Tike
to see the program reorganized.

When considering whether to use interviews to collect eval-
uation information, the following six points are relevant:

¢ Interviews provide a means of collecting infor-
mation which does nc¢t depend upon the reading
or writing skills of the respondent.




¢ Interviews provide a means of collecting infor-
mation in a manner which first allows rapport
to be established between those involved.

¢ Interviews provide a means of collecting infor-
mation on non=-verbal responses, language and
voice inflection, as well as the verbal re-
sponse.,

Interviews provide a means of collecting de-

tailed information through the use of rephras-

ing of questions and further probing of re-
sponses.

o Interviews provide a means of asking questions
that may be difficult to phrase in writing or
which require fairly extensive clarification.

¢ Interviews provide a means of collecting all of

the information from those who participate,
avoiding the possibility that responses may be
missed due to unclear questions.

Interviews, of course, have constraints which should be con-
sidered before deciding to use the techniques. Some of the
constraints are as follows:

@ Because the results of the interview rely
strongly on the interviewer's interpersonal
skills and communication capabilities, some
respondents may be threatened, led toward cer-
tain responses, or be generally uncommunica-
tive, .

@ The interviewer, unless carefully trained, may
get off track, alter the meaning of questions
by slightly rephrasing a few words, fail to
follow up on responses where appropriate, or
miss key non-verbal nuances.

e Because this technique requires the presence of
an interviewer at all times, the interview can
be an expensive and time-consuming way to col-
lect information; smaller sample sizes may be
necessitated.

¢ Without careful planning, interview data can be
difficult to summarize and interpret,

If the evaluation questions being asked seem best answered
through the oral administration of a set of questions and
further probing on responses, then interviews should be used
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to collect the information. Appendix 4-D includes some very
brief guidelines for developing and conducting interviews.

Existing Records

Existing records, although not an information collection
technique, are clearly a source of evaluation information.
The use of existing records is a method of collecting infor-
mation on the basis of what has already been compiled in
some manner by others. This would include any kind of data
which has been systematically collected at a preV1ous date
or obtained as a byproduct of other activities.

Existing records encompass a broad range of information, in-
cluding: records maintained for student management (e.g.,
class or individual progress charts, individual student
files, student scores on progress tests); records maintained
for short- and long-range planning purposes (e.g., objec-
tives taught in the program, services available outside of
the program, staff backgrounds); and records maintained for
evaluation and administrative reporting purposes (e.g.,
attendance, discipline reports, standardized achievement
tests, funds used for specialized, equipment).

In the N or D program, existing records can provide a source
of information to answer many types of evaluation questions.
(Section 6 deals in detail with the types of records which
should be maintained and their use for program evaluation
and management.) Further, existing records can provide the
background information necessary to complement data collec-
ted in other ways. For example, while interviews may be used
to collect information on students' attitudes toward certain
instructional materials, existing class records can document
how well the students have learned by using the various ma-
terials. Combined, the two pieces of information provide a
more complete picture for evaluation purposes.

When considering whether to use existing records for evalu-
ation purposes, the following four points should be kept in
mind:

¢ Existing records provide a wide variety of
readily available information.

@ Existing records, because they have not been
interpreted by others, are generally a source
of fairly objective information.

e Existing records are generally considered a
credible source of information because the data
has been collected at the time of the event,
rather than recalled at a later date.
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¢ Existing records provide information which is
low in cost to collect and may be obtained in a
shorter time period than that required to get
new information.

There are, of course, constraints which should be kept in
mind when considering the use of existing records, includ-
ing:

9 Existing records may be incomplete, with geneF«
ally no way to retrieve this missing informa-

e It may take some time and effort to extract the
desired information from the existing records
(e.g., the last five years of the test scores
may be available, but stored in a box in the
basement of another building).

‘e Permission to use existing records may involve
some Jlegal requirements, such as permission
from the individuals whose records are of
interest.

»For all evaluation questions being asked, consider the
feasibility of using existing records either to answer the
question or to provide supplementary information necessary
to fill out the picture. Appendix 4-E includes some very
brief guidelines for the use of existing records.
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Appendix 4-A
QUESTIONS TO ASK REGARDING AN ITEM BANK

What kind of information is available about the indi-
vidual items in the bank?

The information needed about items will differ depending
on the academic area. Constructing math tests from item
banks, for instance, does not require as much informa-
tion about items as constructing reading tests.

a. Can the apﬁropriate grade level be jdenti-
fied for which an item is appropriate?

This is usually not difficult for math
tests; math items are usually described by
a particular operation that is taught at a
certain grade level. For reading items,
however, if the instructor is looking for
an item where the student must identify
the main idea, he or she will probably
want a way of knowing the reading level of
a passage without having to actually pull
the item from the bank first.

b. What kind of information is available
about the technical quality of the items?

Can the instructor tell how difficult the
jtem is for different grade levels of stu-
dents? Most instructors prefer that the
test contajn both easy and difficult items
to allow students to show what they do
know and to find what they do not know.
Also, a check must be made to see if this
information about the item has been up-
dated.

c. Is there a way that instructors can use
the students' incorrect answers to diag-
nose their problems?

Often instructors like to use the results
from a test in the diagnosis of their stu-
dents' strengths and weaknesses. It helps
if the instructor can identify a problem
by using information from a wrong answer
that was chosen in the test.
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Appendix 4-A (Continued)

d. How specific can the instructor be when re-
questing items?

For example, suppose the instructor would like
an item to measure the recognition of the
consonant blend "CL"., Is it possible to pull
jtems directly from the bank that deal with
"CL" or must all items dealing with consonant
blends be searched through to locate items
dealing with "CL"?

What kinds of quality control measures have been applied
to the items entered into the bank?

Have the items been reviewed by instructors and curricu-
Tum experts for correctness of the answers? Is there a
guarantee that the items really do measure the skills
they profess to measure? Have the items been reviewed
for possible biases such as toward different sex,
ethnic, racial or regional groups?

What kinds of item response formats are available?

Does the bank include items in a variety of response
formats and is there an option when choosing the items?

What are the actual procedures that must be followed
when using the item bank?

Some developers of .item banks request the requirements
for a test and wil] deliver either the options for the
items or the actual test. Others will supply the actual
item bank.,

A good suggestion here is that when an item bank is
considered, a test run should be made involving the
actual persons who will be using it. Records should be
kept of what has to be done, how long it takes, how
difficult it is and how it compares to what has been
done in the past.

How does the organization of the item bank match the
instructor's curricular organization?

How difficult will it be to locate the sections of items
in the bank that deal with particular sections of
instruction? In some cases, the instructor will find
that it is easier to adopt the objective system of the
item bank than to translate program objectives to the
objectives of the item bank.
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Appendix 4-A (Continued)

What is the cost?

Developing an item bank can be a very costly venture.
Buying an item bank or contracting with an item bank
service can also be expensive, A careful analysis
should be made to determine whether the advantages of
the item bank outweigh these costs.
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B.

Appendix 4-8
GUIDELINES FOR DEVELOPING AND CONDUCTING OBSERVATIONS

WHEN-PLANNING THE OBSERVATION:

1. Identify the category of behaviors on which
data will be collected. Limit the category to
one small enough to be reasonably done during
an observation session. Do not expect to col=-
lect information on every behavior of interest
at one time.

2. Determine who will be. observed. The sample will
affect how the observations are done, the
length of the observation, and the system for
doing the actual observation.

3. Decide ahead of time how the results of the ob-
servations will be analyzed. The data analysis
can affect the format of the observer recording
sheets and the types of information actually
collected.

4. Limit observations to areas in which informa-
tion cannot be collected in other ways. For
example, using observations to obtain informa-
tion on the age of some students would not be
the best method of data collection. On the
other hand, direct observation to determine
eye-hand coordination of students would be ap-
propriate.

WHEN DEVELOFPING THE OBSERVATION INSTRUMENT:

1. Identify and clearly define each behavior that
the observers will be looking for. The explan-
ation of a behavior should not be vague, gener-
al, or open to interpretation by the observers.
Having observers watch for disruptive behavior
would result in very unreiiable data. Exactly
what is disruptive behavior? In comparison,
having observers tally the number of times a
student left the seat would be a behavior much
less open to interpretation, resulting in more
reliable data.




Appendix 4-B (Continued)

Develop a coding method, tally sheet, or other
device that facilitates the observation pro-
cess. If the observer has to take time out to
write down words, the behaviors occurring dur-
ing that time will be lost.

C. WHEN PLANNING TO USE THE OBSERVATION:

1'

Ensure that each observer is fully trained in
the procedure. This would include an under-
standing of the definitions of each behavior,
practice at using the device on which the data
will be recorded, and how to be unobtrusive
while doing an observation., If the purpose of
the observation is simply to describe events as
they occur rather than watch for specific be-
haviors, the observer still needs to be trained
in methods for recording behaviors.

When scheduling the observations, keep each
period fairly short. Observing and recording
behaviors is a very intense activity, so should
be divided into several brief periods, rather
than one long one. For example, if the observer
needs to watch a classroom for a total of 30
minutes, ten three-minute series of observa-
tions would provide better data than three ten-
minute periods. Of course, there may be times
when the purpose of the observation is to de-
scribe what went on during an entire lesson, in
which case it would not be possible to break up
the observation periods.
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Appendix 4-C

GUIDELINES FOR DEVELOPING AND ADMINISTERING QUESTIONNAIRES

WHEN PLANNING THE QUESTIONNAIRE:

1. Identify the topic of the questionnaire. Decide
on this topic before beginning to develop the
questions and stay within that area.

2. Determine the 1intended audience before the
questions are developed. Audience characteris-
tics will affect the format of the entire ques-
tionnaire and the phrasing of each question.

3. Determine ahead of time how the questionnaire
results will be analyzed. This will affect the
format of the included questions. For example,
if the questionnaire responses are going to be
machine-scored, open-ended questions could not
be used. Or the closed format might be used and
respondents asked to answer on a separate sheet
which could then be scored directly by the com-
puter, The questionnaire should also be ar-
ranged to facilitate scoring responses by
grouping similar items together (i.e., all
yes/no type questions together). :

4., Ask only for information which cannot be ob-
tained elsewhere. The purpose of the question-
naire is to collect some type of information or
attitudes from each individual., Each person is
responding because his or her input is neces-
sary and of interest. If the information can be
obtained elsewhere there is no reason to have a
person spend time repeating that information.

5., Keep the questionnaire short. A person is much
less likely to respond to a long questionnaire
and more likely to return the questionnaire if
it is of reasonable length.

WHEN DEVELOPING THE QUESTIONS TO INCLUDE ON THE QUES-
TIONMAIRE:
Order the questions in a logical manner. Start

with the most general types of questions, then
move on to the specifics. .
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Appendix 4-C (Continued)

2, Limit each question to one idea. Do not combine
more than one idea in a single question. If a
question does cover more than one point it is
impossible to interpret the results later.

3. Do not ask leading questions. Be sure that the
questions do not lead the respondent toward the
desired response. If the respondent can tell
what the "correct" response is, then the ques-
tion should be rewritten. )

4. Word each question as simply and clearly as
possible. Do not include information that is
unnecessary to the question and avoid technical
terms, unless they are appropriate to the audi-
ence.

5. Include a definite point of reference to ensure
that each individual responds to the same ques-
tion. For example, if a question is asked, "How
many hours do you work?," respondents may an-
swer in terms of hours per day, per week, or in
other ways. Changing the question to ask "How
many hours per day do you work?" ensures that
each individual responds to the question in the
same manner.

6. If a closed question format is used, try to in-
clude options that cover all possible aspects
of that question. Do not limit the answers to
only one side or part of an issue. Addition=-
ally, since it is often difficult to anticipate
all possible choices to include ia a closed
format, use the category "other" 4nd allow a
space for the person to write in a rasponse.

WHEN PLANNING FOR ADMINISTRATION OF THE QUESTIONAIRE:

1. Include complete and clear directions on how to
respond to the questionnaire., Explain exactly
how to respond and where. Do not leave anything
up to the respondent's imagination.

2. Include a cover letter with the questionnaire,.
This letter should be addressed to each respon-
dent. The purpose of this letter is to estab-
lish rapport with the respondent, to explain
why the questionnaire is being sent, and to




Appendix 4-C (Continued)

encourage that the questionnaire be returned.
It is a good idea to include a deadline date
for returns in this letter,

Ensure that the questionnaire and all other
correspondence is neat and easy to read. A
poorly arranged questionnaire or one that is
difficult to read will have less of a chance of
being returned than one which is well-designed.

Include a stamped, self-addressed envelope wifh
the questionnaire. This will help encourage re-
turns.

Use postcards or other means to follow up on
those questionnaires that were not returned,.
Remember that the more questionnaires returned,
the less biased the sample.
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Appendix 4-D
GUIDELINES FOR DEVELOPING AND CONDUCTING INTERVIEWS

A. WHEN PLANNING THE INTERVIEW:
1. TIdentify the one topic of the interview.
2. Determine the intended audience.
3. Determine how the results will be analyzed.

4, Ask only for information which cannot be ob-
tained elsewhere.

B. WHEN DEVELOPING THE QUESTIONS TO ASK DURING THE INTER-
VIEW: '

1. Order the questions in a logical manner.
2. Limit each question to one idea.
3. Do not ask leading questions.

4. Word each guestion as simply and as clearly as
possible.

5. Include a definite point of reference to ensure
that individuals respond to the same questions.

e

C. WHEN PLANNING FOR ADMINISTRATION OF THE INTERVIEW:

1. Establish a method for recording interviewee
responses. It is important that the actual
warding be preserved as closely as possible,
Recording methods include taking notes during
or after the interview, using preplanned re-
cording sheets, or taping the session.

2. Train the individuals conducting the interview,
They should be able to conduct each interview
in the same manner, ask the same questions in
the same order, and avoid any emotional re-
sponses to the interviewee's answers which
might affect future responses. The interviewer
must be trained to constantly probe for ad-
ditional information and accurately note re-
sponses to each question.
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Appendix 4-D (Continued)

The interviewer should also be trained to use
the first few minutes of the interview to es-
tablish a good rapport with the interviewee by
explaining the purpose of the interview.

4-31




Appendix 4-E
GUIDELINES FOR USING EXISTING RECORDS

WHEN DECIDING TO USE EXISTING RECORDS:

1.

WHEN PLANNING TO COLLECT

Identify the area of information for the data
collection. Once the area is established, ap-
propriate types of existing records can be s'e-
lected.

Describe the sample on which the information
will be collected as clearly and completely as
possible (for example, fifth grade students who
have attended elementary schools in the dis-
trict for the last two years).

Decide exactly what type(s) of records will be
used. Considering feasibility, cost, access,
time, and legal implications will help in de-
termining this,

Determine ahead of time how the information
will be analyzed. The process used for data
analysis will have implications for how the
information is recorded,

RECORDS:

1.

Identify exactly where the necessary informa-
tion is located and whose permission must be
obtained in order to access these records.

Determine ahead of time any legal requirements
which must be met in collecting or using the
records.

Develop a method for extracting the necessary
information and a means of recording that data.
The method used must be easily understandable
and consistent,

Train those who will be collecting the informa-
tion. To obtain reliable data, each individual
must record the same type of information.
Therefore, each person must clearly understand
any categories on the recording forms and di-
rections for their use.
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5. INSTRUMENTATION

INTRODUCTION

Selecting the appropriate type of instrumentation is a very
important part of the evaluation process. Section 4 dis-
cussed the application of testing and other types of infor-
mation collection techniques used to answer evaluation
questions. This section provides specific information on
criterion- and norm=-referenced tests, measures of affective
behavior and sources of item banks. Selected references for
further information on instrumentation are also provided.

AN ANNOTATED BIBLIOGRAPHY

The bibliography which follows presents information about
the various tests and other measurement techniques available
for evaluation of N or D programs.

The annotations provided in this bibljography were
prepared only to serve as an information resource
and are not intended to imply endorsement or ap-
proval for use in Chapter 1 evaluations.

Clearly there are many other tests and measurement tech-
niques which could have been discussed in this section; keep
in mind that the ones discussed here are only examples of
the potential choices available for evaluation purposes.

Prior to making a final determination regarding the choice
of instrumentation, the actual instruments and related pub-
lications should be carefully examined, Review copies or
specimen sets of most instruments are typically available
from the publishers for just this purpose. The appendices
which follow this section will also be of help in making a
final selection. :

Appendix 5-A and 5-B, respectively, provide rating scales
for selecting criterion- and norm-referenced tests. Each
rating scale provides a series of questions which, when
asked in relation to a specific test, will help determine
whether that test is an appropriate choice for the evalua-
tion activities. When using these rating scales it should
be kept in mind that no one test will be perfect for the
program evaluation activities, but some tests will be better
than others.




Appendix 5-C provides a process by which a test review team
can look more closely at the items in a test in order to
determine how well the test measures the program's objec~
tives. Upon completion of this process the user will be able
to compare this information across tests to help to deter-
mine which test best matches the program objectives.

Appendix 5-0 provides some guidelines for determining when
to test out-of-level. There will be occasions when the per-
son planning the test administration feels that the pub-
Tisher's recommended test level may not be appropriate for
the student(s) taking the test. If there is some question as
to whether the test level will be too easy or too difficult,
out-of-level testing should be considered.

Finally, Appendix 5-E provides a test administration check~
1ist which can be used to ensure that the actual testing
goes as smoothly as possible and is done correctly. Follow-
ing incorrect test administration procedures can result in
test data which may not be an accurate reflection of the
student's scores. Therefore, following the appropriate test-
ing procedure is very important to the evaluation process.

List of Annotations

Adult Basic Learning Examination, 1967-74
Attitude Toward School, Rev. Ed., 1972
California Achievement Tests, 19%7-78
Comprehensive Assessment Program Achievement Series, 1980
Comprehensive Tests of Basic Skills, 1981-82
DIAGNOSIS: Mathematics Level B
Gates-MacGinitie Reading Tests, 1978
Instructional Objectives Exchange

Iowa Tests of Basic Skills, 1978

Mathematics In Our World, Second Edition, 1981
Measures of Self Concept, Rev. Ed., 1972

Metropolitan Achievement Tests, Instructional Battery,
1978-79

Metropolitan Achievement Tests, Survey Battery, 1978-79
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Northwest Evaluation Association Item Banks

PRISM |

Reading Yardsticks, 1982

Sequential Tests of Educational Progress, Series 111, 1979
SRA Achievement Series, 1978

Stanford Achievement Test, 1982

Stanford Diagnostic Reading Test, 1973-78

Stanford Diagnostic Mathematics Test, 1976-78

Tests of Adult Basic Education, 1976

Wide Range Achievement Test, 1978
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ADULT BASIC LEARNING EXAMINATION Achievement: Adult
(ABLE), l967-74 (Norm~Referenced)

ABLE is a battery of tests develovped to measure the level of achievement
among undereducatad adults. The tests ware designed to assess the knowl-
edges and skills commonly associated with basic education or functional
litaracy. Although test content is adult-oriented, ABLE may be used in a
variety of settings to assess achievement from the primary grades to the
secondary level,

The three levels of ABLE, each available in alternate Forms & and B,
measure achievement typical of grade performance from first through twelfch
grade, Level I is designed for achievement levels in grades l-=4; Level II,
in grades 5-8; and Level III; in grades 9~12.

Each level of ABLE counsists of four tests: Vocabulary (which requires

no reading), Reading, Spelling, and Arithmetic, which includes Computation
and Problem Solving (dictated at Level I). Subject matter centcars on
aspects of practical life, such as community, family, and job. ABLE
administration results can reveal the comparative strengths and weaknesses
of individuals; however, they ars not intended to provide iadepch diagnos-
tic information for imstructional purposes.

All tests for each level and form are published in a separate booklet. The
ABLE test booklets, smaller in size than conventional test booklets, are
color coded and include practice items. The number of test items for each
test or subtest vary by level: for Level I, the number of items ranges

from 20-30; for Level II, from 20-58; and for Level I[II, from 42-60. The
response mode for Levels I and II is varied; all items in Lavel III are
designed in multiple~choice format. Lavels I and LI are available in both
hand- or machine-scorable test booklet editions. Level ILII requires the use
of a separate answer sheet which may be scored by hand or machine.

The entire battery of tests for each level can be administered in approxi=~
mately two hours. However, each of the subtests may be administered in a
single sessioun. Administration time for Level I and LI tests ranges from
20~25 minutes and for Level III, from 42 to 60 minutes. If more than one
tast is given in a single session, a rest period of l0-l5 minuces should be
scheduled becween tests.

SelectABLE, a short 45-item screening test 1is available to help decarmine
which level of ABLE is most suitable for use with an individual. The test,
which covers both verbal and numerical coacepts, is uncimed buc takes about
15 minutes to administer. The screening-test and an additional ABLE test
or subtest can be administered in the same testing session. Directions for

Region V TAC
ETS-MRO
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ADULT BASIC LEARNING EXAMINATION (continued)

test administration ars provided in the ABLE Handbook that accompanies each
test level. An ABLE Grouo Record form (ome for each level) is available for
recording students' secores,

In Levels T and LI, the number of items correct for each tast or subtest is
converted to a grade score. The grade norms were established in 1966 by
equating ABLE with the Stanford Achievemene Test, 1964 editioun. The grade
norms are based on the performance of a sample of approximately 1,000 stu~-
dents per grade in grades 2~7, drawn from four school systems in four
states, The grade norms provide a rough indication of individual performance
and suggest the lavel of imstructional materials to be used. Split-half
reliability coefficients, corrected by the Spearman-Brown formula, for four
research groups (scudents from grades 3 and 4, Job Corps enrollees, and
adult basic education students in Hartford-New Haven, ranged from .73 to
.98 for Level I and from .60 to .96 for Level II.

Percentiles and stanines for Level III were obtained in 1970 by equacting
ABLE with the Stanford Achievement Test: High School Bactery, 1965-66.
Reliability coefficients (XR~21), obtained from two school zroups and five
adult groups, ranged from .81 to .96.

ABLE i3 available from The Psychological Corporation, 757 Third Avenue, New
York, New York 100Ll7, (Phone: 212-888-3500) or from the publisher's
regional offices, The 1982 catalog price listed for a specimen set is
§5.25 for each level; and a package of 35 test booklets is $32.50 for Level
I, $33.75 for Level II, and 334.50 for Level ILII.
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ATTITUDE TOWARD SCHOOL, REV. ED., 1972 Affective: X-12

This 183~page collection of measurable objectives and related assessment
ingtruments prepared by the Instructio il Objectives Exchange (IO0X), is
devoted entirely to attitude toward school. The collection published in
paperback book format, coutains complete tests, along with descripcion and
rationale, directions for administracion, and scoring guides.

The affective measures are intended for use in pretest/posttest evaluations
of programs designed to improve student attitude toward school. From among
42 clearly defined objectives and related measures, users may select those
which they cousider to be appropriate for their instructional settings.
Local modifications to the measures may be made if particular items are
considered inappropriate. Items may be deleted, modified, or added.
However, care must be taken that changes are cousistent with the objective
to be measured. The measures are designed to be used for assessment of
group attitude ouly and not for individual assessment,

The attitude toward school objectives and assessment measures are arranged
into three grade levels: Primary (K-3), Intermediacte (4-6), and Secondary
(7-12). The measures focus on five dimensions of attitude toward school:
teachers, school subjects, learning, school social structure and climate,
pears, and general orientation toward schooling independent of a particular
school. The measures include three types: direct gelf report instruments
which solicit student reaction in a direct question-aanswer format; infer-
ential self report measures which permit inferences based on indirect
stimuli questiouns; and observational indicators which permit inferences
based on direct observation of student behavior. An overview of the
measures inzluded in the collection follows,

Direct Self Revort Measures

School-Sentiment Index (Primary/Intermediate/Secondary)

SSI, an omnibusg inventory available in a separate version for each test
level, assesses five dimensions of attitude toward school: teacher,
school subjects, school social structure and climate, peer, and general,
Students exhibit Ffavorable atctitudes by indicacing agreement with
statements that reflect positive perceptions, and disagreement with
statements that reflect negative aspects of the various dimensious,

The SSI includes 37 items for the Primary level, 81 items for the
Intermediace level, and 82 items for the Secondary level. Administra-
tiou time is approximately 10-15 minutes, 20-30 minutes, and 15-20
minuctes for the Primary, Intermediate, and Secondary levels, respec—
tively., It is recommended that the SSI be administered by someone ocher
than the teacher to minimize a bias effect on the scudents' responses.

Scores available include a single global score and subscale scores for
positive actitude toward school. Reliability coefficients for SSI

total scores are .87 (test/retest) and .72 (KR~20) for the Primary level;
.83 (test/retest) and .80 (KR-20) for the Intermediate level; and .49
(test/reces”) and ,88 (KR-20) for the Secondary level. Te