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Abstract
The purposes of this study were (1) to develop an annual program monitoring

model for Cabot College of Applied Arts, Technology and Contis

¢ Education, (2) to

the suitability of s Context ion Model as the basis of the
annual program monitoring model, (3) develop a set of indicators 10 be used in the annual
program monitoring process and (4) test the model and indicators though the trial
monitoring of two programs at Cabot College.
The indicators chosen reflected the views of individuals identified as decision

makers at the College. Data were collected through questionnaires, interviews and analysis

of documents to define a set of indicators for program monitoring
The results indicate that Stufflebeam’s Context Evaluation serves as an excelfent
guide for the development of an annual program monitoring process Indicators chosen

have been found to be difficult to measure, but valuable information is made available

when the i ion obtained in the itoring process is analysed

are made for ive data collection and analysis stiategies

in the monitoring process.
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Chapter |
Background of the Study
Introduction
‘The purpose of this study is to describe the development and application of an

annual program monitorings model for a ity college in d, Canada

“The intention is to provide guidelines for program monitoring that can be applied in similar

sellings or adapled for use in other seltings.

Background for the Study

Cabot College of Applied Arts, Technology and Continuing Education is one of
more than 200 community colleges in Canada. It has seven campuses, serving 4000 full-
liae students in over 50 different programs and 6000 part-time students in approximately
400 different courses. In common with the other community colleges in Canada, Cabot
College shares the following characteristics (Cantor, 1992, p.172-173):

I Itisa public institution, and as such is expected to respond to the needs of the
regions and communities in which it is located.

2 Unlike the universities it has to be responsive to federal government requirements
inso faras the laiter funds it for occupational training,

3 It provides a wide range of diplomas, certificates and other credentials to students

completing its courses, though it does not confer degrees.



4 Like other community colleges. it was initially concerned with school-leavers who
were undertaking programs piior to work Now it is increasingly involved in retraming

and updating older workers by offering courses cither on campus or in the work place

S Again like other Canadian colleges and their British counterparts, Cabot College

takes pride in its ability, based frequently on necessity. to respond quickly to newly-

identified needs whether by empi the education service, or provincial and federal
governments

Since the mid-1980s, community colleges in Canada have experi

nced funding
changes as a result of changes in federal government policies. Cantor (1792) describes
these changes in policy on the part of the federal government. They involve “the deision
to reduce greatly the direct purchase of training places to colleges and instead direct funds
to the 'private and voluntary sectors', of which industry and business form the lagest pait”
(Cantor, 1992, p.175). Concurrent with this policy has been increased involvement of
provincial governments in the control of college programs and activitics

Cantor (1992) says

provincial ministries, anxious to get value for money, are requiring colleges

to demonsirate greater productivity, efficiency and accountability and some

of them, like their British counterparts, are looking for 'performance

indicators', most of which would require the colleges to concentrate on

economic rather than social goals. (p. 177)
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In May 1992, the Provincial Department of Education sponsored a seminar entitled
" A Quality System for Education” in Gander, Newfoundland. This seminar was targeted
toward Chicf Executive Officers and senior managers in the province's college system.
Following this seminar the concept of Total Quality Management was presented to the
Board of Directors of Cabot College. The Board approved funding for Total Quality
Management training.

In September 1993 a Total Quality Council was established comprising the
President, a Coordinator, 3 instructors, 3 support staff, and 3 administrators.

In April 1994, the Total Quality Council of Cabot College asked the President to
establish a Standing Program Review Team. This was to be a nine-member team chaired
by the Director of Programs and consisting of two managers and six instructors. This
committee has "the overall responsibility of conducting an ongoing review of the program
offerings of the College with a view to ensuring current and relevant training for an
economy in rapid change" (Cabot College, May 1994)

“The duties and responsibilities of the Committee involve seeking the advice and
guidance of'key external and intemnal stakeholders so as to:

(1) establish and review key criteria to be employed in reviewing

current and proposed new programming;
(2)  establish a methodoic gy of applying approved criteria to develop a

and itati of




3) direct the selective application of approved methodology for all

programming within the College.

) ensure participation of internal and external stakeholders by

providing a mechanism of open communications, and
) recommend program renewal measures for the consideration of the
President and Board. (Cabot College, May 1994)

When the Program Review Committce was formed, no overall evaluation policy
existed for the College. A program review handbook had been dralted (Moores, 1993),
but, due to discontinuation of funding, had not been completed Some programs were
being evaluated on a regular basis as part of their accreditation requirements, some
programs were choosing to carry out their own review, and some programs were ot
being reviewed in any in-depth manner.

During the Fall, 1994 the Program Review Committec worked to clearly establish
its goals and to become familiar with the variety of different program review initiatives
takinig place within the college system In November 1994 a draft outline of the yeuly
Program Review Cycle was developed. This outline is presented in Figure |

The author met with the Director of Programsand Chair of the Program Review
Committee in 1994. He indicated the need ofa methodology of annual program
monitoring to identify programs most in need of in-depth program review This
corresponds to the sections of Figure | from MOO2 to MOO6 Fach program would be

monitored for a limited number of indicators, both internal and external to the programs



Reports would be produced for each programand programs most in need of a full
program evaluation would be identified. These programs would then be pooled with other
programs due for major review because of external accreditation. Depending on the
availability of resources, programs would then be selected for a full program evaluation
Aninterest was expressed in having such a system developed and tested to
determine if it would fit the needs of the college. The complete program review process is
bencficial, but it is costly, (Conrad and Wilson, 1985) and to adequately manage financial
resources, it would be best to have some mechanism to select those programs most in

need of areview.

Significance of the Study

While Cabot College has begun the development of a program review
infrastructure, the Program Review Committce does not have criteria developed on which
to select those programs which would benefit from an in-depth program review process.

Any proposed program monitoring model should provide a tool for effective,
rational and logical determination of those programs which would benefit from an in-depth
program review, Regular use of such a monitoring model should improve programs and
allocate resources more efficiently for Cabot College. Such a model may also benefit other
college systems, particularly those in New foundland and Labrador, as well as the rest of

Canada
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Cabot College has made a commitment to Total Quality Management and this

philosophy will guide the methodology chosen and indicators studied. The outcome of this

for

study should include the ion of quality i

Limitation of the Study

While the model developed may be applicable for Cabot College, the applicability
of the model to other colleges cannot be guaranteed. The ability to generalize this study
will decrease as its application moves from the Cabot College setting to other colleges in
the province, to other colleges in Canada and outside the country.

The program monitoring model is based on Stufflebeam et al’s (1971) Context

Evaluation. While it is very hensive and flexible (Hecht, 1975), there may be other

models that may apply to the program monitoring process. It was not feasible to apply
other models within the time frame of this study.

The development of the model is limited to the congruence aspect of Context

While some conti i ion may be generated, development of both
aspects of the Context Evaluation is beyond the scope of the study. Stufflebeam et al
(1971) point out those altempts to evaluate all aspects of a program "in the first year can

only end in disaster" (p. 247).



It will be difficult to determine the reliability of the indicators chosen based on a
trial of two programs. More valid indicators may also be available. There may beaneed to

compromise on the indicators chosen when the values of the clients are considered in the

choice of indi The clients may choose indi which are less valid to be more
significant.

The programs chosen for application of the program monitoring mudel have
volunteered to take part in this study. Other programs may have presented better
conditions for studying the model. Finally, as this model is a decision-making madel, it

may be unacceptable to the college at large.

Definitions of Key Terms

The following are some of the terms and itions that will be used h
this study:
Program: This refers to what Braid (1987) describes as "academic programs, that is,
instructional activities offered by a division or department of a college, and does not
include other programs such as studet services" (p. 5). Full-time programs offered at

Cabot College are listed in Appendix D.
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Program_review: A specialized form of educational evaluation used by many colleges and
universities  Program review secks to evaluate a program using criteriaas to how that
program should be operating. By using these criteria, faculty and administration make

judgements about a program's effectiveness (Red River Community College, 1991).

ive review: A review condt d during the operationof a program to provide

program directors with cvaluative information useful in improving the program (Worthen

and Sanders, 1987).

Program monitcring: "On going or longitudinal program evaluation" (Buchan, 1991,
Pp-28),in which the key issues addressed are "whether the program is reaching the
appropriate target population and whether the delivery of services is consistent with

program design specifications” (Rossi and Freeman, 1985, p.139).

Total Quality Management: "A comprehensive philosophy of living and working in
organizations that emphasizes the relentless pursuit of continuous improvement" (Chaffee

and Sherr, 1992,p.1).

Context evaluation: Stlllebeam et al (1971) define this as a systematic and
macroanalytic type of evaluation. "Specifically, it defines the relevant environment,

describes the desired and actual conditions pertaining to that envi , identifies unmet




[\
needs and unused opportunities, and diagnoses the problems that prevent needs from

being met and opportunities from being used” (p. 218)

Indicators: Jacger (1978) recommends that all variables should be termed indicators that

(1) represent the aggregate status or change in status of” any group of persons, obj

institutions, or elements under study, and that (2) are essential to areport of status o1

change of status of the entities under study or to anunderstanding of the conditions of the

entities under study .

This thesis has five chapters. Chapter 1 contains the background information,

significance of the study, its limitations and definition of the terms Chapter Il presents a

review of the lit ion, Total Quality M asit applics (0 higher
education, program monitoring. and indicator systems. Chapter 111 contains the
methodology including research questions, selection of indicators, the development of the
monitoring framework, and implementation of program monitoring with two pograms
Chapter IV presents the results of the survey for selection of indicators, the
indicators chosen for monitoring and the results of monitoring two programs Chapter V
summarizes the study, draws several inferences about it and makes recommendations for

improverent and further research



Chapter I1

Review of the Literature

“T'his chapter will review the significant literature on program evaluation, Total
Quality Management, program monitoring, and indicators The information will be used
to select a group of indicators and establish an approach to annual program monitoring in

a Total Quality Management philosophy. particularly program monitoring at Cabot

College

Drogram Evaluation

In his Evaluation Thesaurus, Michael Scriven (1991b) describes evaluation "as a

1 and practical " (p. 1),

alytical process in all

He further izes the role of evaluation by ing ion with science

Both produce knowledge about the relevant worth of something, whether it is about
different teaching methods in education or different catalysts in chemistry. Evaluation is
not restricted to only applied knowledge. It is fundamental to pure science. "Evaluation of
the quality of evidence, research designs. instruments, interpretations, and so on --

evaluation within science” (p. 5). is how science is differentiated from pseudoscience.



Within the general disciplinz of evaluation, there are at least six major types of’

evaluations. Scriven (1994) lists these as "program evaluation, personnel evaluation,

performance ion, product ion, proposal eval L and policy
(p. 148).
He also refers to two other types The first is meta-evaluation, "the evaluation ol

evaluations" (p. 148). The second is "discipline-specifi luation, the kind ol

that goes on inside a discipline. sometimes with or without the assistance of trained

evaluators, but always requiring substantial knowledge ol the discipline” (p 148)

Of these major types of evaluation, Scriven (1991b) states that most oithe "study

of'i igative or practical aimed at improving practice -- and the methods
resulting from that study” (p. 1), has occurred in program evaluation

Some authors (Madaus, Scriven and Stufflebcam, 1083) suggest that evaluation
may be traced to the early 1800s while other authors trace evaluation to the ancient "flint

chippers and bone carvers" (Scriven, 1994, p. 152). Certain contributions to the field of’

. however, are by many authors (McLaughlin and Phillips, 1991,
Worthen and Sanders, 1987, Shapiro, 1986; Stufflcbcam and Shinkficld, 1985) These
include Horace Mann’s reports to the Board of Education of the Commonwealth of
Massachusetts in the mid-1980s, and in the carly 1900s, Joseph Rice's study of spelling
and arithmetic throughout the U.S.A. Other contributions included the work of Binet on

intelligence and Thorndike's research on generalized intellectual power



13
Jonathan Shapiro (1986) argues that formal program evaluation did not begin until
the 1960s. He outlined two reasons for this The first was the political, economic, and
social climate at the time focused on restructuring “the society to overcome the injustices
and instabilities associated with the historic problems of poverty and race" (p. 164). The

second reason was the advance in particularly so that 'l le,

womplex investigations became possible to a degree that had not previously existed" (p.

164)
Program E ion and Evaluation Model
Craven (1980) defines program cvaluation as “the process of specifying, defining,
collecting, analysing, and i ing i ion about desigs aspects of a given
program, and using that i ion {0 arrive at value judj among decision
regarding the installati inuati dif or ination of a

program” (p. 434)
Tyler (1991) describes six purposes for program evaluation.
(1) to monitor present programs; (2) to select a better available program to
replace one now in use that is deemed relatively ineffective; (3) to assist in
developing a new program; (4) to identify the differential effects of the
riogram with different populations of students or other clients; (5) to

provide estimates of effects in the catalogue of programs listed in consumer



resource centers. (6) 1o test the relevance and validity of the principles

upon which the program is based. (p. 4)
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Figure 2. Comparison of the Six Categories of Evaluation (Worthen and Sanders, 1987)

In

to

Popham (1993)

states "there is more than one way to conduct a defensible educational evaluation

there are different evaluation strategies for different cducational situations” (p 22)

Worthen and Sanders (1987) classify evaluation under six categories These

categories, their purpose and proponents are described in Figure 2 The selection of
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categories can be viewed in terms of the "underlying theoretical assumptions on which the
models are based" (House, 1978, p. 45).

Greene (1994) outlines four major philosophical frameworks in which she feels
program evaluations can fit. She bases this on the type of evaluation questions answered
by a model. Figure 3 shows how specific evaluation categories fit her four philosophica!

frameworks. These different frameworks reflect the historical development of evaluation

Philosophical Tivaluation Preferred Methods “Typical livaluation
Framework Categories Questions
Postpositivisn Objectives Quantitative: experimentsand | Are desired outcomes
Oriented quasiexperiments, systems attained and atiributable
analysis. causal modelling. o the program? Is this
cost-henefit analysis. program the most

eflicient altermative?

Pragmatism Management fectic. mised: structurcd and | Which parts of the
Oricnted: wnstrictured surveys. program work well and
Consumer questionnaires, interviews. which need
Oricnted: . ? How
Enperlise ot s the program
Oriented with respect to the
organization's goals?
With respeet to
liciarics’ needs?
Interpretivism Responsive Qualitative: case studics. How is the program
Onented interview. observations. experienced by various
Comnosseur- document review staheholders’
ship
Critical. Nomative | Fourth Participatory: stakeholder In what ways are the
Science Cieneration pasticipation in varied premises, goals, or
Evaluation stmetured and unstructured, activities of the
quantitative and qualitative program serving o
designs and methods: historical | maintain power and
aualysis. social critizism. resource inequitics in
the socicty?

Figure 3. Major Approaches and Models of Program Evaluations (Greene, 1994).



Stiesiives
In their overview of Tyler's works, Madaus and Stufflcbeam (1989) outline what

Tyler saw as the requirements of a sound evaluation. These were:

(1) working from bif of student b i that

specify what a student who has attained the objective can do or produce,

(2) specifying the situations where, or ways in which, students can

d the i ofinterest, (3) determining
standards; (4) using multiple approaches 10 measurement, (5) assessing all

types of i that are signi in T of

students, (6) keeping records of student progress; and (7) developing,

scales and scoriny schemes that convey useful information. (p 5)

Tyler's writings on the subject dominated thinking on evaluation from the mid
1940s to the 1960s.  Following the launch of the Russian Sputnik I in 1957, the U S,
federal government poured money into the development of new educational programs in
science, mathematics and freign language. As Madaus et al (1983) point out, despite the
"best and brightest of the educational evaluation community [being involved, their work

was] neither particularly helpful to curriculum developers nor responsive to the questions

being raised by those who wanted 10 know about the programs' effectiveness” (p. 12)
In 1965, the U.S. government passed the Elementary and Secondary Schools Act

that mandated the evaluation of Title I and Title [1I programs (Ingle, 1984). The response
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to this demand was the promotion of the field research designs of Campbell and Stanley

(1966)

Ji of this evall approach are outlined

‘The reasons for the i
by Shapiro (1986). The first reason was Campbell's suggestion that reforms in social
policies and programs should be viewed as experiments and as such "it would be most
appropriate to employ experimental or quasi-experimental research designs to evaluate
such programs and policies" (p. 12). A second reason for this approach was that "the
powerful principle of factorial design could be used 1o structure the components of a
program systematically in order to see which are effective and in what combination”
(Shapiro, 1986 p. 166). Shapiro (1986) points out the most important reason for the
adoption of this approach was that many evaluators working in the field at the time had
backgrounds in cducation and cducational psychology. This approach "may have been the
most familiar and comfortable methodology to employ in the conduct of evaluation
rescarch" (p. 166).

While greeted with initial optimism and high expectations, by the late 1960s this
approach (o evaluation was obviously failing. The four dimensions along which it was

" eriticized were "the scope or focus of experiments, the a priori specification of goals and
outcome variables by the evaluator, the preeminent status accorded internal validity in the
Campbell and Stanley scheme, and the exclusive reliance on quantitative data" (Shapiro,

1980. p. 167)



While agreeing that the experimental or quasi-experimental design has severe
limitations, Worthen and Sanders (1987) do see a rolc for this approach. especially in
comparative studies where "two or niore programs, products, or methods are compared
on common criteria” (p 317). They point out, however, that this citcumstance is unusual

in education today.

Seri Goal - Freg E 5

In 1967 Michael Scriven, wrote The Methodology of Evaluation In reviewing his
contribution to evaluation Scriven (1991a) describes two major ideas he presented in that
paper. The first was that evaluation had two distinctive roles. One role is a formatiye role

where the evaluation "is designed, done and intended 10 support the process o’

pi , and normally issit or done by, and delivered to, someone who can

make improvements” (p. 20). The other role is summative and it is "cvaluation done for,

or by, any observers or decision makers (by contrast with developers) who need evaluative
conclusions for any other reasons other than development” (p. 20).

Scriven's second major contribution involved the recognition of the importance of
assessing not only the goals of evaluation but also tiie merit of the goals Popham (1993)
has pointed out that this "has alerted evaluators to the impropricty of passively accepting
any goals proffered by program designers" (p. 28).

Inherent in a goal-free evaluation is the need to obtain information on actual

effects and on needs. "If a product has an eflect that could be shown to be responsive to a



need, that product was useful and should be positively evaluated” (Guba and Lincoln,
1981, p. 17). A key point in his evaluation checklist involves describing "the needs and
valucs of those that are impacted or may be impacted" (Stufflebeam and Shinkfield, 1985,
p 318)

In describing the advantages of this approach to evaluation Stufflebeam and
Shinkfield (1985) find it to be " less intrusive than goal-based evaluation; more adaptable
to midstream goal shifts; better at finding side effects; less prone to social, perceptual and
cogpitive bias, more professionally challenging; and more equitable in taking a wide range
of values into account" (p. 317).

Several drawbacks to such an evaluation approach are described by Guba and
Lincoln (1981). The first was that the model did not attempt to suggest how to identify
effects. Sccondly. it did not describe what needs should be assessed. Finally, it did not
tackle how standards of judgements would be arrived at. They feel that Scriven overstated
the case for goal-free evaluation. "Scriven's own admission that goal-free evaluation is
best used as an auxiliary, parallel activity (to goal-based evaluations) is evidence for this"

(p. 18).

The other major evaluation contributor in 1967 was Robert Stake. To describe

what evaluations should look like, he w2 a paper titled The Countenance of

Educati Eval In this paper he i d the idea that the process of evaluation
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should not be standardized. He presented a 3 x 4 matrix to cla

ify data that should be
collected. Different evaluations would require different combinations of data McLaughlin
and Phillips (1991) observe that at this time "evaluators were hungry for guidance, many
grasped his ideas as a prescription -- as a ‘countenance model™ (p. 65). In discussing his
countenance paper Stake (1991) expressed displeasure about how the paper was adopted
by evaluators as a model. He saw it as an "overview of data available for an evaluation
study" (p. 72).

Stake (1991) notes that the "major weakness of the countenance paper was the

shortage of p

to match the epi ical and politicat sweep of its
data matrices” (pp. 77-78). While on sabbatical in Sweden in 1973, Stake proposed his
Responsive Evaluation Model (Stake, 1973). This approach was in contrast to the
preordinate approaches. He describes it as " an approach that sacrifices some precision in
measurement, hopefully to increase the usefulness of the findings to persons in and around
the program” (p. 292). It did not emphasize objectives and standards but relies more "on
natural communication” (p. 292).

Stake (1973) identifies twelve events in evaluation. These are illustrated in Figure
4. The events do not have to occur in the order of the figure. "Any event can follow any
event. Furthermore, many events occur simultaneously, and the evaluator returns to each
event often before the evaluation ends" (Stake, 1973, p. 297)

"when the staf

He saw a use for responsi ion in formative

needs help in monitoring the program, when no one is sure what problems will arise" (p
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303) He also saw a use for it in summative evaluation "when audiences want an
understanding of a program's activities, its strengths and shortcomings, and when the

cevaluator feels that it is his responsibility to provide vicarious experience” (p. 303).

Twelve Events in a Responsive Evaluation

Talk with clients, program staff, and audiences
Identify program scope
Overview program activities
Discover purposes, concerns
Conceptualize issues, problems
Identify data needs, re issues
Select observers, judges, instruments, if any
Observe designated antecedents, transactions, and outcomes
Thematize, prepare porirayals, case studies
Validate, confirm, attempt to disconfirm
Winnow format for audience use
Assemble formal reports, if any

Figure 4 Recurring Events in Stake’s Responsive Model (Stake, 1973)

In his 1991 paper Stake refers to a common misconception about his model. This

is that a responsi ion requires istic study. He states that "management of

the study remains flexible whether itative or qualitative data sut dominate”

(p. 78). He further states that “although most who have chosen to call their evaluating
responsive have had leanings toward naturalistic case study, the essence of responsiveness

is adaption to prevailing

before ism" (p. 79)



Worthen and Sanders (1987) and Madaus, Scriven and Stufflebeam (1983)
describe the advantages of such an approach. First, the model stresses the broad scope off
the program. Secondly, the use of multiple data-collection techniques provide a holistic
view of complex human and organizational behaviour. They also describe the
disadvantages. There is a possible over reliance on subjective perceptions and failure to
provide ways for making overall judgements about a program. Worthen and Sanders
(1987) also list other possible disadvantages as cost, length of time required for the

evaluation, and the labour intensity involved.

Alkin and the UCLA Approach
In 1969 Marvin Alkin published a paper called "Evaluation Theory Development”
In his 1991 reflection on this original paper, Alkin lists the four assumptions he made
about evaluation
1 Evaluation is a process of gathering information
2 ‘The information collected in an evaluation will be used mainly to
decide alternate courses of action.
3, Evaluation information should be presented to the decision maker
in a form that he can use effectively which is designed to help rather
than confuse or mislead him.
4. Different kinds of decisions require different kinds of evaluation

procedures (p. 94)



Alkin identified several evaluation need areas. Worthen and Sanders (1987) list

these Lve areas:

Systems assessment, to provide information about the state of the
system.

Program planning, to assist in the selection of particular programs
likely to be effective in meeting specific educational needs.

Program imple to provide i ion about whether a

program was introduced to the appropriate group in the manner
intended

Program improvement, to provide information about how a
program is functioning, whether interim objectives are being
achieved, and whether unanticipated outcomes are appearing,
Program certification, 1o provide information about the value of

the program and its potential for use elsewhere. (p. 81)

While many texts (Worthen and Sanders, 1987; Madaus et al, 1983; Stufilebeam

and Shinkfield, 1985) classify Alkin's approach as a decision-making approach, Alkin

(1991) feels he belongs with the user-oriented approach which involves determining what

and providing it to the various people. Scriven (1994) classifies Alkin's approach as a

weak decision approach because this approach defines "evaluation as factual data

formation is nceded by various people and arranging for the information to be collected
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gathering in the service of a decision-maker who is 1o draw all evaluative conclusions”

(. 157).

Stufflebeam and the CIPP Approach

Popham (1993) refers to the CIPP Model as best known of the decision-facilitation
evaluation schemes. CIPP is an acronym for Context, Input, Process, and Product, four
types of evaluation presented by Stuffiebeam et ai (1971) in the text Lducational
Evaluation and Decision Making. In his Evaluation Thesaurus. Michaei Scriven (1991b)
describes the CIPP model as "probably the first sophisticated model for program
evaluation, and possibly still the most elaborate and carefully thought-out model extant”

(p. 40). This model

ic p for program in support
of decision making,

In their book Stufflebeam and his colleagues (1971) offer the following definition
of evaluation: "Educational evaluation is the (process) of (dclincating), (obtaining), and
(providing) (useful) (information) for (judging) (decision alternatives)" (p 40)
Stufflebeam et al (1971) classified four types of decisions These were planning,
structuring, implementing and recycling decisions.

Planning decisions arise when there are major changes nceded in a program A
need for such a decision anises from awareness of differences in the intended and actual
program or in differences in what the program could become and what it is likely to

become. The awareness of a need for a planning decision ideally arises from "an evaluation
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monitor the institution's ions for both congruence

system that would
and contingency” (p 52) Congruence monitors actual system performance “to identify

or dit ies" (p. 52). Contif involves looking "outside the system

for opportunitics tn use at some later time" (p. 52). Planning decisions are serviced by

Strueturing decisions specify "the means to achieve the ends which have been
established as a result of planning decisions” (p. 354). Implementing decisions involve

“many choices regarding changes of procedures in process" (p. 83). They result from

carrying through the action plan determined by the structuring decisions. Recycling
decisions most appropriately occur throughout an activity and are concerned "with
altainments at any point in a program" (p. 83). These result in choices "to continue,
terminate, evolve, or drastically modify an activity devoted to the solution of a system
problem" (p. 354). Structuring, implementing and recycling decisions are serviced
respectively by Input, Process and Product Evaluations

Context Evaluation, like Product Evaluation, assesses "the extent to which ends
are being attained. Context evaluation does this systematically with respect to a total
system, and product evaluation does so with respect to change efforts in the system" (p.
232 - 233). The criteria for judging the usefulness of a product are determined by

specifications provided in the Context Evaluation
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Input Evaluation occurs before starting a change project, while Produet Evaluation
oceurs during and after a change project. Process Evaluation centres on determining if’ the
actual procedure for the change project is discrepant from its original design
Over the next number of years. Stufllebeam refined his model. Originally
developed as a proactive approach, the model can also serve a retroactive approach and

therefore provide i ion for bility ( 1971). Refleeting an eflect

from the Countenance paper (Stake, 1967), Stufllebcam (1983) incorporated a search for

side effects and intended effects into the Product Evaluation. The formative aspect of the

CIPP Model was seen when it was used in a proactive manner while the summative aspect

of the CIPP Model was seen when it was used as an accountability or retroactive mode

To aid in ining what type of’ ion is most auppropriate,

Stufflebeam (1985) listed several indicators to use to determine points of entry. Finally, in

fTleb and Shis (1985), the i of luation, or the evaluation of
the evaluation is stressed. This luation should involve application of the
4 ds for Evaluations of Educational Programs" (Joint Committee, 1981) as criteria

for judgement of the worth of the evaluation. The projezt. from which these standards

were developed, was headed by Daniel Stufficbeam

Owens (1973) lists a number of limitations to the models of evaluation being used

to that time. These include neglecting "variables influencing the program such as personal



hips (c.g., student-teacher, he ini: i student attitudes, and
commuriity acceptance” ( J» 267). To rectify this, Owens (1973) suggests that adversarial

-would be appropriate for i decision making and describes ways for

using the adversary approach
One form of the adversary approach was suggested by Robert Wolf. "This method

provides a means for all parties (parents, children, school personnel at all levels, taxpayers,

and ity groups) to partici i all phases of the
process and in a variety of capacities” (Wolf, 1979, p. 191).

The model consists of four well defined stages. The first is the exploratory phase
involving issue generation. During this stage, a pool of issues emerges "out of interviews,
dircct observations and source documents” (Wolf, 1979, p. 194). Secondly, the number of
issues are reduced using the audience information needs to guide selection. The third stage
involves preparation of the evidence by both sides. Finally. a clarification forum is held. At
this forum, a panel hears the evidence. "Case presenters make their cases through
witnesses selected to represent their views relative to a given issue. Direct, cross, re-
direct, and re-cross examination of all witnesses are engaged in; and, as in a court of law,
opening and closing arguments are presented"” (p. 194). Based on this, the panel makes its
judgements.

Popham and Carlson (1977) outline several serious potential deficits in the

adversary approach. The first is that it can be very difficult to have two competing teams
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or individuals who have equal adversarial skills Very serious consequences can arise if the
skills of the individual determines the decision, rather than the worth of the argument

A second problem arises from the choice of the arbiters. A poor arbiter can make
poor judgements on the adequacy of evidence. The next problem is an overestimation of’
the power and efficacy of the process. Further problems arise in framing the evaluation in
a manner suitable for the approach, the possibility of misuse by biased decision makers,
and excessive costs.

While having many potential problems, the judicial method did " stimulate the

of a new methodol called hstic inguiry® (Woll, 1979, p. 192)

Eisner and ional C

Elliot Eisner (1976) proposed an educational connoisseurship similar to that of art

His i i has a broad b d of experience in his or her ficld of
expertise, and also has a depth of theoretical understanding and educated taste The
judgement of connoisseurs can be relied upon, and can be a guide to others about what
factors ought to be attended in particular situations” (McLaughlin and Dhillips, 1991, p
168)

The approach has threc aspects. The first is describing the qualitics that are
encountered without getting into what they signify. The second aspect is interpreting "the
meaning and significance that various forms of action have for thoscin a social setting

(Eisner, 1976, p. 143). The final aspect is determining the educational value of what is



happening. This is what requires an individual with "a background sufliciently rich in

theory, and ional history" (Eisner, 1976, p.

143)

“The use of this model has been very limited. Popham (1993) recognizes that Eisner
and some of his students are very good at this form of evaluation. However, for other
cvaluators "few operational guidclines have been provided" (p. 43).

Smith (1984) criticises this approach by looking at the qualifications needed to be
an educational connoisseur: the skills of literary criticism, knowledge of the social
sciences, and knowledge of the history and philosophy of education, Smith feels few
would meet these qualifications. The second criticism Smith levels is the inability of the

same to be used for "evaluations of classroom life, textbooks and school

fumiture” (p. 14)

Another expertise-oriented approach to evaluation is the one Worthen and Sanders
(1987) sayis "the most familiar profzssional review system" (p. 100). The distinctive
features of accreditation include a handbook of standards, a self-study report by the
institution, visits by an external group of experts to the site, and a report generated. This
report is reviewed by a panel and a final report generated.

Scriven (1983) says that "within this general framework, good evaluation could

indeed be done. But itis rare to see it done" (p. 250). Worthen and Sanders (1987) also
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feel "there may be much room for improvement in the accreditation process” (p. 102)
Popham (1993) describes the limitation to most accreditation studies as being the
emphasis on input criteria: "the number and quality of books in the school library, the
degree of training of the school's faculty and the physical plant” (p. 27). While recognizing

that input criteria should not be elimil from ion, " ion models that are

dominated with a concern for inputs are not often recommended with fervour these days”

(.27).

Guba and Lincoln - The Constructivist Approacl

In 1982 Guba and Lincoln wrote a paper promoting the use of naturalistic inquiry
in educational evaluations. They listed five axioms which differentiated rationalistic inquiry
from naturalistic inquiry. These are:

1 The nature of reality. Rationalistic inquiry views reality as a single entity
consisting of readily identifiable variables capable of being studied. The naturalistic view is
there are multiple realities which can only be studied holistically

2 The inqui bjecti i ip. The rationalistic view of an

independent unbiased observer is very different from the naturalistic view of an interacting
relationship betwween object and observer.

3 n firuth nts. Rationalistic inquiry aims at g

that are i istic inquiry aims at b about indivi cases.
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4 Attributi ion of gction. Each action is inable by previous

cause in istic inquiry while in istic inquiry, actions are considered to be the

result of multiple interwoven factors, events and processes.

5 The role of values in inquiry. Rationalistic inquiry is considered to be value-

free because of the scientific used. istic inquiry izes that
evaluation is constrained by values with respect to at least five components. These are the
values of the inquirer, the choice of paradigm guiding the investigation, the theory chosen

to gather and analyse the results, the values inherent in the context, and finally, the

agreement between the four ab ioned or the di between
them,
To replace the rationalistic concepts of internal validity, external validity, reliability

and objectivity, Guba and Lincoln (1982) propose four parallef terms. These were

dibil ility. dependabili
Y, p y and

To test for credibility, they suggest prolonged engagement at a site, persistent

servation, pecr debriefi i ion, referential adequacy materials and member
checks. To allow ility, they suggest th ical/purposive sampling and thick
d For d dability. they d use of overlap methods, stepwise

replication and the dependability audit. Finally, to produce confirmability they advise

practising reflexivity and the ity audit

In their book Fourth Generation Evaluation Guba and Lincoln (1989) argue the

case for a new generation of evaluation "in which the claims, concerns, and issues of
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stakeholders serve as organizational foci (the basis for determining what information is
needed)” (p. 50 ). The guiding format for the cvaluation is the constructivist paradigm and
involves "eliciting from each stakeholder group their constructions about the evaluand” (p.
72).

Lai (1991) found several practical problems in trying to implement this type of

evaluation. The first is that many federally funded evaluations require a measure of

progress of participants versus a j ison group. The second

problem involves time restrictions with the decisi kers, licient time is available
for evaluators to work through a negotiation process. “Simple, brief and definitive
evaluations were what would gei listened to" (Lai, 1991, p 4) Another problem results
from stakeholders who "strongly expressed a desire for specific things such as a set of
(evaluation) conclusions and a set of {definite) recommendations” (Lai, 1991, p. 3).

On the positive side Lai (1991) says "we found it professionally satisfying to assert
that our goal was 1o enhance negotiations rather than to act as if we were omniscient
providers of recommendations. It also seemed that in the fourth generation arena,
qualitative methods and case studies now had appropriately a much improved status in the

evaluation business” (p. 5)

o

versus Qs

Denzin and Lincoln (1994) say that qualitative rescarch involves "an emphasis on

processes and meanings that are not rigorously examined, or measured (if measured at all),



in terms of quantity, amount, intensity, or frequency [whereas] quantitative studies
emphasize the measurement and analysis of causal relationships between variables not
processes” (p. 4). Figure 5 illustrates the different research strategies and methods of
collection and analysis for these two types of research

The Connoirship Model of Eisner, and the Fourth Generation Model of Guba and

Lincoln are qualitative evaluation procedures. These two models are representative of two

of "the currently important paradigms and approaches in qualitati luation” (Pitman
and Maxwell, 1992, p. 733).

Janesick (1994) points out that "the use of qualitative techniques does not
necessarily mean that the research being conducted is qualitative. What makes research
qualitative is a matter of "substantive focus and intent” (p.213)

Worthen and Sanders (1987) refer to the "struggle to sort out the relative utility of
these two distinct approaches" (p. 59). Shapiro (1986) refers to the "common thread
running through the writings of Stake, Provus, and Stufflebeam is that quantitative
evaluation data are at least not adequate - if not, in fact, inappropriate -- for the

hensive evaluation of educational programs” (p. 169-170). In describing their

position on the debate of qualitative versus quantitative, Worthen and Sanders (1987)
state: "We view both forms of inquiry as appropriate, depending on the purpose and

questions for which the study is conducted (p. 52).



Research Type Qualitative (Denzinand Quantitative (Popham. 1993,
Lincoln, 1994. p_12) Chapter 4)
Research Case study, Standardized measures.
Strategies ethnography. surveys, lests.
i and
grounded theory, quasi-experimental methods
biographical method,
historical method,
action and applied research,
clinical research.
Methods of Interviewing, Paper and pencil tests.
Collection and | observing, ratings,

Analysis artifacts, documents, records, | criterion referenced tests,
visual methods, comparison and slatistical
personal experience methods, | aggregation of data
data management techniques
computer-assisted analysis
textual analysis.

Eigure S Comparison of Research Strategies and Methods of Data Collection and

Analysis for Qualitative and Quantitative Research

Defining Ouali

In defining quality, Murgairoyd and Morgan (1992) refer to three kinds First is

quality assurance which "refers to the d

Tolal Quality Management

of standards,

methods

and quality requirements by an expert body" (p. 45). It involves inspection or evaluation to

determine if practice meets standards. Educational examples are provincial public



examinations in high schools and national exams for Nursing Assistants and Medical
Laboratory Assistants

Murgatroyd and Morgan’s (1992) second kind of quality is "contract conformance,
where some quality standard has been specified during the negotiation of a contract” (p.
45). The determination of quality in this type is made by the person doing the work, not a
panel of experts. Guidelines indicating what work has to be done in a course is an example

of this type of quality

The third definition views quality as being customer-driven. It refers to the concept
of customers making their expectations known and the providers "meeting or exceeding
the expectations of the customers” (Murgatroyd and Morgan, 1992, p. 46).

There are a number of characteristics to customer-driven quality. When helped and

can definc their ions clearly. These can differ from those

assumed by the service provider. Performance can be improved if providers and customers
work collaboratively. Although not all customers have the same expectations "initiatives
that satisly the nceds of significant numbers of stakeholders can be taken" (Murgatroyd
and Morgan, 1992, p. 50). In the pas! the balance rested heavily on the quality assurance,
less on contract conformance, and the least emphasis was on customer-driven quality

Chaffee and Sherr (1992) describe design, output and process as three components
of quality. Both output and process are affected by quality in design. Quality output

involves getting the desired results.
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Quality in design relates to both the output (for example, an academic

program that meets students' nceds) and the process (for example, how a

curriculum, faculty, equipment, scheduling, and other factors combine to

effect the program). .. A quality process means that all the steps within

the organization functioning from beginning to end work efectively toward

the desired goals with cach step adding value. (ChafTee and Sherr, 1992, p

N

The three definitions of Murgatroyd and Morgan (1992) are reflected in the
components of quality. When the emphasis is on quality assurance “considerable attention
is directed to quality output (outcomes assessment) and quality in design (curriculum
design, transfer of credit)” (Chaffee and Sherr, 1992, p. 2). Qualily process tends 1o be
ignored However the quality viewpoint is that: "we cannot inspecl quality into a product
or service at the end of the line. Once a product is made or a service is rendered, the only
way to improve it isto do it over” (p. 2)

Inputs can be assured by contract conformance. Chaffec and Sherr (1992) describe
them as a "favourite proxy for quality in higher education. [ They point out that | proper
inputs maximize the system, while improper inputs limit the system" (p. 2). Inputs are¢ not

part of the definition of quality but are referred to as "proper or appropriate” (p. 2)
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Total Quality Management
Conrad and Blackburn (1985) feel three factors have resulted in an interest in
quality. These are disenchantment with educational institutions, calls for accountability and
reduced resources These factors have caused "colleges and universities across the country
to eye lotal quality management as a possible remedy for their ills' (Wolverton, 1993, p
h

Sherr and Lozier (1991) describe Total Quality Management as "not a passive

term but an energcetic activity - that of i process imps (p. 6). According
to Gonziles, (1989) Total Quality Management contains tenets fom  what many
recognize as Japanese management. Prior to World War 11, Japanese products were not
widely regarded onthe American market. When the Japanese people had to rebuild their
economy alter the war, they invited American industrial experts to Japan. Among them
were W. Edward Deming, Joseph Juran and Phillip B. Crosby, St. Their contribution is
“recognized interationally for enabling Japanese industrial systems to achieve their
current worldwide reputation for quality " (Sherr and Lozier, 1991, p.7).

Five points underlic the theoretical system of Total Quality Management. The first
is missionand customer focus. It isimportant for an organizationto know its mission and
ils customers because this "makes it feasiblc to measure performance against stated

purposcs” (Sherr and Lozier, 1991, p. 8).

The second area is a ic approach to i The "plan-do-check

(PDCA) offers a scientific method for continuous improvernent" (p. 8). This involves
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developing a plan for a process in need of improvement, carry out the plan. check to seeil
the plan works by collecting data, and act on the results by further implementation it”
successful or discarding if not successtul.

A third point involves the vigorous development of human resources This involves
empowerment of "employees closest to the impact of a decision” (p 10) A fourth areais
long-term thinking which "requires a willingness to forgo short-term benefits that
undermine future well-being" (p. 10). The final point is the requirement that everyone be
committed to improving the quality of the organization. Sherr and Lozier (1991) see Total

Quality Management espousing the value of three things theimportance of people, the

needto use I and i impi

Quali B "

Wolverton (1993) describes the two different perspectives of Total Quality
Management (TQM ) in education. TQM can be viewed as a management sysiem Well
trained teams are "schooled in the effective use of analytical tools such as flow, Pacto and
fishbone charts, affinity diagrams, scater plots and histograms. These teams monitor and
control college and university processes in an effort lo improve quality" (p. 1)

TQM asa philosophy involves pushing "TQM to the heart of the organization--its
culwre. . . . It propagates a "quality service for all' attitude, which values coworkers,

students, supi s, employees and the ity external to the college” (p 1-2).
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A large number of American and Canadian post-secondary institutions are using
TOM Sometimes the initiative is unit-wide as in the case of the University of Kansas
which reduced time spent to generate a student work-study check by almost 80 percent
(Wolverton, 1993)

Other initiatives have been institution-wide. Fox Valley Technical College began
offering courses in TQM in 1985 at the request of local businesses. Through the use of the
"TQM practices of a quality improvement council and special problem solving teams, the
College reduced its budget by 3% ($1.2 million) without personnel or program cuts,

Murgatroyd and Morgan (1992) state that one of the key components of TQM is
"the systematic recording of what is happening and the use of these records to feed-back
information about what is happening to the members [of the team]" (p. 76). This recording
focuses on "agreed upon indicators of performance in relation to goals set [writing up
successful processes, and] fine tuning the improvements” (p. 76).

Cuttance (1994) in surveying the literature on quality found that a fully integrated
strategy to quality assurance and quality management for school systems involved "a
system for benchmarking the performance of various processes and functions throughout

the system" (p.109)

Total Quality and Program

"Both accountability and quality assurance requirc a process of educational

review" (Cuttance, 1994, p. 109). Seymour (1993) points out that higher education has
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relied “foo heavily on occasional, externally=derived devices to convey the appearance of
quality” (p. 81). He points out that cyclical review, every five years or so results in a Qurry
of activity followed by a return to complacency.

Conrad and Wilson (1985) describe a similar criticism of evaluation in higher

education. "The ion is that ions are not because the results are

expected to be used but because someone simply fecls they ‘ought to be done' This
criticism is so prevalent that it must be taken seriously" (p. 56-57)

Seymour (1993) recommends replacing reliance on mechanisms of cyclical
accreditation and program review with application of TQM principles These principles
result in "an emphasis on processes as well as outcomes and the importance of systematic
analysis. [While] TQM entails, to a large extent, a natural continuation of the traditional
use of evaluative measures," (Dooris and Teeter, 1994, p. 51- 53) It also has some
differences. TQM uses statistical data collected to focus on the process of improvement It
also tries to deal with processes and the "necds of stakcholders such as students, faculty

taxpayers, or alumni” (p. 54).

Benefits and Challenges of Total Quality Management
Sutcliffe and Pollock (1992) list the beaefits of TQM as including “improved

g ications, increased i

, improved quality and cfliciency in a general
context, and increased potential for productivity" (p. 22). But Wolverton (1993), points

out that TQM approaches have "not been in place long enough to determine whether
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documented improvements will become lasting models of quality or reflect only
momentary glimpses of a fleeting vision” (p. 2).

In education there are particular challenges (Wolverton, 1993). The first deals with
the coneept of customer. "To faculty, calling students, their families and alumni, customers
seems crass” (p. 3). There is a need to recognize that quality education "results from a
multi-faceted effort on the part of all constituencies--students, their families, alumni, the
community and faculty" (p. 3).

The second challenge deals with problems in implementation. These include:

1 alack of commitment from the top,
2 an insufficient base of support, that is an insufficient number of proponents;
3 a failure to ize costs of ing acini faculty and staff’ as well

as the time required;

4 looking for quick fixes to complicated situations that took years to develop;
5 confining efforts to administrative and support functions and failing to recognize
the need to i improve the

Defining Moitoring
Monitoring is a frequently used term in education. As Rees (1993) points out

"monitoring has its root in the Latin verb 'monere' meaning 'to warn' " (p. 4). She views it
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as consisting of five steps. These are (i) determining and communicating a standard of’

performance; (i) continuously collecting data about the activity or performance, (iii)

that data to i standards: (iv) identifying if the resulting di: y is
large enough to warrant action; and (v) taking corrective action as required” (p 0).
Rees stresses that "monitoring is more than a warning system; monitoring is
scanning and then controlling - steering actions and behaviours in the appropriate or

desired direction" (p. 7).

Eval rogram Monil
Sherwood-Fabre (1986) reviewed the relationship between program evaluation

and program meaitoring. She found that i ion on program itoring litera'ure

was scarce. While monitoring was generally considered a continuous process, she found

that the focus for program monitoring varied. It could be compliance with original design

and target population, or it might be project inputs and initial effccts or alternatively
program effects and processes, or the focus might be project inputs and outputs. Buchan

(1991) defines program itoring as "an ongoing or itudinal program ion" (p.

28).
Sherwood-Fabre (1986) also views program monitoring as a form of evaluation
and states that it "requires the evaluator to follow the same steps he would in designing a

long-term impact evaluation. The evaluator must work with decision makers in
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determining what inforrmation they need to manage a program and how to collect that
information" (p. 1),

From his work at the University of Pittsburgh, Cooley (1984) offers

for i of i practices. The first is an emphasis on

client orientation.. The second deals with moving away "from formal program evaluation
1o a systems approach to program improvement (which [he refers] to as a "monitoring and
tailoring approach”) [ The client orientation] requires a dialogue between client and
evaluation researcher out of which the needs information are identified and strategies for
obtaining il are defined" (p. 2).

‘The monitoring and tailoring approach involves developing and monitoring a
variety of performance indicators. Cooley sees the purposes of this approach are "to help
policy makers establish priorities for improving the system" (p. 3). The central assumption
to the approach is that "important, significant improvements can be made to the
educational system through fine tuning the system" (p. 4). Similar to the total quality
approach to improvement, Cooley (1984) states: "You don't improve systems by solving
problems in isolation. You can improve systems by monitoring indicators and tailoring

practices" (p. 7)

Program Monitoring in Education
The concept of monitoring in cducational evaluation as Cooley (1984) states is

"not exactly novel" (p. 2). Stufflebeam et al (1971) described four stages in the process of



decision making. The first step is awareness. In planning decisions. awareness means
monitoring " the program to identify unmet needs and opportunities” (p 256) In
implementing decisions monitoring of barriers to success must be maintained as a change
is implemented. In recycling decisions, monitoring attainments is necessary "to identify

between and

jectives” (p 264). during and afler a change has
been implemented

Monitoring programs is vievzed by Stufflebeam and colleagues (1971) as the first
of four necessary parts of planning decision making. The others are design, choice and
action. Context Evaluation services planning decisions through two modes. The first is
contingency where "context evaluation searches for opportunities and pressures outside of
the immediate system to promote improvement within it”" (p. 219) The second mode of
Context Evaluation is a congruence mode. This compares actual and intended system
performance. Based upon descriptions of

operating guidelines, curriculum guides, line-staff organizational schemes,

the school calendar and budget, salary schedules, six-year plans, contracts

with outside agencies, departmental mission statements, and ultimately

daily lesson plans ... the congruence mode of context evaluation momors

the system [italics added] to determine whether or not goals are being

achieved as intended. (p 220)

Stufflebeam (1971) states that these context evaluations should be provided

annually to all decision bodies in the institution being served
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In describing a program monitoring system for a School of Social Work, Buchan
(1991) states the advantages of program monitoring include the ability to identify

problems before they become It also allows jini to look for

trends, anticipate needs and constantly monitor target populations. Long term monitoring

allows of i changes to d ine if the results were as anticipated

or if further changes are warranted. The disadvantages she sites are the need of constant

supervision of the program itoring system, inuil i to the process, and

initially a major commitment to the development process.

Program itoring in Higher

Program monitoring and annual reviews do not appear in the literature prior to the
late 1980s. Since that time, a number of American colleges have adopted annual program
monitoring processes which serve in various stages of program evaluation

A bricf outline of the purposes and indicators used for each post-secondary
program monitoring processes found in the literature is located in Appendix C. A
recurring theme with these processes is the need for providing timely data on programs to
assist decision making, The program monitoring developed for the Delaware Community
College (Heverly, 1989) was influenced by a Total Quality Philosophy. It involved
recognizing that "one must gather data on processes” (p. 6). A number of different

methods were tested before a final approach was decided upon. Heverly (1989) states



that the method they chose "will not necessarily be the optimal approach for other
institutions” (p. 16).

In describing the indicators used at the Florida Community College (1989) it was
pointed out that for the annual reviews to meet the needs of the College "indicators are
subject to change as the needs of the College change” (p .5). Heverly (1989) also noted
that her "model will need continual refinement and modification if'it is to keep pace with
managers' nceds for information" (p. 18)

The literature suggests that program monitoring has recently become a more
common feature of evaluation at the post-secondary level 1t also shows that all these

approaches have selected indicators for measurement

‘The definitions of educational i vary i , "as do the names by
which they are known - performance indicators, education indicators, education
performance indicators, quality indicators, workload indicators, management indicators,
indicators of success" (Wyatt, 1994, p. 104).

In his review of the literature on indicators, Wyatt (1994) describes the definition
of Oakes (1986) as being the one most frequently cited today 'This definition states that

indicators must have one of the following:



a) information that describes the education system's performance in
achieving desired educational conditions and outcomes: the
indicator is thus linked to the goals of the system and provides a
benchmark for measuring progress,
b) information about features known through research to be linked
with desired outcomes: such indicators have predictive value
because when they change, other changes can be expected to
follow,
c) information that describes central features of the system (e.g
inputs) in order to understand how the system works;
d) information that is problem-oriented;
c) information that is policy-relevant; indicators should describe
educational conditions of particular concern to policy-makers and
be amenable to change by policy decisions. (Oakes, 1986, pp. 1-2)
It is generally agreed (Wyatt, 1994; Shavelson , McDonnell and Oakes, 1991a)
that "a single indicator or even a large number of indicators by themselves cannot fully
describe the complexities of the schooling process" (Wyatt, 1994, p.107), and that a

system of indicators is necessary.
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Indicator Models

In his review of the literature on indicators, Wyatt (1994) concludes that the
"context - input - process/output model - is still the most useful analytic scheme to
systematise thinking about indicator systems" (p.107-108)

Educational systems and programs do not exist in a vacuum, but in lact are
influenced by their environment. "An analysis of education must therefore be informed by

of the educational processes employed and the financial and other

an

resources expended, against a of of

education systems, schools and students” (OECD, 1993) It identified several context
indicators for each of a demographic, social, and economic nature, for use in its sct of’
international education indicators. These included gender differences in education and
employment levels

Input indicators are "the human and financial resources available to the education
system" (Shavelson, McDonnell and Oakes, 1991b, p. 1). Windham (1988) described the

various common forms of input indicators

L the teacher and teacher's characteristics;
2 facilities,

3 equipment;

4 educational materials,

5. administrative capacity.
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Process indicators are "a set of nested systems that create the educational

that children i in school" (: , McDonnell and Oakes,

1991b, p. 1) The most commonly measured processes, according to Windham (1988) are:
I administrative behaviour;
2. teacher time allocations;
3 student time allocations.
Output indicators are "the consequences of schooling for students from different
backgrounds” (Shavelson, McDonnell and Oakes, 1991b, p. 1). Windham (1988) includes

the following as being common output indicators:

1 attainment effects;

2 achievement effects,

o attitudinal/behavioural effects;

4 equity eflects of equality measures.

One other classification of indicators described by Windham (1988) is oufcome
indicators. In his model output and outcomes are viewed as the effects of the educational
process, outputs being the more direct and immediate and outcomes the less direct and

immediate. Examples of outcome effects are:

1 admission to further training and education;
2 achievement in subsequent education and training;
3 employment;

4 earnings;
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5. attitudes/behaviours;
6. externalities.

In British Columbia, a conceptual model has been developed for institutional

postsecondary indicators around a seven question framework produced by the Cana

< ive Auditing ion. (1993). The ion also suggests various

information and indicators related to each question

Uses and Limitations of Indicator Systems

In reviewing the uses of indicators, Spee and Bormans (1992)

identified five primary uses for them. The first use was monitoring, whose purpose is to
“register developments in the system [and the monitoring system developed should
correspond to] the scope of the decision-making processes. [A second use for
performance indicators is in evaluation where the several indicators will enablej comment

on the degree of goal-attainment [and] provide a basis for decision making, [Indicators

can also improve dialogue by allowing communicating parties to attach the same meaning

to concepts and] the dialogue on the instituti fc ce judged in the
light of their objectives and terms of reference” (p. 144). Two final uses of performance
indicators include being the foundation of a coherent policy making process and as
parameters in the resource allocation model

Shavelson, McDonnell and Oakes (1991a) state what the literature generally

agrees educational or social indicators systems cannot do. The first is that indicators
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cannot set goals and priorities and the second is that indicators cannot evaluate programs.

"Indicators cannot be substituted for in-depth evaluations” (p. 3).

developing Indicator Systems

o

Blank (1993) outlined ninc steps in developing an indicators system:
Selecting indicators: indicators should be selected based upon a conceptual
framework and this should come from research, and the interests of decision
makers;

it is important to have top-level

Obtain commitment and cooperation of leade
commitment to the process for easing the development process;

Involve policy makers, educators, researchers, and data managers in selecting
priority indicators: the development process requires interaction and consensus

Nadeau (1992) states that indicators of quality "can only be recognized as such and

be useful if'it is defined by of post: y education

(p-3)

Select a limited mmber of indicators and minimize complexity in reporting:
limiting the number of indicators serves to restrict the length of reports and allows
focusing of resources on critical indicators. Nadeau (1992) argues against the

temptation of reductionism. He points out that "validity and reliability of indicators

would argue for 'the more the merrier' and for triangulation" (p. 3);



3. Organize a cooperative data system. it is essential to use a common data

collection instrument across all programs being measured;

6. Work with other data users and providers to find commonalities and establish
standards;
% Design data forms;

Collect and edit data. it is important to obtain data from all programs being
studied. Follow-up of those who are late or uninterested is important;
9 Report indicators: combining of indicators into a (otal score or ranking ol

indicators should be discouraged. Indicatois initially collected can serve

baselines for future comparisons within its own program (p 67-75)

Im
Development of a program monitoring model will require the same attention to
detail as any program evaluation. While several examples of program monitoring are

present in the literature, only one involves Canadian community colleges American

community colleges are very different from Canadian, frequently serving as a stepping
stone for university. Therefore program monitoring models applicable to American
institutions do not readily apply in Canada. The New Brunswick monitoring system, while

Canadian, serves a summative purpose to determine the number of future seat allocations

in programs. Therefore it is necessary to develop a model unigue to the Cana setting,

formative in nature and working in a Total Quality Management philosophy
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Careful examination of the literature suggests that a decision making model has the

most potential for directing the itori 's Context ion services
planning decisions. This matches the rationale for program monitoring, which is intended
to be part of an overall evaluation plan for Cabot College.

Referring to Figure | (page 7), M003 corresponds to the contingency mode where
"context evaluation searches for opportunities and pressures outside of the immediate
system to promote improvement within it" (Stufflebeam et al, 1971, p. 218). M004
corresponds to the congruence mode which compares actual and intended performance
within the "school system's statement of goals and policies [and involves monitoring] all
vital aspects of the system" (p. 220). Therefore the program monitoring model developed
will follow a congruence mode of Context Evaluation,

model izes the imp of defining the system in terms of

its mission statement and phil It also izes that "many i are useful
in conducting both modes of context evaluation" (p. 221). Therefore the Total Quality
Management philosophy, and the college mission statement, goals and objectives will all
play important roles in determining who will be consulted in developing the monitoring
model and what will be included. The college’s monitoring process (Figure 1, p. 6) is
shown to involve using a subset of indicators (M002). Stufflebeam’s evaluation model is
flexible enough to allow for the use of indicators as a means of determining if a program is
meeting intended performance. A Total Quality philosophy will require, that in addition to

monitoring inputs and outputs, processes must also be monitored.
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Chapter 111
Methodology
Introduction

The model chosen for the develop of the program

1 syslem was
Stufflebeam’s Context Evaluation model This was chosen because his model parallels the
needs of the evaluation. Stufflebeam recommended an annual Context Evaluation for an
educational organization (Stufflebeam et al, 1971) Program nionitoring suggests a
decision making evaluation because the results are 1o provide information for decision
makers. The type of decision that arises from a Context Evaluation involves determining
whether a further evaluation is needed, if minor changes can be made, or if the programs
can continue as they are. The goal of program monitoring is to determine which programs
need in-depth evaluation. Monitoring may also identify programs that have features that

need further scrutiny.

This thesis seeks to answer the following questions:

1 Can the Stufflebeam Context Evaluation Model serve as a guide for program
monitoring?
2, What indicators should be used for annual program monitoring at Cabot College”

3 ‘What type of information can be gained from the use of program monitoring”
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4 FHow cffective is the program monitoring model in identifying a program needing

in-depth evaluation?

‘The monitoring framework involves following the procedure outlined by

S t for a Context t etal (1971) list many techniques that

are useful in conducting Context Evaluation. These include "sample survey and
opinionnaire techniques and experts and actors conferences. [Actors conferences refer to]
conferences of persons who are representative of those who operate within a defined
context, while experts conferences refer to conferences of persons who have specialized
knowledge of a defined context. [Further information may be obtained through the] use of
standardized tests, attitude scales, diagnostic surveys, school profiles, study visits to other
systems, surveys of research literature, visitation by teams of experts, and continuing study
of funding opportunities” (p 221)

For program monitoring, a set of indicators will serve as a profile of each program
The information for this profile was obtained from surveys of groups of individuals in a
program

While many difterent data collection techniques are applicable to Context

Evaluation, Stufllebeam et al (1971) also clearly specify the steps that should be followed
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in doing an evaluation. These are outlined in Appendix

2 and served as a guide throughout

the p and impl of the program itoring process
Delineating Information Necds
Defining the System

"It is essential that a system definition be established so that the world with which
the evaluator must deal can be delimited to manageable proportions and those things of
interest in it can be highlighted" (Stufflebcam ct al, 971, p.158) To keep the
development of the program monitoring manageable, the model was developed specifically
for full-time programs at Cabot College. These programs would fall under the direction of
one of the Academic Managers and would not include part-lime and contract training
programs. The educational program will be considered a system. "A system is defined
simply as having an input, a process, and an output" (Stulficbeam et al, 1971, p 124)

Evaluation of this system will involve examination of the inputs, process

s and outpuls

Programs at Cabot College operate under a specific College Mission Statement
and a set of goals and objectives (Cabot College Strategic and Operational Plan, 1994) At
the institutional level, the President of Cabot College, like her counterparts at other
community colleges in Newfoundland and Labrador, has adopted the Accountability
Framework of the BC Colleges and Institutes (CCAF, 1993) Thesc are listed in Figure 6

The College Mission Statement, goals and objectives, and these questions will help

delineate the information needs for program monitoring,



57

Seven Basic Questions

1 Docs the institution have an adequate mission statement and a plan that
clearly states its objectives, and are these clearly communicated to its
community?

2 Does the institution offer programs and other services that meet the needs
of its community”

] Docs the institution attract and keep an appropriate number and mix of
students?

4 Do students achieve appropriate outcomes”

- 4 Does the institution obtain, organize and administer resources so that the
above outcomes are achieved at a reasonable cost”

0, Is the institution maintaining and building its intellectual and physical
resources, including quality of its employees, curriculum, and physical
plant?

7 Docs the institution have systems that produce information that enables

management lo answer these questions?

g rs; 6 Proposed Acwunmbﬂny Framework for BC (‘ollcgcs and Institutes. _O.lk From
/ o lity Framework for Colleg in Briti (p.10)
by |l|c Canadian Comprehensive Auditing Framework, 1993, Olmwa CCAF, Copyright 1993
by Canadian Comprehensive Auditing Foundation. Reprinted by permission

Specifying the Decisions

Selection and Description of Programs In January 1995, a letter was sent to the
Director of Programs requesting a program to which the program monitoring could be
applied The Direetor sent all Deans a copy of the letter inviting them to suggest a

program or programs Over the next month two replies were obtained. The Coordinating
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Instructor and Program Manager for a Technology program offered their program The
Dean of Community Education and Applied Arts offered two programs
In late February, a discussion with the Director of Programs resulied in the
decision to monitor the Technology Program and one of the Community Education
Programs. These were chosen because their very different natures might identily problems
in applying the program monitoring to a wide diversity of’ programs
mmuni ion Prog| This is a two-year program under the division of’
Community Education and Applied Arts. There are three instructors assigned to the
program and a arying number of instructors who teach related subjects such as
Mathematics, Communications Skills and Health There are also nine field instructors - All
three instructors assigned to the program are female, as are all field instructors Two of’
the three program instructors possess an M. Ed. The other hasa B A
The program generally accepts 30 students into the first year. The students are

predominantly female. Academic qualifications require a high school graduation certificale

with a 60% average or an Adult Education Graduation Certificate. While there are spe:

requirements for Language and Mathematics, there are none for Science. Besides the

ind

standard application, a personal information form, with a health certificate, references

related experiences, is required. Personal interviews are then used to help in the selection

of candidates for the program. Academic qualifications may be waived The progian

offered at the Prince Philip Drive Campus



Technology Program  This is a th program under the division of the Faculty of

Engincering There are three instructors assigned to this program and a varying nimber
assigned for related instruction There are no field instructors. All three instructors are
male One hasaB Eng, the seconda B Sc, and the third anM. Eng.

The program generally accepls up to 20 students from the Common First Year
Eingineering Technology Program. Most of the students in this program are muale.
Entrance into the program requires a high school graduation certificate or Adult Basic

Education Centilicate with specific courses in Language. Mathematics and a Science. The

A ics and Language i are the same as for the Comnunity Education
Program The program is offered at the Centre for Engineering Technology. Ridge Road
Campus

Decision Seting Stulllebeam ct al (1971) state that "criteria utilized in an evaluation
have reference systems in the values of the audience to which information is provided" (p.
160) 'The Program Review Commiltee is the primary audience for the program
monitoring and it has the authority to make recommendations for further program review
to the President The President of the College then has the ultimate authority to accept or
reject those recommendations  Other decision makers within the College include the
Directors, Deans, Acadenic Managers and the Board of Governors of the College. The
President is a member of the Board of Goverors. (See Appendix D for an outline of the

College Administration.)
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Decision influencers whose coeperationis essential for a successful evaluation and

who would be potential audiences for the evaluation include students and instructors
The "decision timing and the interdependency of this timing with the evaluation
must be established" (Stufflebcam et al, 197 1, p.160). For program monitoring to be
cffective, the program must be ongoing long cnough during the academic year tor
individuals in the program to have enough data on which to base their opinions for

surveys. It must also be completed before the end of an academic year so that the Program

Review Committec can make its recommendations to the President. Finally, the proce:
must be eflicient enough to allow all programs at the College to be monitored cach year
With these considerations in mind, monitoring should take place toward the end of'
the second semester of the Academic year (late March - early April). The reports from
monitoring should be made available to the Program Review Committee by the first week
inJune. This should allow them to make recommendations before the end of the Academic

year (June 30).

Establishing Criterion Varigbles

"Criterion variables to be measured arc the operalionalization of the questions to
beanswered" (Stuflebeam ctal, 1971, p.161). The questions to be answered about Cabot
College programs can be derived from modifying the Seven Basic Questions from the BC*
Accountability Framework. (CCAF, 1993) This involves directing the questions toward

programs rather than toward institutions (see Figure 7)
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Stufllebeam et al (1971) state that a question implies possible actions. As many
possible sources of information and indicators as possible were generated to determine
answers to these questions These sources were obtained from recommendations in the
publication A Proposed Accountability Framework for Colleges and Institutes in_Brilish
Columbia (CCAF, 1993)
Program monitoring is not an in-depth prograra evaluation, so all possible actions

to obtain information are not possible. Therefore, a survey was developed tofind out

Seven Questions for Programs at Cabol (‘ollcgc

1 Docs the program match the College mission statement and
objectives?

2 Does the program meet the needs of the community?

3 Does the institution attract and Kecp an appropriate number and mix
of students in this program?

4 Do students in this program achieve appropriate outcomes?

5 Does the institution obtain, organize and administer resources so
that the above outcomes are achieved at a reasonable cost for this
program”?

o In the arca of this program s the ingtitution maintaining and building
its intellectual and physical resources, including quality of its
employees, curriculum, and physical plant?

7 Does the institution have systems that produce information that
enables management to answer these questions?

igure 7 Adapted Accouulabxluy Pmmewori\ lor Cabot College Proyams

Note Adapted from A Fy Framework for

stitutes in Brilish Columbia (p. 10) by !hc Canadian Comprehensive Audmn;,
framework, 1993, Ottawa' CC AF. Copyright 1993 by Canadian Comprehensive
Auditing Foundation. Adapted by permission.
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what decision makers at Cabot College viewed as extremely important information to

answer the questions. To keep the number of indicators reasonable for monitoring,
purposes, a criterion of 50% of decision makers had to choose the information as
extremely important in answering the question

On January 6, 1995, the evaluator met with the Program Review Committee (o
describe progress to that date and to ask for opinion on the survey. The process was well
received and minor changes were recommended to the survey. These were incorporated
and a final version (see Appendix B) was sent to all decision makers previously identified
at the College Each was then contacted to conduct a telephone survey Some chose 1o
complete the survey by mail

Two other groups (instructors and students) had been identified as decision
influencers at the college. These were sampled to determine if they valued as less
important the indicators chosen by decision makers. Surveys were sent to instructors
active in the instructors' union. As six of the seven campuses had union representatives,
this ensured representation from the various campuses of the college Union exceutive and
shop stewards could be expected to be aware of issues and concerns of the instructors
they represent. The seventh campus was recently opened and is presently represented by a
local at one of the other six campuses. Names of instructors were supplied by the
President of the Union. Again, each respondent was given the option to complete the

survey by mail or by phone.
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To obtain the representation of the views of students, three surveys were mailed to
the President of the Student Activities Council at each of the seven campuses. The Student
Activitics Council is elected by students at each campus. Names of only the Presidents of
these councils were supplied by the Division of Student Services. Each President was sent
three surveys with a request to complete one and invite two other students at that campus
1o complete and return the others. Trying to contact students at home was not feasible as
class schedules run from 8:30 a.m. to 6:00 p.m. and many students are studying or
working at night

“larifying the iminary Indicators. Initial results from the survey suggested
twelve possible indicators and sources of information to answer the questions about
programs. During the survey, it became apparent that some indicators and sources of
information needed clarification. As Stufflebeam et al (1971) point out, “it is not likely that
the decision maker will come to the evaluator with questions, answers, and actions . . . the

evaluator then, must work at loping a close, with the decision

maker" (p. 161-163). Interviewing the members of the Program Review Committee
allowed the researcher to clarify the indicators and develop a collaborative relationship
with members of that decision making body. Further clarification of the indicators
involved analysing college documents and the literature.

A structured interview process was used. Fontana and Frey (1994) describe

interviewing as "one of the most common and most powerful ways we use to try to
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understand our fellow human beings" (p.361). In a structured interview, thie interviewer
asks each respondent a series of preestablished questions with a limited set of response
categories. The interviewer controls the pace of the interview by using the questionnaire in
a standardized manner. A group interview was considered and had the potential for being
arich source of data. However the logistics of getting the informants together made this
method impossible

nterview Guide. The interview guide was constructed to ask for information and
generate opinions from the informants. The guide was piloted with an experienced
instructor. Following the piloting, the structure of the guide and the interview itsell were
examined. Suggestions for changes were incorporated into the guide. The modified guide,
used with the key informants, is found in Appendix B. At this point. several indicalors
were still included as possible indicators for monitoring. These were subsequently
eliminated as the last respondents sent in their surveys

nterview Pre . Theinterview guide was constricted so that the interviewer could
record the informant’s responses directly onto the guide. A tape recorder was considered
The conditions for taping interviews were almost consistently unsuitable. Although the
interviews took place in the offices of the informants, these offices were frequently shared,
or open to the public for access to texts or computer resources. The background noise in
some offices, for example in the Automotive area, made use of'a tape recorder very

difficult. To ensure reliability of the interview data, the interview was transcribed the same
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day, sentback to the informant for commentary and corrections and these comments
included in the final report
Informant It was originally intended to contact only the eleven members of the
Program Review Committee as they were chosen by the College’s Total Quality Council
1o develop the program review process for the college. Several problems arose here. Two
committee members were also the program manager and coordinating instructor for a
program that would try out the monitoring process. To reduce the possibility that the
researcher might bias the monitoring devices by giving more significance to their views,
the decision was made to omit them from the interview process.

Some members were unavailable for interviewing due to work loads. One possible

dent failed to keep an i Another was absent from work due to illness.

One member resigned from the Committee between the time contacted for the interview
and the aclual interview,

Two instruriors who were not part of the Program Review Comnittee were asked
to participate. One of these had recently had a proposal accepted on developing a new
Professional Development policy for the college. Interviewing this instructor was
recommiended by the Chair of the Program Review Committee. This instructor’s input in

Professional Devel might be i to reflect what of the

college viewed as the role of P i Devel for i
The Program Review Committee has no representatives from the trades program

area, This was discussed with several members of the Committee, and one member
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recommended an instructor whose views might represent other instructors in these areas.
The recommended instructor had a long term background in the trade’s area
Interview Procedure The informants were contacted (either by telephone and/or 1-mail),
the purpose of the interview was explained and appointments were scheduled at their
campuses, in their offices. The time normally allocated was one hour. Most inferviews
‘were completed in this time, but one instructor and the administrator ook much longer

‘While several instructors had private ofFices, only one could close the door without
being interrupted. The printer for the floor was in one instructor”s oflice and people
continually entered to pick up print jobs. Another instructor shared an ofYice with four
others who came and went and occasionally joined in the inlerview process. While

reducing the confidentiality of the interview, that informa.it did not appear to be

and in fact and elab from others in the room
Interview Analysis.  All the corected transcripts were reviewed in their entirety 13ach
page of each transcript was coded with the informant’s ID. The interview guides were
then separated and the answers to each question were consolidated. Each scl of answers
was reviewed one at a time. Coloured highlighters were then used methodically to go
through the answers and highlight themes that ran through each set of answers. Also
highlighted were unique comments or answers. The information from instructors was kept
separate from that of the administrator and the answers were compared and contrasted
Document Analysis. Documents available in the educational literature and the Strategic

and Operation Plan for the College (1994) were analysed to confirmand elucidate
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indicators Another document referenced in the Strategic and Operational Plan was the
"Iimployability Skills Profile What are Employers Looking for?" (Conference Board of

Canada, 1993). This document was also used in the development of the indicators

stablishing Indicators and Decisicn Rules

The resulting indicators were quantified and assigned uriteria. A general criterion
of 65% was used for many indicators This represents a Grade Point of two at the college.
Graduaics of college programs must have Grade Point Average of two. As most
programs have not had a recent review, this was considered a moderate standard to apply
now In a Tolal Quality philosophy it can be viewed as a starting point for monitoring. In

the future,

all programs meet this criterion, the criteria can be raised to allow for
continuous improvement.

The criterion applied to the indicator related to employment was based on the
March 1995 unemployment rate for the province of Newfoundland and Labrador, which
was 19%. Some criteria applied were based on the presence or absence of an indicator.
Each criterion was awarded a specific number of points. Each indicator was also examined
to decide from whom the information could be obtained. The results are summarized in

Figures & 1o 12



Evaluative Assumptions

Sampling Numbers of students and graduates associated with a program at Cabot
College are generally less than 50 per class. For this reason, all students and graduates
were sampled. Sampling identified which year of the program the students were enrolled

This would allow for a further breakdown of the data

administrators of the program
should want to do this in future
The numbers of instructors associated with an individual program are generally

less than 20, so all instructors associated with the program were included in the survey

The type of instructor was identified. Program instructors are those assigned to that
particular program and who are supervised by the Program Manager for that program

Related i are i wh- se assi are in other programs or in the

Academic subjects, but who teach one or two subjects for a varying number of hours

during the week. Field instructors are those who are involved in instructional activitics

with the students in laboratories or in job-placement settings Distinguishing among the
three groups would allow the identification of differences in responsces for the groups

Stating Analysis Assumptions Rates of return for internal surveys such as the

program managers, instructors and students should be very high for the data to be

acceptable. A rate of return of 80% of the students was considered acceptable Ji
£1988) calls 75% an excellent rate of return. Although the classes represent a captive

audience, ab ism on the day of administration of the survey could be expected to

reduce the number of students completing the survey



imated results for surveys of graduates calculated using Jackson’s formula

(Jackson, 1988, p 173) would be 44% Therefore, an acceptable response rate for this
group was considered 45% As the same procedure was being used, a similar response

rate was considered acceptable for employers of graduates

Plan _for Obtaining Information

Information Sources Figures 8 to 12 display the indicators to be measured. These also
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show the source of information for each indicator. Some indicators have only one source

of information Examples of these are indicators associated with employer satisfaction

Other indicators, such as those associated with the mission statement, have multiple
sourees ol information.

Instruments ~ Separate instruments were prepared for each of the five different
information sources. Effort was made to keep the instruments to one double sided

questionnaire with limited space for To assist in data each

question had a code in the lelt hand margin associated with an indicator, The

corresponding codes are found in the left columns of Figures 8 to 12
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Code for Employer i
Analysis "
Indicator Tnfounation | Pouls
Obtained Fiom | Awanded
2-1  JPercent of cmployers (including self employed) who feel] — Survey of
the program provides the graduates witl cuployers | 050 |
i shills necessary for the workplace
22| Pescentage of the employers (ineluding self cmployed) | Survey of
who il that the program fosters good tcamwork shills | employers 1
in its praduates.
Percentage of employers (including self employed) who | Survey of
tie! that the hnowledge and shills of the program’s anployers [ 05% 1
graduates are up o date for the workplace
81 | Percentage of employers (inchuding self employed) who | Survey of:
are satisficd with the preparation of the graduates for the | cuployers [ 03% 1
Workplace.
Graduates Employed
Cade for Indicator nformation | pouns
Analysis Obtained From_| "™ | Awarded
6-1 Pereent of graduates employed Survey o 0- 1o 4
afler nine mouths waduates
60 - 79%, 3
A0 - 59 2
20 - 39% !
ion and Licensing Exansy
Code for Iudicator Inforawation | 0 Pots
Aualysis Obtaisied From | Avanded
5.5 Program recvived acereditation in las five years Survey of
. pogram {1ty
Litody wated
manager
56 Percent of students passing licensing cxams Survey of
program e ’
Figure 8. Indicators for Employer Sati ion, Graduates Emp and A litation and

Licensing Exams.
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Resources Allocated to the Propram
Cole for Tndicator Information . Points
Criteria
Analysis Obtained From U | Avarded
Ratio of Progiam Resourees Allocated to Number of | Survey of program | I within
Students manager 2
standaid
jeviatonsy| 1
of
College
average
P i of i Stafl
Code for Indicator Tformation I
Criteria
Anlysis Obtained From Awarded
73 Percentage of instructors reportmg taking part in Suney of:
ounses. seinars. workshops ete. totalling six hours ot instructors P '
wnore related io delivery of instruction. (In the past
twelve months)
74 Percentage of instructors reporting laking part in Survey of:
ow winars, worksiops ete. tofalling six hours or] — instiictors 5% |
more related fo the arcas of instruction. (In the past i
twelve months)
75 Percentage of instructors seporting reading (on a Survey of:
regnlar basis) journals related to their arcas of instructors . f
instruction. (In the past tw elve months) S
76 Prercentage of instructors reporting being mvolved withy
developing presentations. curriculum commilices Survey of:
prog cviews, volunteer organizations. provin instructors e
3 65% 1
or national committees related to their areas of
instruction. (In the past fw elve months)

Ligure 9. Indicators for Resources Allocated to the Program and Professional
Development of Instructional Stafl:



program managet

Up - to - Date Curriculum
“ode for Indicator Tnformation Obtained | (. Powts
Analysis From i Awandal
16 Percentage of the program Suneys of
stakeholders who fec the teaching paduates
aids (cquipment. models. computct mstructons oS 1
resonrees el ) are enrrent students

job placement with feedbach from
cmployers abou the program

Survey of
Program managet

e

32 | Percentage of raduates and students Surveys of
who et that the instruclors in the gradiates i
program were knowledgeable in their stdents
ichdx.
33 | Percentage of students and graduates Suneys o
who reported altermate form of eraduates = ,
evaluation such as gronp projeets or students e
oral reports nsed i the progran,
23 Percentage of staheholders :
Surveys of
graduates. insts ull]lﬂl %
program manager) who feel that the Lobmiormy o i
how ledge and shills of the program's o
graduates are up (o date for the
worhplace?
54| Program reviewed in previons threc i i
years reviened
711 [Course objectives revised in fast thre " |
years. tevesed
52 [Program Advisory Commitice mect to i aiind
discuss carricalum issocs. ?
progiam manager Sear '
r occuned i fast
[I—
53 | Prescnce of a cooperative aspect or

Figure 10. Indicators of Up-to-Date Curriculum
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Indicators of Transfer of Information
from Instructors to Students

Code for Indicator aformiation | | Points
Analysis Obtained From " | Avwarded
34| Percentof students and praduates vho reported they [ Surveys of:
were provided with course outlines including the raduates "
i o 65% 1
abjctives for the courses. ‘students
35 ot of students and graduates who reported being [ Surveys of:
written evaluation schemes at the beginning of graduates 65% 1
courses students &
1-4 | Percentage of staheholders wha reported the program
fostering a positive work ethic.
1
1-5 Percentage of stakeholders who described the program | Surveys of:
atmosphere as cooperative and respectful graduates
udent 65% |
instructors
program manager
Indicators of Transfer of Information
from Students to
Code for Indicator Information CHiGHil Pomts
Analysis Obtained rom " | Avarded
36| Percentage of students and graduates who reported Surveys of
feling comfortable with discussing problems with raduates 5% i
conrse confent with instructors. student,
37| Percentage of students and graduates who reported Surveys of:
fecling comfortable with discussing problems with graduates 5% L
teaching methods (delivery of instruction) with students &
instructors,
7ol Prcentage of instructors who eported use of instructor] — Surveys of: _ \
cvaluation form instructors il
7-2 | Percentage of instruetors who reported use of course Surveys of:
evaluation forms. insiructors 65% 1

Figure 11 Indicators of Transfer of Information Between Instructors and Students.
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Misvion Statement
(Code for Indicator formation Obtaincd | o | Points
Analysis Fiom T T Awanded
11 Percent of program stakebolders that consider the Surveas of
program provides an optimal student keaming graduates
cuvwonmient. nstroctons 65 % 1
stwdeats
program manager
1-2 | Percent of program stakcholders who feel all students Sunveys of.
were treated equally
05% 1
N
program manaper
4l | Pecent of program stakeholders who think that this Surveys of
Moot ellic o instructors [N 1
Program mmaper
13| Percent of program stahelolders who think that the Surversof
support services of the college were responsive (o necdy|
of students in the program 05% 1
program manager
31 Percent of stadents and graduates who felt that the Surveys of
tcaching in the program was molivating and imnovative raduates 65% 1
students
21| Percent olpmgnm stakeholders wh felthe program | Surveysof
praduates
‘mocessary for the workplace instructors 65% 1
Program managet
conployers
22 | Percemage of the program stakchokders who fect that Surveys of
the program fosters good teamwork shills in stk graduates
instrucion 05% 1
program manages
cuployers
S5-1 | The presence of a Total Quality Team for the Program. | Survey of program
nnger I preseat| 1

Figure 12. Indicators for the Cabot College Mission Statement
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The student questionnaire was piloted with two Adult Basic Education students.
This was to ensure that the language used in the student questionnaire was
understandable Minor changes were required within two questions to clarify the meaning
“This involved supplying examples or a slight explanation. Any recommended changes 10
the student questionnaire were also applied to the graduate and instructor questionnaires.
‘The instructor questionnaire was piloted with three instructors. No changes were
recommended.
“ollection of Dy Letters and questionnaires for each individual or groups of
individuals surveyed may be found in Appendices A and B respectively. For each program,
the individuals sampled, and the procedure used, are described below.

1 Program Manager: A survey was sent with a letter and a return envelope. All mail

was directed internally

2 Instructors. All instructors associated with the program were sent questionnaires
and letters. These included instructors assigned to the program, instructors in
related courses, and for the Community Education Program, it also included field
instructors from a college facility.

3 Students Arrangements were made with instructors in the program for the

researcher to meet each class of students, explain the nature of the research and

distribute the student i ires and letters of i ion and consent. The

letters of consent and questionnaires were completed and collected then. No

instructors were present during this period. All students present in that particularly



scheduled class were surveyed. The class was chosen to provide the most
likelihood of attendance.
4 Graduates: A list of original home phone numbers for the graduates was obtained

from the Registrar’s office. All original telephone numbers were contacted and an

attempt made to obtain a current mailing address for all graduates in cach
program. Each was then sent a copy of the questionnaire, a letter of information
and consent and because permission was being sought to contact the employers, a

copy of that questionnaire was provided for their information. Each was requested

to return the questionnaire and letter of consent in the stamped addressed envelope
provided.

5 Employers of graduates: Followirg consent from the graduate, letters and

were sent to the emp of the graduates with the request they

be returned in the stamped addressed envelope provided

Most questions on the questionnaire had a code which coriesponded to the codes
in Figures 8 to 12. As each questionnaire was received, it was assigned a code number
Data for each survey was entered into a data file suitable for reading by an SPSS program
Codes were assigned for each category of respoadent. Students were classified as 1o year
of program and instructors according to one of the threc instructional assignments This

would allow a further breakdown of the data in the future
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An SPSS program to d i quencies was used, the being that

further data analysis could be obtained if the program was in place. Should the monitoring
framework be adopted by the college this would allow more efficient analysis of multiple

programs.

Plan for Providing the Information

‘The major audience for program monitoring was the Program Review Committee.
Both an oral and written report were prepared for this commutee for the end of the first
week in June.

Multiple copies of program-specific reports were supplied to the program
managers for the two programs monitored. These could then be distributed to all

interested instructors,



Chapter IV

Results

Intr ion
The program monitoring model was developed during the period from December,

1994 to March, 1995. Two programs volunteered to go through the monitoring proc

All monitoring results were completed and the reports made available to the Program

Review Committee by June, 1995.

D of the Indi for Program

‘The major decision making body for program monitoring was the Program Review
Committee. The number of individuals on this Committce changed through the
development process, with one member resigning in December, 1994, three new members
joining in mid-January, 1995 and a member resigning in FFebruary, 1995 Generally the

members consisted of three management and eight instructors. Other decision makers

within the college at that time were the Board of Gorernors including the President
(N=13), Directors (N=2), Deans (N=6), and Academic Managers (N=9). An outline of the
Administration of the College is found in Appendix D. The Dircctor of Programs is the

Chair of the Program Review Committee and the Academic Manager for Technology
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Programs is also on the Committee. The third management position is filled by the
Manager of Tuman Resources. Instructors on the Committee were chosen by the Total
Quality Team for the college and either volunteered or were invited 1o join the Committee

Decision influencers within the college include instructors and students. The
faculty union would be expected to represent the views of instructors. The Student
Activities Councils served a similar role for students. The exact nature of the role varies
with members and campus. Table | summarizes the return rates for the various groups.

“The return rate for the Program Review Committee may reflect the changing
membership at that time. Three new members had joined the Committee just as the survey
was being distributed. Another group with a poor rate of return was the Board of
Governars of the College. With the exception of the President and one instructor, all
members serve as volunteers and hold other positions within the community. While given
the option to complete the survey by phone, only the President of the Board of Governors
chose to complete the survey in this manner. The others responded by mail

‘The number of responses was very good for instructors, however the rate of return
for students was poor. It was especially poor when one considers there was 100% return
from one campus and no return from two campuses. Some Student Activities Councils

may not view completion of the surveys as part of their mandate. Timing may also have



Table !
Responses to Surve

ision Maki oups

Decision Makers

Number
Responded

Decision Influencers

Number
Responded

Program Review
Committee
(Includes one of the
three Directors and one
of the nine Academic
Managers)

7(60 %)

Instructors
(Not members of the
Program Review
Commitiee)

14 (7000)

Directors
(Not including the Chair
of the Program Review
Committee)

1 (100%)

Deans

4(07%)

Students
(From 4 of the 7
campuses)

0(30%)

Academic Managers -
(Not including the
member of the Program
Review Committee )

8 (100%)

Board of Governors
(Includes the President)

4(30%)

Total

24 (62%)

Total

20 (50%)

been a factor. The survey was distributed a week before Winter Carnival and a national

student demonstration organized against a Federal Government Funding Policy Mid-term

examinations for most programs generally follow Winter Carnivai week



Indicators Identified by Decision Makers

s f stion 1 Table 2 shows the ranking in percent for each of the

possible indicators for Question 1. One source of inform stion mei the eriterion of at I

50% of decision makers considering it to be extremely important This was data on levels

o satiy in employers. Decision i also consi this o be extremely
important (65%). Comments on the question indicated that a number of decision makers
(5) and decision influencers (2) considered that reglar meetings of a Progiam Advisory
Board would ensure that the program would meet the needs of the community. Another

method suggested by decision makers (4) was a graduate employment profile

Several decision makers (3) felt *hat levels of satislaction in graduates would also
provide this information. One decision maker felt that they would be less likely to focus on

"negative aspects” and employed graduates "can assess how the program prepared then

for their chosen field."

Indicators for ion 2. Table 3 shows the survey results for Question 2 No
indicators met the criterion for inclusion in annual program monitoring, There was also
very little difference between decision makers and decision influencers in their ranking
Four decision makers suggested the need for a Public Relfations policy for
programs, Examination of the effectiveness of high school promotions was mentioned by

two decision makers.



Table 2

Respondent Grouping for

ndicators and wformation to answer Question | Respondent Ranking (in Per
Doaws the program meet the needs of the | Growp
commniy? HENEN R
| bocal Babow maket frends suh ax | DM 250 | 458 | 292
cunrentiorceast fevel of unemployment ot T oo 1o 50 Ta00 Tson
2 nends i demand occupations DM 87 | 609 | 304
DI 105 | 526 | 368
T nends m eritical shli shortiges DM 83 | 500 | 417
D1 