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FOREWARD

The present essay on evaluation of instructional television
is meant to be a first step in a process. The whole rapidly growing
field of evaluation is relatively new, that of ITV evaluation has only

' just begun. Unesco has fostered the use of ITV in a number of educational
projects throughout the world. Although technology has considerable
« promise for solving edrcational problems, the cost and complexity of
a technology like ITV is such that a failure or even a low degree of
productivity could mean much to countries investihg. Lessons from
one country can also serve to help others decide what role ITV might
play in their own educational development. As a consequence of such
needs, Unesco sees evaluation as an important comporient of ITV projects.
We have been ‘asked to write this essay as a first step in .
the process of creating better evaluations of ITV. Our experience over
the past five years in a number of evaluations of educational techhology
forms the basis of the present study. Its focus is on the general
area of what to evaluate. Its audience is those evaluators in ITV
- projects who have the important role of monitoring the planning and
progress of technology in their countries. We decided to divide the
task of writing about evaluation into several steps. For now we
concentrate on what should be evaluated in ITV projects and not on
how. Th; former approach identifies the many aspects of the technology
that need to be assessed and reported. An attempt has been made to
expand the notion of evaluation from one of a testing program for
classroom television to a more complete inventory of the system's

impact. In a sense the how or the design and methodo(logy of evaluation




must come after one decides on whg% needs to be evaluated. Evaluation
methods are largely borrowed from other disciplines and applied within

a framework ot decision-making about the value of a certain project 4
or program. In a sense, these methods are available\to the evaluator

who can identify what he needs to evaluate. His job is to aggregate

data from various sources in such a way as to render a valid judgment

of his project.

We hope that this first step will lead to others - feedback
from field evaluators on this description of the aspects of ITV
evaluation; perhaps a field test by several evaluation groups-of the
aspects discliissed. These field tests might be guided by seminars
within the pilot projects given by evaluation experts on.the design
and methods appropriate. to the particular aspects chosen. The results
of the pilot tests might then be summed up in a more complete field
manual on evaluation of ITV that combines both the what and the Qgg(

We would only add that the advantage of this present approach
of a modest beginning essay, field testing and preparation of a manual
for evaluators ié‘neant to bridge the éap between the large amount of
theoretical writing about evaluation and its practice in-field projects.
Eventually we would.jope to add to the theoretical literature on television
and its evaluation but we can only build a solid theory oﬁ the basis
of practice. Until people can begin to try evaluation strategies out,
we shall not be able to test our theories against reality. This essay
‘hopefully makes the first step of this process.

Emile G. McAnany

Robert C. Hornik
John K. Mayo

Stanford, California
December, 1973
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I. EVALUATING INSTRUCTIONAL TECHNOLOGY: THE SET{;NG

Educational Needs and Technology )
L
Throughout the developing wurld, educational demand is

growing rapidly. In Africa and Latin America, where up to 85% of
first grade entrants have left school before completing six grades,
and where secondary schools ané miversities have served only an elite,
a concerted effort has been made to expand learning

opportunities. In Asia, where enrollment pressures have been less
severe, improvements in the quality of education have been emphasized.

1 For economic, political and mdral reasons, most national
leaders have continued to view schooling as a cornerstone of their
development policies. Yet they have not had sufficient financial or
human resources to simply expand their school systems in traditional
ways. As a result, many countries have inaugurated instructional radio
and television projects. By so doing they have tried to hold down new .
investments in classroom fécilities and teachers, relyiné iqstead on a
combinatioﬁ of less well trained classroom monitors and televisidn or
radio programs. In some countries the primary goal has been to provide
many more young people with a satisfactoqx equca%ion with no appreciable
increase it per student costs. In other countries where the goal has
been to improve the quality o% an existing syﬁteﬁ, per student costs
have generally risen. However, iF is argued that the use of instructional
technology may Lie the least expensive way to improve quality on a
system-wide basis.

The introduction of a powerful instructional technolﬁgy

such as radio or television customarily demands fundamental changes in
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the traditioﬂalméiements of an educational system, In the classroom,
teachers are no longer the scle sources of knowledge. Finding a.new
role, one that is complementary to new technclogy, is no easy task.
Similarly, the responsibilities of school officials at the regional

and national levels may also change dramatically when technology systems
are introduced. The amoumt of teaching and actual control emaﬁating

from some central point increases with the introduction of a fadio or
television system and the successful utilization of broadcast lessons

may depend, in tum, on the administrators' knowledge of what is
happening at the local level. In the past a central ministry sent

out monthly pay checks and an occasional supervisor; with a new technology
the flow of information from the ministry in the form of program
schedules, workbooks and announcements to teachers via TV is enormously .
increaseq. To fac%;itate the transition to radio or television systems,-
neﬁ supervisory mechanisms are required. Other needs could be cited,

but the point should be clear: ehucational systems using technology

tend to be more highly centralized and\dependent on the integration

of the diverse parts. This means that technology systems are more '
fragile and need feedback for proper'coordination. The failure of

one component can undermine the effectiveness of the entire instructional

process.

. It is the interdependence of elements within instructional
technology projects and their fragility which make evaluation so

essential. lwith good evaluation, the supervisors, program producers
and planners can identify problems early and make needed adjustments

when failures occur. By correcting small failures, they can usually




avvoid larger ones.
Furthermore, since technology systems are relatively expensive
investments for a country, information on their level of overall

success is important for decision-makers of other countries as

well.

The Typés of Evaluation ‘ A

L -

S Evaluative research is concerned with the success or failure
of projects. However, in this essay we consider only those kinds of

evaluative research @.ch bear\\on decisions, either within ongoing
Y
projects or in the planning of future projects. These include planning

research, formative evaluation and summative evaluation.

’

Planning resgarch entails the collection of essential data on

a technology system Wefore it is implemented and often before a decisibn‘
is made to undertake)it. Among the most common methods of data
collection are ;eax‘ibility studies which survey the key aspects of

an education Vir , specifying the technical requirements for
the transmissTen of radio or TV broadcasts and estimating how much effort
will be needed to develop curricula, prepare 1eam§ng materials, and
train personnel.1 Planners often have much informatién of this kind
already at their disposal. However, the scope of information needed

Jo design and implement technology projects m:':ty warrant new studies.
Planners of technology systems may want information on student ability

and achievement levels in the past, as well as some notion of what

teachers and students are expecting of radio or television in the classroom.

Teacher attitudes toward instructional technology must also be well
——————— s

1 Cf. bibliography III.A for examples.
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understood by planners if new classroom procedures and training

opportunities are to be designed to equip teachers adequaiely for work~
s

&

-

in the new system, »
The list of topics for planning research and the. criteria for

choosing among them could be extended considerably. In choosing areas

[

~ for planning research, administrators and evaluators are able to focus

their attention on the components of an educational system which are
L] Vs

co. . . . Jd
most fragile and therefore must likely to undermine project effectiveness.

- Yormative evaluation is a process of data collection during the
development of a project so that revisions can be’made to ' (
improve its functioning. Such evaluation touches decisions at every level
of a project. Sometimes’ project administrators must decide whether ‘
to depend more on printed materials, classroom teacherQ or television
programs for a given course. Prog}am preducers need to know whether a
given concept wa.; learned satisfactorily and if students are ready for
the neXt unit of material. Script writers need to know whether
particular lessons were able to attract and hold the students' attention.
When difficulties occur in these or other arefs of an instructional
technology system, formative evaluations Lxsed to diagnose the problem

and to provide some indication of what corrective steps are called for.

Summative evaluation is a prczess of data collection designed

to provide decision-makers with a more comprehensive understanding of
how a project succeeds or fails in reaching its goals. It differs in
time perspective from formative evaluation and is usually aimed at tho_s_e
decision-makers who control funds to continue or terminate the project.

Nevertheless, the two approaches overlap in many ways. The variables

ERIC C L
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or effects studied in both approaches may be quite similar. Formative
evaluations of learning and’ attitudes often do contribute to summative
evaluations of the same phenomena. The most important differencss
between formative and summative evaluation pertain to the kinds of

decisions which each is meant to influence. The need for immediate

information to guide short range decisions (was last week's concept - \

learned so that another one can be taught this week?) justifies a - /

formative evaluation strategy with its inevitable compromisés in
methoddlogy. However, when gathered in a systematic way, the data
from formative evaluations often provide the basis for the longer range

analyses and conclusions characteristic of summative evaluations.

The Historical Place of Evaluation

Although the need for evaluation of various kinds has been
clear for some time, in practice most educational technology projects
have done without it. What few evaluations there have been cluster
into three basic groups. The largest group has been largely judgmental
or subjective. An outside expert is asked to examine a project in a
few days or weeks. He visits a few schools, catalogues the hardware,
speaks to some of the people involved, and sometimes obtains cost
estimates. Such an approach may prove useful in many ways, dgpending
on the ability and experience of the expert, but it rarely helps a ~
project director to improve his system. A second and more sophisticated
approach incorporates some attempt to measure effects. Its methods
may include comparative before-and-after studies of short term leamning
or, more often, surveys of teachers' attitudes about a course or a

television series. These results can be fed back to program administrators

-
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or producers, but often they. are of little use in suggesting pragmatic
changes andnmy»irritate rather‘tﬁan guide producers. The third and
rarést type of evaluaticn consists of rigorous attempts to understand
the functioning of an edu;aéional technology system. Here measures of N
effects are combined with analysis of thé précesses by which those
effects were produced. / ‘ ' | t

One of the reasons why thére have been few evaluations of ITV
systems in the past is perhaps"that, in retrospect, there have been few
users of the eva1uations that have been done, ,and the information
gathered in even the best formative or sumative studies has rérely
éffected decisions in‘an important way.‘ If the results of previous

evaluations have not been used, why write an essay to gdvocate more?

The response to this question must await analysis'of just why evaluations
N ; . /

I

have not been ‘used.
Oﬂé can ﬁoint to three major reasons why evaluation results

have not been used effectively in the past. First, the focus of

Evaluations has more often than not been defined hy the evaluator and

not the decision-maker. Evaluations are often exércises planned 5y an

academic ‘with 1%tt1e émpathy for the needs of a manager. Secondly:

because adminis%rators and program proéucers are customarily under

heavy day to da& préssure to meet schedules, their receptivity to

1§§rning resulfs from programs Proadcast ;eeks or months previously is

13ke1; to be quite low. Any information which does not respond to the

priority concern of getting a program prepared on time is apt to be

ignored. The third reason whyvevaluatioﬂ,results have not been used is )

simply that evaluations are threatening. While the evalvator may claim

N
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that he i; objectively evaluating aszstem and not individuals, those
individuals justifiably assume that they will be accouhéable for any ' -
negative result. Finally, if one adds to the above list of reasoﬁé
the fact that evaluayion costs money and that evaluation wunits must
usually compete for/their share of a system's‘budgef, the question -
posed earlier seems well justified: &hy'do evaluation?‘
The fact that evaluation hgs often been done poorly in the
past does not lessen its essential importance for educational systems
using tecﬁnology. ' The real challenge is tB transform the need fcr
evaluation into a commitment on the part of projects and project .
personnel to use evaluatién and to help evaluators improve their work.
Evaluators must respond to the concemns of decision-makers
~and report results in ways that béar directly on the latter's decision
alternatives. DProgram producers must be granted more time and encouraged
to use evaluation results to improve the quality of their broadcasts.
At. the same time, evaluators should recognize the real limits of fime
- and action of producers, and design their formative evaluations to fit

>
within those constraints. Finally, project administrators must

) introduce a climate in which teaching effectiveness ha; first priority,
both as a éeneral system goal and as d criterion for judging the
success of the producing organization and its persomnel. Too often
thq reSpons%pility,of a production center ends when the program is on
tape and ready for broadcast. In broadening the concép% of producer

accountability to encompass what results in the classroom, the administrator

must recoghize that succebs and failure, while not divorcij/ffffbghe

y

e

S Id
~ actions of individuals, have multiple causcs. Evaluation.<an best serve
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" the principle of accountability only if it is used to improve
program effectiveness and not to lay blame at the feet of the easiest «

target.

Organization of the Essay

The rest of this essay examines various aspects of the
question, what should be evaluated in an instructional technology
project? Section II describes the first step of the evaluator,
exploring the context, goals, and assumptions of a project. Section
II1I revigws a schema for evaluating the achievement of a projeqﬁ's
objectivé; and details a range of intended and unintended outcomes
thaf have concerned or should concern evaluators. Section IV ’/A\)
takes up the difficult evaluative issue of explaining a project's.
success or‘failure. Recognizing that a very large array of research
topics was described in previous sections, Section V describes

some criteria to help evaluators select among them. Finally, a bibliography

on evaluation theory ard methodology is presented in the appendix.

4

II. SPECIFYING PROJECT OBJECTIVES AND ASSUMPTIONS

Before an evaluator, particularly an evaluator from outside
i L
2 project, begins his investigation, he must construct a global picture

of the project. The quality of the data an evaluator collects as
well as his ability to make-'insightful interpretation of it will dJepend
on a thorough understanding of the historical context, objectives and

&
value assuptions of the project.




As a first step, an evaluator should familiarize himself
with the relevant scient%fic literature. For almost any use of
instructional technology there are precedents, similar projects for
which there are available written descriptions, histories and perﬁaps
even evaluations. While no two préjects ever overlap completely, a
review of existing infbnnation can illuminate possible trouble points

and suggest important research questions. In addition, such a review

5
[

'+ can help the evaluator select the most appropriate methodologies for
his study.2 »
After preparing himself in this way,'the evaluator can
examine his own‘project with éreater perspective. The first step
includes three bggic activities: specifying the project's internal X

objectives, defi_g@g its extemal objectives, and exploring its value"l'

-assumptions and underlying development model.

”

Specifying the Project's Internal Objectives

An evaluator needs to have a clear idea of what a project is
expected to accomplish, so that he knows what constitutes success
or failure. However, objectives expressed in planning documents or
by project leaders arz often vague and without clear criteria (i.e.
improve the qﬁality'of learning, modernize the traditional school,
upgrade rural education, etc.). In addition, objectives are often ‘
overly ambitious, a result of the planners' initial need to gain acceptance
and support for their project.

\
Oftentimes planners have not adequately thought through

2 Some help for this task can be found in the bibliography jn the
appendix.
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their project's objectives. They may even have endorsed a*particular
instructional technology without first focusing clearly on the problems
it is expected to solve. In some ‘cases, project planners may not be
willing to specify their objectives for fear they will be held too
strictly accountable by their superiors. In all such ins}ances, however, .,
. the evalﬁétor's‘need for specific objectives réﬁains and,}one way or
_ another, he must help project leaders to clarify them as best they can.
The task of transforming vague or umrealistic project

-

objectives into specific ones is not always easy. Important

steps in the specification process customarily include: .

1. the §eparation of ambiguous or confounded dimensions of a particular
.objective into discrete variables (e.g. increasing educational l
opportunity in many ITV projects often does not distinguish between
opportunity of entrance or equality of learning; the first is

' measured by enrollment statistics, the second requires monitoring

learning gains of different social groups);

. 2. the full definition of each variable in which some change is

predicted (e.é. defining equality of learning not only in terms

of academic achievement but also on some standard of success in

later life).

3. the setting of some clear change criteria for each variable that
is to be evaluated (e.g. it is difficult to decide whether
statistically éighificant learning gains are also socially significant;

nevertheless, evaluators must set criteria for learning to judge

success or failure).

The brevity with which each of t.ese steps is stated should not mislead. -

ERIC ,. Y
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the reader. While transforming some objectives into specific research
variables can be relatively straightforward, there are many objectives
for which such transformations are very difficult, if not impossible.
There may also be some objecfives that cannot be measured within any
reasonable éime frame or research bu._at.

There has been an unfortunate tendency amorg evaluators to
concentrate only on variables that can easily be measured ratheg than -
on those that most adequately reflect the true range of 2’project's
objectives. Just because variables are not eaéily.quantifiable does
not mean they should be ignored. Hard to.measure objectives
can’ be déalt with in other ways, however. One can often examine effects
related to a particular objective, even though direct examination is
not possible. For example, if a project's main objective is to curtail
the exédus of rural school graduates from the countryside, ;nnevaluatﬁr
might measure student attitudes toward city life cr their occupational
aspirations as indicators of future plans. Under the assumption that
studeafs whodo/iﬁfﬁnd to move to the city will also be more interested
in visiting it, one could also look for changes in the number of
student trips to the city over the period of a year or two. In each
case, approximation to the undeflying variable, fut;re migration rate,
is achieved.

Another approach to hard to measure objectives requires that
the planners and evaluators of a project specify the steps required to
reach an objective. What are the intervening objectives that must be

reached by a project before it attains its ultimate goals? If one

wished to curtail the urban migration rate by providing good schooling

/
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~_in rural areas through ITV, a preliminary step might be to provide

young people with information via television about employment opportunities
in rural areas. One could then measure whether or not that information
had been effectively commﬁnicated. Other such preliminary\bbjectives

could also be defined and measured. To the extent that they\we;e not
achieved, the evaluator could infer logically that the ultimate objective

was also not being achieved.

Defining External Cbjectives 4

Most ITV projects have some notion, albeif a vague one,
of their immediate objectives. More graduétégybﬁ sesondary school,
improved mathematics learning, more literate rural dwellers, or more
farmers accepting innovative<agricultura1 practices are among the more
common objectives of instructional technology projects. Yet it is
clear that these objectives are not ends in themselves; planners assume
that they will be.stepping_stones toward some longer range development
goal.

. In El'Salvador, instructional television was introduced inyo
all public seventh, eighth and ninth grade classrooms as one component*
of a genieral educational reform. Among the expectations of the project
planners was that many more students would graduate from ninth grade
and thereafter constitute a trainable labor ﬁool for industry. However,
‘the internal objective of producing more secondary graduates was
subsidiary to the external objective of accelerating the country's
economic development.

In looking at external objectives, the evaluator asks, in

.~

effect, what will be the societal effect of an educational project if

o~
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it is successful? What is the developrent model that the planners are
employing in their choiie of p;pject objectives? Such questions are
rarely the day to day fare of evaluﬁ%ion, yet they are an essential

' exercise for planners. Unfortunately, direct evaluation of such
objectives is often not possible. They are customarily long term

objectives, achievable only years or decades hence. Few evaluators

En |

consider such objectives to be within the scale of their research. In
addition, societal benefits are difficult to assess from a single fﬁ
project. The social outcomes go beyond the particular popuiation
exposed to a media project and the achievement of benefits ;s expected
to be a consequence of many causes and not just an isolated project.

Sometimes historical evidence can be used to estimate whether
or not an internally successful project is leading to given social
benefits. Assuming that similar objectives have not been achieved in
other countries, doubts about their fulfilfhent in a new project may
be raised. Thus some have questioged the evidence for El Salvador's
assumption that more.ninth gra@e graduates will accelerate industrial.
growth and economic development. They claim that too little evidence
supporting that assumption exi;ts td justify it as a basis for El
Salvador's educational teform.

Neithér empirical nor historical methods have yielded very
satisfactory evaluations of external ‘cbjectives in the past, both
because of problems of long time spans involved and the complicated
relationship between education and society. There is value, however,
in defining a project's external objectives: it permité project

planners and those who might fund the project to make some estimates
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about the likelihood that these obJectlves will be achieved. This is
often critical at the planning or funding stage of a prOJect Thus,

even though Sesame Street has not recently stressed as a goal helping to

close the learning gap for minorities in the U.S., this was a social
bene}it mentioned when the idea was first being discussed for funding.
If Unesco funders did not believe that a proposed ITV project would
accomplish certain external goals claimed for it, like helping a
nation’s industrial growth, stemming the rural exodus or closing a
learning gap between social groups, then they would hesitate to back

such a project even though it might accomplish its internal objectives

satisfactorily.

Exploring Underlying Assumptions

Assuming‘that both the internal and the external objectives
of a project can be defined, planners.may ask an evaluator to go one
step further in the specification process and askahim to méye§éxplicii B
the value assumptions on which the project rests. If more ninth grade

graduates are produced in order to attract industrial capital\ planners

)
considering adoption of an El Salvador type project in anothej country
may ask if, in fact, that country should place as high a priority on
industrial development. If rural development enjoys a high priority,
a project which assumes rural-to-urban migiation may be a poor one

to adopt, no matter how efficiéntly iﬁternal and external objectives

could be met. Again, if an ITV project is capital and not labor

intensive,*it may on these grounds be less useful for countrief with

large pools of trained teachers.
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Given that external objectives are specified and the development
model made explicit, deciding whether they are applicable to another
country may be a fairly straightforward activity. A more difficult problem
may be reconciling different personal and social values ﬂmplicit in
the design of a media based system. Most countries place a high
priority on economic development; yet that is rarely a country's only
prio;ity or objective, Other objectives, such as increasing national ,
pride and loyalty, commmity cooperation, and the sense of personal
efficacy, rank high for som;\hifional leaders. Yet, accepting multiple
objectives simultaneously can lead t& difficulties.

Let us say that planners believe that widespread literacy
is essential for economic development, and further.let us assume
that televised program%lin conjunction with formal clasgg;“are;the
most efficient means for achieving literacy. Howex;r, those planners
may also believe that television as a centrally controlled delivery

system is counterproductive to an important secondary objective such .

1 as building a higher‘sense of personal efficacy among people. They

may see that the achievement of one objective may work against the
achievement of another. In order to maximize both objectives, they may
ultimately elect an alternative method of instruction, one not as
efficient in achieving literacy, but more likely to increase personal
efficacy.

Decisions about unwanted effectsare further complicated by
the lack of evidence on the social consequences of inStfuctional
technology projects. In the next section, we consider some intended

)

and unintended effects which may be open to evaluation. Iowever,

A3
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whether backed by subsequent empirical work or not, an evaluator should
elaborate as best he can the values implicit in any project he is

about to investigate.

III. EVALUATING THE IMPACT OF PROJECTS

Once having elucidated the internal and external objectives
of an ITV project, no more important task confronts the evaluator than
spgciinng what sorts of questions about that project he will attempt
to answer. The derivation of such questions is never wholly free from
outside pressures and constraints. Recognizing that certain kinds of
research may be forbidden or mad: unduly difficult for political or
cultural reasons and that limitations of time and money may restr;ct
the scope of an investigation to but a few of the questions that may be
in fhe evaluator's or his sponsor's mind, the former must be economlcal
with his resources and prepared to concentrate them in areas which will

allow him to achieve the basic purpose of his evaluation.

Criteria of Achievement of a Project's Objectives

Evaluation often implies the posing of different kinds of
questions about a projecff T@gse questions ask about the success of
a project in the fivé following ways:3
1. that has been the effort expended and received?

2. What has been the effectiveness of the project?

3. What has been its relative effectiveness?

3 For 51mllar treatment on a more general level, cf. Suchman (Ch 4),
Bibliography, I.l.
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4." What has been it}éfficiengx? ‘ s

5. What.was the process of the project's achievement?

The first f?uf/a;estions are treated in this section, the fifth in

'

the fb%;oﬁing section.
Effodt:
///

e At the most rudimentar} level, the evaluator may wish to

verify empirically that all project activities areractualiy taking ~

place. Particularly in media systems that require new efforts to be

expended at both the national (transmission) and local (reception) level,

e

the coordination of such efforts constitutes a necessary condition to

the project's success. For example, in Mexico's Telesecundaria system

where secondary schooling is provided rural children via television,

before assessing the quality of learning the evaluators wished to

confim that the television lessons were produced and transmitted on

time and that classes were adhering to the broadcast schedule. The

common experience of evaluators arriving unannounced at a school in

the middle of a scheduled broadcast and Finding the pupils still in

recess or occupied with some completely extraneous activity underscores

the nécessity of this level of evaluation. In media systems purporting

to serve non-school populations, the audiences are inherently less

.

visible and less cohesive than the typical student group. The monitoring

of local participation in such instances is necessary to determine

whether or not the program is, in fact, reaching those for whom it is

intended.

Effectiveness:

(nce the evaluator has established that a particular project

Is indeed reaching its intended audience, other questions may be raised
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about its effectiveness. Depending on the objectives of the evaluation
and its scale, studies may be initiated to test whether desired outcomes
have been obtained. In most evaluations& success has been defined in

¢
cognitive terms: students mastering new concepts, rural adults learning
to read, mothers learning about new birth control practices. Frequently,
other kinds of measures have been introduced to see how audiences
reacted to the programs they received and whether or not their attitudes

and aspirations changed in conformity with the project goals. Im

rare instances measures have been developed to determine if audience

_ behavior has been affected in any lasting way by a project. Behavioral

changes are perhéps the most difficult to evaluate because of the time
limits imposed on any évaluation. In the case of mothers receiving
birth control information via television, for example, one can fest

to see if essential information has been commmicated effectively and
if the mothers have been disposed to use it, but mary years may be
required to determine whether such a campaign has had any lasting

impact on the birth rate in theylistening area,

" Relative effectiveness :

The task of evaluating a project's performance, whether in
cognitive, affective, or behavioral terms may be further complicated
by the fact that no specific criteria of success have been articulated
beforehand. Planners, administrators, and others involved in an ITV project
may have quite different ideas about what constitutes success, and

their judgments are inevitably colored by their unique positions and

responsibilities within a project. For this reason, and because

objectives are rarely stated precisely at the outset, the burden of
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defining success often rests with the evaluator.

Although success can be defined in many ways, most media
system evaluators hgve»relied on one or more of the following three
crite?ia: impact on a target population, impact on a target population
vs. a non-target population, and perforﬁance to some predetermined
standard. ' ’

‘ Returning td the example of a project teaching secondary
subjects by ;glgvision, success on the first criterion might ‘consist
of students simply being able to improve their scores on a test
administered at the beginning of the year and then again at the end
of the year. Such a before-after design can record the level of
student achievement with television, but it cannot determine the effect

[ 3

of televised instruction per se. i
To isolate the effect of televised instruction, evaluators
often try to measure success in comparative terms. Did class A which
studied with television outperform class B wh%éh&did not? The validity
o% such a comparison depends on the evaluatbzﬁs ability to study
classes that closely resemble one another on all variables save the
use of television, i.e. preparation and experience of classroom teachers,
preparation and background of students, community support of the school,
etc. The random assignment of students to television and non-television
classes is perhaps the most effective way to insure comparability
between instructional conditions, but random assignment is a difficult
strategy to implement for administrative reasons.

The third and strictest definition of success is predicated

on the existence of w?\l defined objectives and performance criteria.
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Success is here definéd as a ta;get population's ability to obtain

a certain level of knowledge, reach a prescribed level of cecnsensus

. /
on some subjéffyxor exhibit certain behavior with sufficient frequency

to fulfill project goals. While such an approach has proven useful in
the construction of feedback tests as weiI aé other shorter temm
evaluative instruments, project administrators have been reluctant to
Be held accountable for longer term social or even educational objectives
which may be unrealistic to begin with and thus subject to considerable

* 3

-

readjustment in the course of a project.
Effictency:

Even with well-defined objectives, Ehe'evaluation of a project
may sfill not provide policy-makers with the kiﬁds of information
they need to determine ifﬁreéults were obtained in the mést efficient
way. In fact, most evaluations of media projects have been of limited
practical value to,decision-makers because they have examined the
effectivenegs of only the single approach of media and have ignored
possible alternative strategies for accoimplishing the same objeqtives.
when only ohe approach is analyzed, it is hard to be sure that it is
the most effecﬁive one to pursue. Furthermore, even when altermative
approaches are compared on some criteria. and one is proved to be superior,
it"is still impossible to decide which approach to adopt pé anently
without considering costs. If a new approach proves superigr to
traditional alternatives but costs substantially more, it méy be
necessary for the evaluator to consider how the traditional approaches

might perform were the same amount of money to be applied to improving

them. While it may not be possible to examine thoroughly every

4
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possible use of project funds, evaluators should be encouraged teo ¢
investigate costs and effectiveness in terms of alternative strategiés.
Comparative cost-effectiveness analysis has proven to be the most

useful framework for carrying out system evaluations of this kind.

Choice of Some Areas for Evaluation . ,
‘ - We have stated that the evaluation of an TV project must
» . begin with a consideration of objectives. Because most ITV projects

have multiple objectives - .to i.mprdve learning, to extend educational
: ‘opportunity, to interest students in new Careers, to lower the unig

costs of instrfxction, etc. - the évaluatqr must be selective about the

effects he wishes t‘:) focus on. He must also be guided by a well-

defined set of research questions, recog;lizing that such questions

may not be a'.ppropriate to the evaluation of @ projects. With

this caveat in mind, it is possible to review the kinds of questions

and variables evaluators of ITV systems have concentrated on in the

past.

'Student ability and achievement:

Because student learning-is a major concern of educators,
it has aimost always been a concern in ITV evaluations. Two aspects
of learning, general ability and achievement, have frequently been .
tested. General ability tes‘ts measure such things as students'
reasoning, language, and problem-solving skills. In the design or

~ evaluation of an ITV project, educators may want to know how such

A

abilities are distributed within a student population. In many developing

. countries, rural children and children from poor families read less -

well and learn at a slower rate than do urban children and children ;from
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privileged social groups. This fact can cause problems for the planners
of new ITV systems and undermine the effectiveness of existing énes if
evaluation shows that technology systems meant to close leamning gaps

may actually be widening them. Also, when ability tests are administered
over a number of years as they were in the evaluation of E1 Salvador's

oI system,4

they can reveal whether televised instruction has improved
students' general abilities and whether or not any equalization trend
has appeared between advantaged and disadvantaged groups. “
Achievement testing in academic subjects has also been
undertaken extensively in the evaluations of ITV projects. However,
when course objectives have notAbeen well defined or when standardized
norms do not exist, evaluators have often had to develop their cwn
achievement tests. This has usually proved to be a %ime consuming
task, but oﬁd that is vitally important to the assessment of student
learning with television. With adequate sampling and control procedures,
achievement tests have been used extensively to compare the learning
performance of ITV and noﬂ:ITV students and such tests should make it
ﬁossible to separate out the unique contributio \of televised instruction
to the learning process, although this crucial step has not yet been

taken in any of the major ITV evaluations.

Student attitudes and aspirations:

. t
Evaluators of ITV projects have customarily paid close

attention to the attitudes and aspirations of students to see what
.
expectations the latter bring with them to school and how those

expectations are affected by one or more years in a television class.

4 Ct. final evaluation report on El Salvador undcr Homnil et al. in
Bibliograbhy, 111.B.15.




23,
The measurement of educational and occupational aspirations as well
as attitudes toward ITV and schooling in general canhelp form a composite
portrait 6f a changing student population. When examined over enough
time and enough sfudenfs, such measures can also be used to illuminate
pattemns in the relationships between stﬁdent attitudes and background
characteristics, ability levels, and learning outcomes. An awareness
of changing student values and desires can alert planners early to i
the common problem of sh;rp]y rising student expectations and the -
spectre of future disappoinfment and frustration. With forewarning,
plagners should be in a better position to modify their projects or at
1ea§t inaugurate counselling programs in the hope of stimulating student
intereét in more realistic academic and job opportunities. Unfortunately,
few educational planners have hee@ed the reéults which evaluators have
presented in this area and, as a result, most ITV projects have propelled
students forward in the schooi system with too little concern for how
they will eventually make use of their schooling.

Teacher attitudes and performance:

Although many ITV projects have been justified on the grounds
that classroom teachers are simply not qualified to carry the full
. burden of instruction, few, if any, have replaced the classroom teacher.
In fact, most projects have assigned classroom teachers the major
responsibility for introducing and using television at the local
level. For this reason, evaluators hdve paid close attention to how
classroom teachers perceive ITV and how such perceptions change over
time. Periodic surveys of teacher opinions have identified.the kinds
of feachers who fcel.they:are having the most success with 1V, and in
some projects cvaluators have heen able to relate teacher attitudes

g
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toward ITV and toward the teaching profession to training levels as

well as a variety of social and demographic variables.

What actuall} happens in the television classroom is another
outcome of growing importance to ITV evaluafbrs. It has been hypothesized
that télqvision teachers serve as models for their counterparts in
the classroom and that modern teachiﬂg techniques can be spread
through social modeling behavior over television, but there are few
agreed upon criteria upon which to base such judgments and many
differences of opinion still exist about what constitutes good teaching.

As a first step in measuring classroom teaching behavior, the evaluators

of E1 Salvador's ITV system devefbped a teacher observation f’orm.5

This instrument illuminated not only differences among teachers in
terms of time spent lecturing and-working with students, but also the

"'progress" of individual teachers toward the adoption of certain methods

‘advocated by the project's planners.

Administrative policies and costs:

.

Far tqo often evaluators have focused their investigations
on learning and attitude outcomes and have ignored the administrative
aspects of ITV projects. Yet, when project; fail, it is usually
because their administrators'havé been incapable of solving crucial
problems. Little troubles go unnoticed and are soon magnified into
major crises which, in turn, upset project timetables, discourage
teachers and students, and eventually inhibit 1éarning. To identify
problem areas, evaluators have begun to turn their attention tb the

~

administrative history of projects. Using multiple data sources

5 Cf. Bibliography, 11.9.
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including archival records, in-depth interviewswith project leaders, and
particibant observation, efforts have been made to illuminate a project's
major decisions as well as the crises that hinder ifs growth and
effectiveness. Such histories can help guide decision-makers and

provide useful information to other countries' planning to inaugurate

P . Tl

similar projects.

Cost analysis, as we have suggested in fhe previous section,
is another area that has been sorely neglected in most ITV evaluations.
Budgets constrain all ITV projects, but few plamners or administrators
are provided with the kind of information needed to make bettér budgetary
decisions. Problems of estimafing true costs, of describing cost
functions and their properties, and of iptrodﬁcing methods for coping
with the temporal structure of ITV finance are just beginning to
interest economists and such topics will undoubtedly'becoﬁe more

’

important in future ITV evaluations.*

Long Range Effects and Unintended Consequenhes of ITV

There are unquestionably many other intended and unintended
outcomes of an ITV project that help detérmine its ultimate success and
significance. Even though an evaluator must be concerned primarily
with the stated or inferred objectives of a project, he may still wish
to devote some of his time and money to such neglected problem areas
as the demands ITV places on teachers and school administrators, the
relationship of project goals to outside economic realities ,and

,

constraints, and ITV's impact on students and their families. Unfortunately,

interest in such areas is relatively new, critical variables have not

* Cf. Bibliography, II.6. . P
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been adequately defined, and few empirical studies exist to guide new
research. Despite fhese obstacles, however, evaluators are increasingly
turning their attention to the problems of identifying and measuring

some of the longer range effects and unintended consequences of ITV.

Effects of ITV in the classroom:

Beyond the attitudes and intefactions of .teachers and

students which havé interested evaluators of ITV projects in fhe past,

it has begp hypothesized that the introduction of classroom television
may have longer term effects on the quality of social relations within ¢
schools. In the traditional school, the classroom teacher was fhe
domiﬁant force. He or she set the pace of instruction and was responsible
, for what was taught. With ITV, however, the typical clasgroom teacher

no longer exerts such exclusive controli For the first time center

stage must be shared with one or more "master'" teachers whose lessons ’
arrive at prescribed intervals via the television screen. The classroom
teachers are forced to schedule their activities around such broadcasts.
How does such an innovation and the changes in teaching styles it

demands affect the authority and self-esteem of the classroom teacher?
Are students more or less attentive to their classroom teachers when

the latter act as monitors instead of subject experts? If, as has
often.beén suggested, ITV permits school administrators to restructure

the school day and/or to increase greatly the student-teadhgr ratio,

will teachers be able to adjust to such changes, maintain respect, and

. still interact with students on a personal level? The. answers to such

questions have implications not only for the achievement of short term

ITV objectives, but also for the survival of fhe school in its present

34
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form - a subject which itself has come under heated' debate in recent
years.

Effects of ITV on a school system:

N

+

The long range effects of an ITV project on other aspects of
a school system may also be of interest to an evaluator. Recognizing
that a powerful innovation such as television inevitably requires some
bureaucratic resbuffling, teachers and administrators may not be
willing to implement policies that seem to undermine ‘their freedom of
action. In most traditional system%, classroom teachers and their ‘
principals enjoyed considerably autcnomy. \Sﬁch autonomy was usually as
much a result of their school's distance from the capital city and its
neglect by higher officials as any other factpr. However, with the
introduction of ITV, teachers and local administrators are customarily
subjected to strong centralizing policies. Decisions affecting‘all
television classes are formulated in central government offices and
niandated throughout a school system. To insure the effective use of
television at the 1oc;l level, school supervision may also be reformed
and expanded. While such changes are devised to upgrade the efficiency
of an instructional system, their implementation often breeds teacher
resentment. Teacher resistance to ITV in El Salvador, Mexico, and
elsewhere has been demonstrated by heightened union activities and
claims that television has been purchased at the price of improved
teachers' salaries and working conditions. The impact of teachers' strikes
and other political activities on the development of an ITV project
are important developments whose short and long range consequences an

evaluator cannot afford to ignore.
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The importation of equipment and technical assistance as
part of any ITV project may also have long range consequences on'an
educational system's personality and deveiopment. Virtually all ITV
projects in the developing world have relied upon heavy doses of
foreign hardware and expertise to get started. While some countries
have been able to manage such resources competently, many others have
either lost control or simply forfeited decision-making power to‘
outsiders from the outset. The different patterns of\fbreign resource
management and their relétionship to institution-building activitie;
within developing countries are subjects which should also concern an
evaluator interested in assessing the effectiveness and survival potential
of any ITV project. |
Effects of ITV beyond the school:

Beyond the school, there is; a wide range of individual, ~
institutional, and social outcomes of any ITV project that could occupy
an evaluation team for many years. In charting the vast unexplored
territory beyond the immediate objectives of a particular project,
the evaluator must be cautious in his approach and aware that the
answers to many f@scinating researcﬁ questions are likely to remain
outside his grasp. Nevertheless, with good theory and careful planning,
he may be able to make sigﬁificant progress in extending the boundaries
of his evaluation and thereby make important contributions to knowledge
and to the area of evaluation itself.

Neither ITV projects nér the larger school systems of which
they are a part exist for their own sake. At the root of a nation's

educational policies are basic belicfs concerning the importance of




schooling to economic productivity, social harmony, and individual
happiness. Until recently, the faith in schooling as a social good
was virtually absolute. However, the skyrocketing costs of providing
even a few years of basic education to a nation's youth coupled with
the radical questioning of established educational institutions and
values have prompted both decision-makers and scholars to review their
assumptions about schooling. For the first time, the promised benefits
of schooling are being critically evaluated. fhe motivation behind
such analyses and the1r content are directly relevant to the assessment
of the long range outcomes of any ITV project.

One of the most fertile topics for research in recent years

Jhas been the linkage between schoeling, job opportunities, and economic

development. From a variety of disciplines has emerged the rather
startling conclusion that the correlation between success in school
and success on the job is not nearly as high as was once believed.
Furthermore, there is a growing consensus among radical economists of
education that the investment in certain kinds of educational innovations
such as ITV has only aggravated an already intolerable situation by
stimulating student desires fbf%more schooling and prepéring young
people for careers that are simply not open to them. Critics wam
that the distortions caused by excessive investments in schooling
exacerbate existing inequities in a society and make needed structural
reforms that much more difficult to achieve. It is far more difficult
to convince young people to remain in the countryside, they argue,
when a country's educational policies are drawing them inexorably to

the cities.

3b
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If a long range result of an ITV project is to draw talented
young people away from their .rural origins; it will ine#itably
affect the soc;al fabric of the rural commmity and, perhaps, the
relationship between parents and children. In traditional commmities
and cultures, independence from one's family was frownga upon and young
people were taught to abide by the authority of their parents. However,
when young plople enter school, they are confronted by new kinds of
expectations and rewards, both intellectual and sociai. When school
behaviors and values clash with traditional family norms, conflicts
may arise between students and their parents vié—aivis the former's
ambitions and plans. Although some friction between the student and
his family is inevitable and may actually be important to the young
person's development, the radical critics of schooling question who
really benefits when the student ultimately decides to pursue a life
in "the modemn sector." Is it the student who has succumbed to the
attractions of urban life and the possibility of a better paying job
away from his family, or others who control the wealth of a country
and who count on the school system to socialize young people for work
in an economic envirdfment which they control? Questions of social equity,
equal opportunity, and the relationship of schooling to development have
become increasingly important to the evaluation of ITV as well as other
educational inmovations.

Who benefits?:

In designing an evaluation, the investigator begins with an
independent variable - in this case television - and, then defines and

measures certain effects of that variabhle. With all the measures of

3¢
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effects described in this section - cognitive, affective, and behavioral -
L4

the question can be asked: who benefits? Do students with high ability

scores learn significantly more than those with low scores, urbanrpupils

6 If so, what are the implicati&ns

more than rural, boys more than girls?
for the development of television lessons and the materials that often
accompany them? Are the gains in one subject notably greater than

those in others? Are achievement patterns closely related to ability
scores and demographic and social indicators? -

If an evaluation is extended over a mmber of years, it is
frequently possible to determine whether television has had any
cumlative effect. To the extent that coﬁgarable measures are used
from one year to the next, it is possible to see wheth;r courses are
operating more effectively oriless effectively than before and whether
a telévision system has altered in any way the relative achievement
levels among ability groups. For example, did the addition of television
hglp to-equalize the achievement of rural and urban schools? Lower
ability and higher ability students? In other words, what is the

evidence that ITV has had any long range impact on a school system,

and how can the answers to such a question be explained?

IV. EXPLAINING ACHIEVEMENT OF OBJECTIVES: PROCESS EVALUATION

Let us assume that an evaluator succeeds in measuring
the achievement of the defined goals of an instructional technology
project as outlined in the previous section. If we take a narrow

view of the evaluator's task, we might be satisfied that he has come

6 Cf. Bibliography, ITI.B, 15 and 16 for some treatment of these points,
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to a judgment about the value of the project (if nis task is sumative
evaluation} or épogt short range success or failure (if his task ié
formative). His next task is to determine why the project succeeded
or failed. For this he needs to understand better the process the

project followed in its development.

Conditions of Success and Failure

Evaluations are more often concemed with examining the
process of a project when there are failures than when there are . \
successes because of a need to make someone accountable. Thus the
emphasis here is usually in terms of why projects fail than why they
succeed. The failure of ITV to bring about desired or promised
effects may‘have several explanations. The effects promised may have
been exaggerated, or fﬂé;objectives may not havé been achieved for
reasons that need little sophisticated measurement. For example, an
ITV project may never have reached the production stage, another
project may never have gone beyond a few pilot classes, and a third
may have been terminated after a trial period, all for reasons that
stem fron<&hree c%osely interrelated environments: = the classroom,
the educational administration, and the political system.

The ¢lassroom environment:

The conditions one usually examines in a classroom environment
to explain success or failure of an ITV project are most often related
to the project's learning objectives. A first step is- to describe as
completely as possible how the unreached objective was to be achieved.
I'or example, let us say that a particulur project usc. rélevision in

cor tunctior vith o classroom teacher and’ -tudent workbook "o teadt math.
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In-a é?ven unit of material, cach component (TV, teacher and workbook)

is responsible for some proportion of the instruction. At the end of

the unit, a test reve;ls that relatively few students learned what was
expected. The evaluatidn outcome is straightforward - the system
failed. The evaluator's job is now to understand why the failure
occurred and to propose corrective measures. -

The evaluator may first want to review the conditions that
were believed to be necessary for successful learning.. Certainly
Students had to be in attendance throughout the unit. They should
also have been sufficiently nourished, not overtired from work after
school, motivated for learning, and-adequately prepared in math to
understand the concepts being taught. Teachers should have arrived
on time, maintained discipline in the class*éom, and taught their share
of the instructional load effectively. Television sets should have
been working satisfactorily and lessons would have needed to be
broadcast on time. Other preconditions to successful. learning could
surely be suggested. However, assuming that this list is exhaustive,
the evaluator must determine which ones,&efé not met. Many in the
- ‘ list can be eliminated with minimum effort. The evidence of technical

failures - programs not broadcast, poor distribution of brecadcast
schedules or workbooks, and inadequate functioning of television sets -
can be checked through school visits.

Comparing achievement in well-equipped and poorly-equipped
schools can provide evidence on the physical learning environment.
Measures of student attitudes toward Echool and mathematics may reflect

motivation problems. Comparisons arong student< of different social

Q- 40
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backgrounds may prove useful in examining the influence of students'
background characterlstlcs on learning.

After analyses of this sort, an evaluator'méy conclude that

the television lessons did not present .the concepts clearly or that

. teachers did not answer students' questions adequately. However,

finding fault is rarely useful unless it can be accompanied by

- constructive suggestion.~ The evaluator may be forced one step backward

\

to begin explaining‘failure at another level. What were the conditions

precedent to the production of high quality telelessons: sufficient
] - -
personnel, sufficient facilities, sufficient time, sufficient traiﬁing,
X * - R

sufficient knowledge about the audience? What were the conditions
precedent to effective teacher participation: positive attitudes toward

teachthg and television, sufficient training, sufficient knowledge of

”

how to work with TV, sufficiently low student/teacher ratio? What .

were the conditions precedent to the preparation of adequate workbooks:
o ot )

sufficient coordination with teleteachers, opportunity for pretesting,

sufficient trained personnel?

>

Thoughtful analysis of these prior causes may turn up

additional reasons for failure. Two constraints on this sort of
4 R R

analysis are clear, however. Fiist, if the evaluator's task is formative,
\

he cannot possibly hope to analyze all the potentla] sources of fallure

and still provide dec151on-makers w1th the 1nfbrmat10n they need to f
¥

"meet productlon deadlines. Second, the evaluator must try-

to distinguish between conditions precedent to learning that a project :

2 A \
manager can and cannot control. Even though an evaluator should \

mvestigate whether the differences between rural and urban settings

-~
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affect learning’ from television, no project manager can directly

change the poor conditions of the rural areas. His solutions may
involve reversing patterns of resource allocation to favor rural areas
or simply a recognition that some failures are just not soluble by
educational decision-makers.

. For the summative evaluator, many of the detailed analyses
of particular course failures will be of less interest than broader
studies of conditions precedent to success of a whole éystem. Describing
all the conditions precedent ic a complex and berhaps an impossible
task. As a result, the summative evaluator may be unable to sét up
any exhaustive model of a project; rather he must explain success or
failure somewhat intuitively, depending on his and other oBservers'
knowledge of a project. '

The administrative environment.:

Evaluations are often so focused on the quality of the TV
lesson or the amount of learning gain that students register dur1ng a
,Semester w1th ITV that they may fail to see how the overall prOJect is

-coping or failing to cope with keeping itself going. Yet instructional

technology systems are extremely complicated to initiate and maintain.
Many countries may not only lack technical production and broadcast
personnel but may not have the management capacity fbr'running a major
technology project. Instruetional éystems that use‘technology.are
much more dependent on coordination of a series of elements than
traditional teaching systems. Conscquently, tbe chances ok failure in
one area affecting all areas is greater. What happens, for example,

2}

if there is a power failure at the transmission center? Are classroom
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teachers trained to take over and teacﬁ the iesson? How are schedules ] «
rearranged? What if (as is common in many ITV projects) printed
materials for the lessons - or even the scheduié of broadcast prograﬁ; -
do not arrive on time? What happens to instruction if the inspectors
cannot visit outlying schools in their district? How much do breakdowns‘/
in local receivers interfere with instruction and leaming and how
efficient is the maintenance service in repairing them?

Historically, project administration has remained largely
outside the scope of most evaluations because most evaluators have
been reluctant to consider it: preferring instead to concentrate on
the quality of broadcast lessons (without a clear objective fpr the

13

lesson being defined) or on the creation and administration of leaming
tests. .
The importance of administrative evaluation is illustrated
from recent studies in Nbxico.7 There two radio projects were evaluated
over a six mpnth period. During visits to a majority of the radio
school sites, if was discovered that almost half the schools did not

have an operating radio at all! To evaluate the quality of programming

£
or the effett of radio instruction on students who miy not be receiving

programs in most cases is a waste of an evaluator's time.‘ In both
cases, the evaluators pointed out in their studies that the administration
was not able to insure the system's continued operation.

The political environment:

-

' The political conditions in which projects operate can also

»

determine their success or failure. Television is an expensive

7 Cf. Bibliography, II1.B, 19, 20. , .
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technology and often involves spending large amounts of public money

on hardware and personnel. It also involves access to a large audience
via a powerfiil means of communication. Moreover, it deals with education
and the socialization of, young people in the values of their society.

For these and other reasons, ITV projects are politically sensitive and
subject to many different stresses that may aﬁfect'the achievement of
its stated objectives. Since ITV projects often demand the import

of foreign hardware as well as technical assistance, to what extent is

a proj;ct affected by the political pressure of the donor agency or
country or a multinational corporation that may be selling hardware7

How can an evalﬁﬁ%or estimate the extent to which the values and

models of schooling from outside the tountry affect the plans of the
indigenous ITV group? Who makes the essential decisions for the project

and how do these affect the outcomes? Indeed, how are the goals and
A .

objectives set for the ITV.project in the first place? All of these

are questions touching on the political conditions of a project and
should be taken into account by an evaluator who wishes to be complete

in his explanation of project performance.

Evaluation's Interdlsc1p11nary Approach

To explaln the success or fallure of a project uslng
instructional technology evaluators need to pay attention to a much
wider range of factors in systems than has been their practlce. School
and classroo_;,adﬁ;nlstratlve and polltlcal factors can dramatically
affect the learning outcomes of instructional technology. An - g

cvaludtor must understand administrative and political processes of a

System as well as measure its specilic outcomes. This expanded notion

k3
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of evaluation also calls for a team approach to evaluation where people
from a number of disciplines will attempt to monitor different dimensions

-

of a project.

V. DECIDING WHAT TO EVALUATE

The evaluation of instructional technology projects is in
many ways a new concern for education and commmication researchers,
If there were a long history of research in this area, evaluators
would be tempted to look for a cook-book approach where appropriate
procedures are laid out for them. This is not the case for evaluating
large technologies, however, where relatively few experiences have
been recorded for others torfbllow. There have been a few evaluations
undertaken - in E1 Salvador, Mexico, the Ivory Coast, and Samoa - but
the present authors, having part1c1pated in some of them, realize
that they constitute only a beginning and not a final guide to action.

How, then, is the evaluator to decide what he will evaluate in a

The Funéing Source

-

When funding is made available for an evaluation, we presume
that some needs have been expressed by the funder. The U.S. government

was interested in determining whether or not El1 Salvador's use of

‘educational technology would be a good investment for other countries

and therefore supported a sumative evaluation of this project. Because
cest% of such systems are so 1a;ge, other international agencies have

similar questions. Thus governménts as well as international organizations

45 -
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-

such és the World Bank and Unesco are interested in studying the educational
effectiveness of the instructional technology projects. The French
government funded an evaluative study of its Tele-Niger project after
six years of operaticn in the field. The Mexican Secretariat of Public
Education helped fund a’'study of its Telesecundaria project five
yedrs after it got under way to know how it was functioning and whether
evaluation could help improve its operation or suggest new ways to
reach rural secondary students. There are many other examples of
governments and international lending agencies showing keen interest e
in knowing how educational technology is working. ’ ,

The problem for the evaluator is that even when a funding
agency is willing to invest a considerable amount of money in assessing
a ﬁrojégt, the agency may not really know what it expects from the
study. There ma& be unrealistic expecéations as to what an evaluation
can demonstrate. Evaluators themselves may not realize the relatively
pffmitive state of the art in the field or, in their eagerness to

become involved, overstate what they can accomplish. An evaluator

| must be cléar in his own mind about what he can deliver and then help
define realistically Qhat a funding agency can expect from him. If
this is not done, disappointment may result and efforts to develop a
bettgr evaluation model may be undermined.

Although the evaluator must seek some general guidance from

his sponsors about whét[is expected of him, he should not expecf a
blueprint for his work. Needs may be defined in terms of eefficiency -
"Does ITV really solve the problem of significantly increasing secondary

schooling at lower.unit cost than traditional methods?'; and/or in
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quality terms - "What can you do to help make the ITV programs better?"
The evaluator needs to assess and define the goals of the funding source -
as best he can and see how they fit in with his own ideas of what the
problem is ;nd what the needs are. He cannot only c&nsider the

source of funding for guidance in choosing an evaluation focus if

the users of his evaluation are different from the funders.

. Potential Users

The question, '"Who will use myvevalaation study and how?"
is perhaps the best guide for evaluators. Unfortunately, this question
has not often been askeéd and the resulting underutilization of
evaluation results is the fault of both evaluators and decision-
makers.8 On the part of evaluators, the problem has ofte; beep that
they decided unilatérally what aspects needed eva}ﬁation and, once
their work was finished, treported their results in long and ja}gon-
filled documents for busy administraturs or producers who had no time
. to read them. Evaluators often have not assessed real needs where
their work might éake a useful contribution and have ;ggéyeq the -

hecessity to communicate this knowledge in a manner that will most

likely reach the user. On their side, aecision-makers can be faulted

for viewing evaluation as a necessary evil or, worse still, as a

public relations amm of their projects. They may have no intention of
> heeding the evaluator's findings, eépecially if those results are the

least bit critical.

8 Although Stufflebeam (Bibliography, I.2) speaks of evaluation keyed
to decision-making, House (Bibliography, I.2) points to the large gap
between the ideal and the rcal usefiilness of evaluations to decision-
makers 1n education, ‘
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How can such problems be resoived? First, the evaluator
must try to target his work toward real information needs. ' This
means he must work with potential users and see what information they
must have to make decisions. In'formative evaluation strategies, Qork
might concentrate on a key policy area. If, for example, ITV was
adopted on the premise that it would prd&ide secondary education for
rural youth and thereby decrease their desire to migrate to large urban
areas in pursuit of post-primary schooling, an evaluator might base his
shorter-term study on the problem of why rural primary graduates migrate

. and, on a longer term basis whether, indeed, ITV has helped resolve

this problem. An evaluator wanting to create a learning feedback system

for producers of the TV lessr s may first have/{g show producers_how
their programs relate to learning and how improvement in learning is
tied to improvements in production quality.9 Furthermore, producers
often have no clear learning objectives for their TV lessons and so

have no way of incorporating feedback results into their \"\\mf
production. In E1 Salvador, it took three years before a seminar in

",

formative evaluation and definition of learning objectives, with
production and evaluation teams participating, brought some common
understanding to the task of testing and production.

Oftert overlooked in the well-meaning efforts of international
agencies to generate evaluations is the problem of doing useful
evaluation. 'Part of‘the effort to promote better evaluations must

focus on the decision-maker and his education as an information user.

An evaluator must realize that political and administrative factors

9 Cf. Bibliography, IV.25.
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Y - - - 3 3
play a predominant part in decisions along with personal pressures
N

\ . o .
on\ghe decision-maker. In addition to doing research, the evaluator

ot

must insure that his results are given a hearing by the decision-maker.
This way call for a reorientation of the admipistrators' approach to
problem solving. In so doing, the evaluator is ﬁot trying to personally
direct cecisions but rather he is seeing to it that evaluation results
at least enter into decisions. This process demands that the evaluator
worh closely with those whose decisions he is trying to provide
information for, be they administrators, program producers, supervisors,

or teacher trainers.

The Constraints

The evaluator must work under a number of constraints. The
4+ N

"most common, although not perhaps the most critical, problem is money.

Many 1TV projects havé acceded to pressures from funding agencies and
created evaluation units, but have not then provided them with adequate
budgets. There are numerous examples of ITV projects with a ﬂumber of
teachers assigned to evaluation. Lacking both funds and training, the
teachers' work is often limited to filling out forms on the "quality"! of
the programs or to observing classrooms (usually classrooms in the capital
of the country where conditions are quite distinct from most other

parts). hhat is often not understood by funders is that the training

i tinancing of field workers costs money. Communications, transpert,

Jid o ontyng all add to the cost of evaluation. An evaluator must
reviee b badict betfore planning an elaborate study that ey be impossible
£ tate b rerons, trealistic plans are not uncommer cuncng TV

4




X

evaluators who may be restricted to their offices by lack of operating
funds. Their jobs often become a kind of fantasy of what they would
like to do instead of what they can achieve in their circumstances.

[f the evaluator has a clear idea of the goalé of his work, he should
calculate exactly what he can accomplish given his budget, or fight

to increase that budget to accomplish what is necessary. -

There are constraints in both number and training of evaluation
personnel. A ministry of education may have a number of teachers on a
payroll that can be loaned to an evaluation unit, but without at least
one or two well-trained evaluators, the added numbers will do little
good. The lack of well trained people may be the key constraint in
limiting the effectiveness of most ITV evaluations.

The final, basic constraint is time. An evaluator trying
to plan his work must set deadlines and stick to them if his findings
,are to enter into the decision-making process. Too frequently evaluation
is allowed a leisurely pace not permitted in other parts of the system.

This may give the impression that evaluation is not to be taken

seriously‘and hééwhaiﬁiﬁérfé do with them. Producing vaiia an& reliable‘
evaluation information on schedule is one of the most difficult tasks

of the evaluator. The evaluator must be a careful organizer both of his time
and that of his staff. Some sort of adaptation of management planning
mcthods should be part of his repertoire of abilities if he is to

meet deadlines. Too often we hear of an ambitious school testing

program undertaken with enthusiasm but without sufficient planning.

Delays, oversights of coding or analysis costs, overestimations of

ability to get things done, all lead to long delays that make results

It
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of historical value only and thus confirm the suspicions of decision-
makers that evaluation is a useless academic exercise. A small
evaluation effort carried out well with relevant information delivered
on time should convince a decision-maker that evaluation can be an

integral part of his project and one that should be paid attention to.

A Practical Decision

Even when all of the above factors are taken into consideration,
it is stili the evaluator who must make the practical decision of what
to evaluate. What guidelines might he look for in this decision? Other
evaluations will obviously guide him to some degree since he might feel
more secure doing something that others have successfully done before
him. This might lead him to measure leawning, or attitudes, or the
effectiveness of a pretesting system, or the creation of a feedback
mechanism for monitoring student progress on a wunit of a given curriculum.
The literature to guide the evaluator of instructional technology
projects is relatively scarce as the bibliography attests, although
there is a large literature on curriculum and school evaluations that
can give some guidance.10

The essential point is that evaluations need to cover new areas
that are difficult and soﬁetimes sensitive. More needs to be done with

11 The examination of the

cost measurement and cost models, for example.
affective area of learning with ITV should also be a focus of new

evaluations even though it is clearly understood that measurement is apt

In Cf. Bibliography, II.

11 Cf. Bibliography III.B.16 and 11.6.
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12 The models and cultural heroes

to be very primitive at first.
presented to student audiences need to be examined critically vis-a-vis
their impact on the learning and cultural objectives of a project. |
If an ITV project proposes to encourage students to remain in the rural
vareas but reinforces urban models in its TV lessons, the evaihator
should be able to show the contradiction between means and ends.

The. administrative history of a project is a new and
difficult area for evaluation, but a vital one for most large technological
projects. ‘The impact of an ITV project on the socjalband economic
standing of its students is a common argument in selling the project
to the public, but few evaluators have had the time or inclination to
critically examine the achievement of these goals. The longer run benefits of
ITV are some of the most crucial ones, but often evaluation of them is
discontinued long before they can be measured or reported. Since
costs are heavily concentrated at the start‘of an ITV project, these
loom large in comparison with rather insignificant short-temm effects.
Finally, because evaluation is often defined by those who expect some
specific problem to be solved, evaluators are tied to testing for
these effects and are not allowed the freedom to look for wnexpected
effects. All of these areas are relatively unexplored, especially
within ITV projects, and thus detailed guidance is not available.
It may be that those with more experience should be the ones to undertake

these more challenging areas while uthers perfect their skills and

gain experience in applying the better tested methods,

12 «t. hivvrography, 1V, 21, o
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VI. CONCLUSIONS AND RECOMMENDATIONS ‘

- |

We have presented in these pages a great many things for

the evaluator to do, but we have not tried to push him in one direction.

- Evaluation is a relatively new discipline, and it has not developed

for itself an image; much less acceptability in many surroundings.
Somewhere betweeﬁ an art and an applied science, evaluation and the
evaluator mean many things to different people. The evaluator is most
likely to be someone trained in anything but evaluation, a psychologist
or sociologist, perhaps, or an economist, engineer, or teacher. e
will have to learn his new metier on the job most likely and define

his role for those he works with. .

The role of informmation in guidiﬁg decisions is not, of course,
new to human behavior. But in large and complex institutions where
many people must cooperate and many factors be made to mesh to achieve
a Ccommon goal, there is critical need to have a system of feedback to
help correct and adjust fhe institution. Evaluation is not only a
mechanism for gathering the appropriéte information in the most
reliable way but of seeing to it that the information is commmicated
to those who will make decisions.” The evaluator, or the person who
coofdinates'the evaluation, must act both in the rble of objective

. |
social scientist in gathering information, and skiPled manager in
seeingkthat information reaches pefsons who most deed and wili use it.

We might end this essay with a sumary of &hat we have said
to the ¢valuator by way éf some brief recommenéations: (‘

(1) tvaluation ought to be an integral.part of. the IV project plan

itseli; that way, it can grow with the project and not be added




(2)

(3)

(4

(5)

(6)

(7
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on as an afterthought;

The evaluator should help planners to define their short and

long term goals, specify internal and external objectives and
clarify value positions within the project plan;

The evaluator sholild not overlook those aspects of the project
that go beyond defined goals and which are related to unintended
results; .

Improving the metﬁods of cost analysis is one of the most )
important areas for future evaluations;

In choosing what aspects of the project to evaluate, the evaluator
should balance those that seem most urgent for decisions with
those that seem most ¢ritical for the survival of the project;

the two are not always the same;,

Although the constraints of money, time and trained personnel

are all critical, the evaluator has most control over time and
should try to work within reasonable time frames and meet deadlines
important for decision-making;

Commumnication of results to those who can use them in a way in
which their use is most assgred should be as important to the

evaluator as the careful gatherihg and analysis of his data.
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APPENDIX : BIBLIOGRAPHY °

-

Note: fhe purpose of this bibliography is to be illustrapive of soufces,\
available in §leish, that form a background o the présent essay. The
essay attempts t; synthesize the relevant iiterature and put it.into a
practical framework of action for the fig}d evaluator. . If he is already a
trained researcher in a social science discipline, he caﬁ put his knowledge
to wdrk with some help from additional reading; if he is not trained ip
research, this‘biblioéraphy probably will not be of much help. ‘It is not
meant to be exhaustive in any area éxcept in the precise one of the'essay's
subject, eyaluation gf fTV in developing counp;ies.‘”ﬁé?éwae have searched
the published éourcegrrather thoroughly and have found ljttle available.
Hence our hope that this essay will help to fill a void. Other, more
general areas like evaluation mefhodoloéy or educational research'ﬁé;é

extensive bibliographies, of which only a small sampling is included.

I. General Evaluation Methodology

1. Suchman, E., Evaluative Research: Principles and Practice in Public Servide

and Social Action Programs. New York: Russell Sage Foundation, 1967.

A basic well written text‘%h evaluation, using exanples from health ;
projects in the U.S., but presenting principles with general applicability
A briefer and more recent paperback book of the same general kind is
Weiss, C.H., Evaluation Research: Methods for Assessing Program
Effectiveness. Englewood Cliffs: Prentice Hall, 1972.

Z. Some other examples from the growing field of evaluation literature:

Bloom, B.S., Hastings, J.T., and Madaus, G.F., Handbook on Formative and
Summative Evaluation of Student Leaming. New York: McGraw rall, I97T.

Caro, F.G. (ed.), Readings in Evaluative Research. New York: Russell
Sage Foundation. 1971, .

House, E.R. (ed.), School Evaluation: The Politics and Process. berkeley,

Calitornia: McCutchen, 1973.

Ihis book stresses the problems with the many large-scale evaluations
of schools in the U.S. Gives. perspectives on the areas of evaluation
.outside that of student learning. .
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II. Specific Evaluation Methodology

-

b

Rossi, P., and Williams, V., Evaluating Social Programs: Theory,
Practice and Politics. New York: Seminar Press, 1972.

Stake, R., "The Countenance of Educational Evaluation', Teachers

" College Record 68 (1967), pp.523-540.

Scriven, M., '"The Methodology of Evaluation' in R.E. Stake (ed.),
Perspectives of Curriculum Evaluatinn. Chicago: Rand McNally,

1967. AERA Series on Curriculum Evaluation, no.l.

Scriven, -M., "Goal Free Fvaluation", in House (ed.), School Evaluation,
op.cit., ch.24. .

§%uff1ebeam, D.L., et al., Educational Evaluatiop and Decision
Making. Itasca, Illinois: Peacock Press, 1971.

Wittrock, M.C.; and-Wiley, D.E. (eds.), The Evaluation of Instruction:
Issues and Protlems. New York: Holt, Rinehart and Winston, I1970.

’

A

3.

A classic discussion of design problems in social research.

N
Bloom, B.S., A Taxonomy of Educational Objectives: Handbook I:
Cognitive Domain. New York: David McKay, Inc., 1956.

An early attempt to identify different kinds of learning in the
classroom. )

Campbell, D., and Stanley, E., Experimehtal and Quasi- experlmental
Designs for Research Ch1cago Rand-McNally, 1966.

Cronbach, L., Essentials of Psychological Testing. New York:
Harper and Row, 1963 (3rd ed.)-

This is a basic. text in testing theory and practice.

Jamison, D.T., and Klees, S., The Cost of Instructional Radio and
"elevision-for Developing Countries, Stanford: Institute for
Communication Research,.Stanford University, March, 1973.

Basic methodology of cost analysis for technology projects, along
with analyses of eight projects.

Kerlinger, F.N., Foundations of Behavioral Research: Educational
Psychological Inquiry. New York: Holt, Rinehart,6 and Winston, 1972
(2nd ed.).

A comprehensive text in research methods,.not for beginners.

Mager, R.F., Preparing Instructional Objectives. Palo Alto, California:

Fearon Publishers, 196Z.
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9. Rosenhein, B., Teacher Behavior and Student Achievement. New
York: Humanities Press, 1971. I.E.A. Studies, No.l.

A basic review of many studies of teacher behavior in class as it /
relates to outcomes in learning. Other studies worth noting arc
two field tests with ITV:

-

Mayo, J,A., Teacher Observation in El Salvador. Stanford:
Institute for Commmication Research, Stanford University,
February, 1971. )

Mayo, J.A., Teacher Observation in Mexico. Stanford: Institute
for Conmunication Research, Stanford University, May, 1973.

- A sumnary of some of the literature and some policy implications in:

Rosenhein, B., and McGaw, B.,-'"Assessing Teachers in Public
. Education" in House (ed.), School Evaluation, op.cit., ch.12. i

10 Schramm, W., "Feedback" for Instructional Television. Stanford:
Institute for Commmication Research, Stanford University, December,
19689. o

Brief treatment of the range of feedback methods for ITV. “

11. Tuckman, B.W., Conducting Educational Research. New Yotk:
Harcourt,: Brace and Jovanovich, 1972,

A brief text on educational research methods; brief but meant
for beginners in the field. -

« Woods, D;A., Test Construction. Columbus, Ohio: C.E. Merril,
1960, .

< - Only an example of many practical approaches to achievement test .
' construction, .

I11. Pldnning and Evaluation of Technology

A. Planning ' g

There have been few ITV projects that have planned and published
plans for their projects. Some examples of plans that also include
evaluation may be helpful to planner/evaluators.:

13. Korea: .Systéms Analysis for Educational Change: The 7
Republic of Korea. Morgan and Chadwick (eds.)
- - lallahasse€é: Florida State University Press, 1971.

An example of systems analysis approach to
planning an educational technology project.

Brazil: SACI Project: Project Review Meeting.
o Washington, D.C.: NASA, April, 1972

/
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The outline of planning for major field experiment
using educational technology in Brazil's
Northeast. (Update of progress in English:
Pulcherio, A., "The SACI Project and.the
Educational Experiment of Rio Grande do Norte''.
Paper given at American Association for the
Advancement of Science conference, Mexico City,
June 1973.)

Ivory Coast: Ivory Coast Rep. and Unesco: Actualisation du
programme d'éducation telévisuelle: 1973-1976.
Paris/Abidjan: TIvory Coast Rep. and Unesco,
1973, !

An update of the original planning volume of
large ITV project for primary school in Africa.

Evaluations

There have been few evaluative studies of ITV or radio projects that the
present authors have been able to find. These represent most of
those available at present.

14.

15.

16.

17.

Comstock, G., and Maccoby, N., The Peace Corps Educational
Television Project in Colombia = Two Years of Research:
Overview.” Stanford: Institute for Commmication Research,
Stanford University, 1966. '

This volume summarizes 10 separate reports on an ETV project;
most of the research concentrates on evaluating the Peace
Corps role in the project,

Hornik, R., Ingle, H., Mayo, J.K., McAnany, E., and Schramm, W.,
Televis.ion and Educational Reform in E1 Salvador: Final

Report. Stanford: Institute for Commmication Research,
Stanford University, August, 1973.

Reports results of a four year comprehensive evaluation of
El Salvador's ITV project. Most ‘complete published to date.

Mayo, J.K., McAnany, E., Klees, S., The Mexican Telesecundaria:
A Cost-effectiveness Analysis. Stanford: Institute for
Communicationm Research, Stanford University, March, 1973.

Reports results of a year's evaluation of Mexico's ITV
project to extend secondary education to rural areas; only
evaluation to attempt to compare costs of traditional and
ITV schooling. '

Schramm, W., ITV in American Samoa - After Nine Years.
Stanford: Institute for Commumnication Research, Stanford
University, March, 1973.

First evaluation report on an early ITV project with empirical
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18. Schramm, W., Coombs, P., Kahnert, F., and Lyle, J., Memo to
Educational Plamners and New Educational Media in Action:
" Case Studies, for Planners, Paris: Unesco/IIEP, 1967 (4 vols.)

fn overview and three volumes of case studies reporting on’
a number of radio and television projects in developing countries.

19." Schmelkes de Sdtelo, S., The Radio Schools of the Tarahumara,
Mexico: An Evaluation. Stanford: Institute ToTr Commmication
Research, Stanford University, March, 1973.

20. Spain, P,, A Report on the System of Radioprimaria in the
State of San Luils Potosi, Mexico. Stanford: Institute for
Communication Research, Stanford University, March 1973.

.

IV.  General Stuciies of Educational Media

« 2L

22.

23.

24,

25.

Ball, S., and Bogetz, G., The First Year of Sesame Street: An
Evaluation. Princeton: Educational Testing Service, 1970;
The Second Year of Sesame Street: A Continuing Evaluation (2 vols.).
Princeton: Educational Testing Service, 1971; Reading with

{2 vols.].

Television: An Evaluation of the Electric Co

Princeton: Educational Testing Service, 1973.

A comprehensive evqluation of two well known educational TV series
in the U.S. For comment on these evaluations cf. Yin, R.K., The

Workshop and the World: .Toward an Assessment of Children's
Television Workshop. Santa Monica: Rand Corporation, October, 1973.

Chu, G., and Schramm, W., Learning from Television: What the
Research Says. Washington, D.C.: National Association of Educational
Broadcasters, 1968.

The most comprehensive review of ITV research to 1967 that is in
wide circulation. ;

Jamison, D.T., Suppes, P., and Wells, S., The Effectiveness of
Alternative Instructional Media. Stanford: Institute for
Cormmunication Research, Stanford University, March, 1973.

A review of research literature on effectiveness of traditional
teaching, instructional radio, programmed instruction, CAI and ITV.

Schramm, W., Big Media, Little Media. Stanford: Institute for
Commumication Research, Stanford University, March, 1973.

Comprehensive review of uses of technology for education in
developing countries, including chapters on open learning systems
and lower cost technology as well as ITV.

Schramm, W. (ed.), Quality in Instructional Television. HMawaii:
East-West Center Press, 1972.
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APPENDIX A: Sample Instruments

N\

N\

A. 'igtroduction

\

The inclusion of sample measurement instrument; below should
be understood within the context of the preceding remarks on "What
should be é&a%dated?“._ We have stated that there are many aspects of
a television project that could be evaluated; the evaluator must decide
which aspect(s) he or she will research. Th:\sample of instruments
présented here will not touch all possible aspects either of the research
we have done or'og the research others might wish to do. Moreover, it
would be irresponsible to suggest that the sample instruments presented
below are appropriate for use by others. The selection and development
of evaluative instruments must be guided by considerations of goals by
cultural appropriateness as well as by a realistic appraisal of the
methodological problems of validity and reliability. Such problems make
us ﬁeéitant to suggest this appendix as an easy "how to" approach.

What we hope to do Fs to present to readers instruments that
have been used for different purposes to give them a more concrete notion

of how various aspects of ITV projects (attitudes, achievement,

teacher behavior, etc) have been evaluated in the past.

B. Research Process

( Evaluators need to understand the broad range of options for
examining television before deciding on the particular aspects that
ﬁhey think are most important to their particular project. But once
- evaluation goals are set, there is a set of procedures than an evaluator

needs to follow. These steps are nect peculiar to ITV but are appropriate

to most types of social research:

6U




(2)

(3)

(4)

(5)

(6)

Sampling so that the individuals, classrooms or schools selected

!

the inferences made with regéxd‘to that sample (example, is a ré

neralize

iccurately represent the population to which one wishes to

A,

\ .
conclusion that ITV is better than traditional instruction based on a

given sample of students valid for the whole school system or whole
potential school audience of ITV?); ‘ .

Creating a design for the evaluation that would permit valid
inferences about the sample with respect to research hypotheses
(example, were differences in achievement between ITV and non-ITV
classrooms the result of ITV, or the res#lt of assignmént of‘ITV to .
classrooms with smarter students);

Conceptualizing, éxplicating, and operationalizing variables in

the research task (example, arriving at a satisfactory(idea of

what "urban higratioﬁ" means and then choosing appropriate indicators
in the context of the phenomenon); l

Creating vaiid and rel¥able inst;uments for measuring a particulaf
phenomenon (example, although there is much concern with self esteem
and attempts to’create measures of it, few examples of a reliable
measuring instrument exist);

Carrying out the data gathering in such a way as to guard against
bias or error (example, even when a reliable and valid instrument

for measuring teachers attitudes exists, interviewers may use it
incorrectly); .
Having an appropriate way of analyzing results so that valid con-
clusions can be made (example, how can the influence of ITV be

shown to be related causally to gap closing of achievement between

rural and urban students).
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These steps schematically summarize an unwritten but essential
essay on the process of evaluation. All of these steps are assumed in
creation or adaptation of instruments. - (The bibliographyt/ﬁspecially
parts I and II, is concerned with these questions). '

Readers will correctly note that evaluation research of the
kiﬁd we are dealing with here has been largely generated and used in
specific settings; we do not suggest that these are the only approaches
appropriate to satisfy evaluation ﬁeeds. Secondly, not all suggested
areas of research need generate quantitative data. There is often a need
to gather qualitative déta to upderstand a television project's success
or failure (example, administrative history or the political aspects

of using technology). We give no examples of the latter but for

reference we suggest readers consuit Mayo and Mayo, An Administrative

History of El Salvador's Educational Reform (Research Report No.8,

November 1971; Stanford: Institute for Communication Research).

C. Instruments

The\following pages describe a range of instruments used
in our work on television projects in El Salvador and Mexico. They
represent the/fbllowing‘areas of evaluation: cognitive achievement,
program series feedback among teachers, ITV and other social attitudes
of students and teachers, demographic questions for teachers and students,
classroom observation, school-community inventory, student follow-up,
and parent aspiration for students. Although cost analysis is an important
aspect of good evaluations, there is no available sample instrument
that would give readers a proper idea of the effort required. Readers
will observe in Jamison with Klees (bibliography, II, 6) and Mayo, McAnany

and Klees (bibliography III, 16) that cost analysis depends on a variety
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of methods including some survey questionnaires.

1. Cognitive Achievement (Mexico) /

Achievement testing is one of the most common concerns in ITV

evaluations. Sometimes test and measurement experts are available, often

they are not. The tests used in the Mexico Telesecundaria evaluation

(Mayo, McAnany, Klees, 1973) were produced by different groups within the

Secretariat of Public Education. Those used in El Salvador were prepared

by the Educationsd Testing Service at Princeton, New Jersey based on

Salvadoran currigula, and later by evaluation personnel in E1 Salvador.

s As various reportfs cited in III.B of the bibliography show, analysis

of achievement data should be done in terms of a series of demographic

and environmental factors to see not only whether the group with ITV learns

more or less than others But also what kind of students benefit the most
from new technology. No example is reproduced here since such tests

are available almost universally, and in general are not specific to

ITV projects.

2. Attitudes of students (Mexico) and teachers (El Salvador)

Student and teacher attitudes are often a concern of admini-
strators of ITV projects. We distinguish here between general agtitudes
concerning the use of television in the classroom and opinions about specific
TV series (in section 3, below). Again, the evaluator must define what
goal he/she has in mind for trying to measure attitudes before creating
an instrument. The instruments presented below (pp.12-13: questions 21-23, pp.28-29:
questions 42-48, pp.33-34 : questions 1-14) were appropriate to research goals of two

concrete projects. Readers can see how they were used in the several reports

on El Salvador (final summary report, Hornik, Ingle, Mayo, McAnany, Schramm,

1973) and Mexico (Mayo,’McAnany, Klees, 1973).
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3. Teachers' and students' opinions about specific TV series

Asking teachers or students what they think about a specific
TV series is a common and seemingly straightforward task in many ITV
projects. \ProbIems of creating a gﬁod instrument and reliably gathering
and summarizing data are fermidable, But our knowledge of many such
projents suggeste that making this information useful for program modifica-
tion and improvement is even more difficult. The latter problem was not

solved in El Salvador or in Mexico; nevertheless, the following instruments

Ry
(pp.29-31 : questions 49-58, and pp.40-42, as well as some expiération of uses in Chapters
s 3 and 6 of the‘final El Salvador report, Bibliography IiI, 15) may be
useful to readers.
? 4. Social attitude and behavior of students and teachers

Attitude questions such as those referred to above are specific
to ITV préjects, obviously enough. However as the text makes clear,
it is often valuable to utilize a mhch broader range of social attitude .
and behavior questions in evaluating outcomes of ITV or other media-based
projects.

Student questions may refer to aspirations (pp.14-~19 : questions 34-57, and
pp.24-26 : questions 20-32) or to other specific social attitudes (pp.27-28 :
questions 33-41). Behavior of interest may include access t; and use of mass media

outside of school (pp.10-12 : questions 10-20, and pp.22-25 : questions 12-17).

For teachers, one might want to include questions concerning
general attitudes toward teaching and education (pp.34-35 : questions 15-27) and

about specific aspects of the schools (pp.37-38 : question 29).

5. Demographic and other background information about students and teachers

Background information about students and teachers (and their

schools and communities.~ see below) can prove highly useful in under-

standing both the context of an ITV project, and its success or failure.
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Use of such information has been ext;nsive in analyses and interpretations
of both Mexican and El Salvadoran project data (cf. Bibliography III, 15
and 16). Instruments which can be used to gather the information will
vary; wording and approach will depend on the specific cuitural context.
Both students (pp.9-10 : questions 1;10, and pp.20-22 : questions 1-11) and teachers (pp.
38-39 : questions 30-33) may be asked to supply such background data. However, probing
too deeply into personal matters may be unacceptable, whatever th; beneficient use
the researcher plans to make of the data. Primarily, ethical questions
qoncerning invasion of privacy are properly raised. 1In addition, barging
insensitively into intimate presefves may create resistance and thus
affecﬁ the validity of responses to these specific questions, and to the
questionnaire as a whole.

6. Classroom observation

There are a number of reasons for conducting systematic
/

/

obgervations of what is going on ;n ITV classrooms. Trying to observe
in a systematic and reliable way is a first goal.Trying to descpibe what
the teacher and students do is one level of the effort. A further goal
is to relate this observed behavior to how well students learn (achieve-
ment) . The form printed below (p.43) has been used for both tasks

(as reported by Judith Mayo in Teacher Observation in Mexico {(cf.

bibliography, II, 9)). In addition to questions of the appropriateness
of this form to different ITV projects, readers should note that the
administration of the form demands careful training in order to obtain

reliable data.

7. School-community inventory (El1 Salvador)

School and community environments often differ widely within
national or regional educational systems. One argument favoring ITV is

that this is one resource that is shared equally by all schools. To
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understand the influence of environment on learning, the evaluator needs
appropriate measures of factors that dié&erentiate schools and communities.
The instrument below (pp.44-30 was Qsed iﬁ'El Salvador to gather data on
what were thought to be important factors in the learning environment.

The data collected were not useful in raw form fo; making important
conclusions about learning and the role of television; it was only after-
ward at the analysis stage tgat appropriate indexing could bring out the

full import of the data (cf. Chapter 5, final El Salvador report).

8. Student follow-up study (El Salvador) . ’

The study of what happens to graduates of any school system
is a critical question bearing on‘the external efficiency of the system.
In both Mexico and El SalQador limited efforts were made to fo;low
graduates of the respective ITV systems. What is important aﬁout the
problem is not the instrument itself (thus no instrument is reproduced
here) but rather the tasks of sampling the population and gatherin; the
data at a reasonable cost. Neither problem was satisfactorily solved in
the two projects mentioned above, but in El Salvador a large sample of
graduates was located at considérable cost in effort and time.
A report on the results of the follow-up study can be found in H. Ingle

et al., Follow-Up Study on the First Group of Ninth Grade Graduates

(Stanford, Institute for Communication Research, 1973).

9. Parent aspirations for their children (El Salvador)

What education and careers students aspire to has important
consequences for their country. Traditionally, the study of aspirations
has been carried out solely on students (as reported in both Mexico
and El Salvador studies). It was felt that students' aspirations were

a result of a number of influences including school (ITV), teachers,
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and perhaps most importantly parents. Reaching parents to ascertain

their ideas of school, ITV and their children's future is ..ot an easy task.
Again, the creation of a valid and reliable interview instrument

(pp.51-63) is perhaps less difficult than reaching a good sample of parents
and analyzing results in an appropriate way. Some appropriate discussion

of these problems is found in Chapter 4 (final report) and Chapter 5 (in

Hornik, Ingle, Mayo, McAnany, and Schramm, Complete Report on the Third

Year of Research, Research Report No.1l0 (Stanford, Institute for Communi-

cation Research, 1972)).
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STUDENT QUESTIONNAIRE (EL SALVADOR, 1970)

~.

Full Nare

Name of School .

Grade ' s Section

INSTKUCTIONS: THIS IS NOT A TEST. THERE ARE NO CORRECT OR
INCORRECT ANSWERS. WHAT COUNTS IS YOUR GWN
. OPINION. PLEASE ANSWER WITH SINCERITY. ..

Each one of the following questions has one or more answers. Put an

"x" in the blank that corresponds to your answer. In those cases for
which you are asked to fill in information, do so in the appropriate

space.

Section I: General

.1, Age: Birthdays completed

2. Sex: Female
Male

3. Date of birth

Day Month Year

4. Write the total number of people who live in your house (including
yourself and servants, if there are any):

Total number

5. Of the following people, which ones live in your house?®
mothen;
father .
brothers and sisters
grandparents
other relatives
others who are not relatives
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]
6. What ic your father's occupation?

7. What is your mother's occupation?

8. Indicate your parents'-level of education:
' Father Mother .
Didn't study v
Part ,of primary !
All of primary
Pian Basico
Commerical course
High school’
University

9. How long does it take you to get to school every day?

Less than 15 minutes

Between 15 and 30 minutes
*Between 30 minutes and an hour -
More than an hour

—————

Section II
10, 0f the following information media, which do you have at home?

newspapers
magazines

radio ¢
television

books

11. Outside of school, how many times did you watch television last
week?

never
one or two times
three or four times

. A _five or six times
every day

12, 'Approximately‘how long do you listen to the radio each day?

never
less than an hour each day
vae or two hours each day
three or four hours each day
more than four hours each day

|

g
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13.

14.

15’

16.

17.

18.

How frequently did you read neuspapers last week?

never
one or two times
three or four times
t five or six times
every day

1]

How frequently did you read magazines last week?

never
one or two times
three or four times
more than four times

|

How many books did you read last yeaxr?

none
from 1 to 3

from 4 to 10
more than 10

How frequently did you go to the movies last month?

never
one or two times

three or four times
more than four time

+
’

g

l\\
f e

Where do you usually see commercial television? .

S
)\“

in your house.

in a friend's house

in the house of relatives
in some other place

|

What is your favorite commercial television program?

What day or days is that program on?




12,

=

20. How often do you sce each one of the following programs?

' Once or
Every Twice a

week month Rarely Never

1]
A. Tarzan

- B, Tom Jones

C. Oficina para todos

D. Tierra de gigantes

Section 111

INSTRUCTIONS:

In this section you will find a series of statements. There are
five possible answers for each statement that go from "Completely
agree" to "Completely disagree." You should choose the answer that
most closely approximates your own opinion and put an "X" on the
corresponding line. Example:

Playing with a ball is lots of fun.

»
Completely Agree Undecided Disagree Completely
- agree disagree

Please answer the following statements that are about Educational
Television. Remember we want to know your personal opinions.

-

21. You learn more during classes with television than during
classes without television.

bompletely Agree Undecided Disagree Completely
agree disagree

22, Classes with television are more difficult.

v
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23.

24,

25,

26.

27.

28.

29,

30.

31,

The picture-quality on television is good.

It is easier to understand classes with television than classes
without,television.

Classes with television do not give one enough opportunity to
express his opinions.

My parents know a lot about the use of television in my school.

L

It seems that classroom teachers prefer to teach with television.

-than in other classes.

It is more difficult to ask questions in classes with television

Classes with television are more enjoyable than classes without
television.

Frph which of the following situations do you learn most?

from my own study

from my courses with classroom teachers
from written work or group projects in class
from Educational Television programs

From which of the following situations do you learn least?

from my own study

from my courses with classroom teachers

from written work or group projects in class
from Educational Television programs




Section IV

32, Which subject do you most like to study?

. Mathematics
Natural sciences
Social studies
‘English
Spanish
_All of the above

33, Which subject do you least like to study?

. Mathematics
Natural sciences
Social studies

v English
Spanish
All of the above

34. How far do you intend to go in school?

Finish Plan Basico

. Finish a career course, after Plan Basico
Finish high school
Finish the university

Specialize after graduating from the university

|

35. How sure are you that you will finish the studies you hope
to complete? . '

I am certain I will not finish
- I believe I will not finish
I may finish
1 believe 1 will finish
’ 1 am certain I will finish

L4

36. Of the following reasons, mark the most important one that you
believe would not permit you to study as much as you want to:

studies will be too difficult
opposition of my parents

lack of money

lack of opportunity

other reasons

< it tt———

no reason
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37'

38.

39'

40,

41.

42,

43.

What level of studies do you consider necessary for the
majority of the Salvadorean population?

Primary school

Plan Basico (Jr. High)
Short carcer
___ ' High school
University

A
Who is most concerned about your education?

father

mother

another relative
another person who is not a member of the family
no one

Cn———.

Which career would you most like to follow when you finish
your studies?

The career noted by you in the previous questioh was chosen
by you for which of the following reasons:

it pays a good salary

it is a respected career

that career is one that helps other people
it is a "short" career

you prefer it, but for no particular reason
other reasons

If for some reason you are unable to have the career you
selected in Question 39, what kind of work will you probably
do?

What career would your parents most like you to have?

How frequently do you talk to your parents about the careers
you might have?

never

from time to time
frequently

very frequently

15.




16.

44, When you finish your studies, with whom would you like to work?

the government

a large company

a small company

s_on my own

with someone in my family

il

45, When you'finish your studies and begin to work, where would
you, like to live?

in a small town

in a city other than San Salvador
in San Salvador

outside the country

L

P 46. When you finish your studies, ﬁoulg‘you be willing to live
and work in a small town?

’ . completely willing
more or less willing
more or less unwilling : p
completely unwilling

47. What monthly salary do you béTieve is necessary to live .

decently?
S

from 100 to 200 colones (1 colon equals $.40 U.S.)
from 200 to 300 colones

from 300 to 400 colones

£rom 400 to 500 colomnes

from 500 to 600 colones

more than 600 colones

Ik

48, Do you work in addition to attending school?

work for a salary outside of the home
work with parents or relatives and receive a salary

work only on household chores
do not work regularly




17.

N

49, I& at the end of Plan Basico you were to be offered a good
aying job but one that would not permit you to continue
our studies, would you take the job?

' Yes
No
JIndecided

50. What kinds of things do you like to do most in your spsare
time? -

1.

2.

Y 3. . [N

Section V

51. How will life be for the majority of students in your class?

—.__very similar to that of their parents
almost like that of their parents
generally different £rom that of theéir parents
very different from that of their parents

52, What is the best way to get ahead in a job?
. to bhe intelligent
to work hard
to wark a long time in the samé place
to know how to work well with other people
to have friends or relatives who have influence

]

Q . ’
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18.

53. Consider each one of the following occupations and mark
down whether you would be happy or unhappy to*do that
kind of work. ‘

Happy Unhappy

A, Boolkeeper

B. Day-ltaborer

C. Engineer

D. Small farmer

E. Brick-layer

F. Doctor

G. Industrial technician

H. Chauffeur

I. Lawyer

J. Accountant

K. Architect

L. Electrician

{ M, High school teacher

\ N. Nurse

0. Bilingual secretary

P. Insurance agent

Q. Primary school teacher

R. Business manager

S. Soldier

[T
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Getting a good education is worth the sacrifice of being
away from one's family.

-

Completely Agree Undecided Disagree Completely
agree disagree

In generél, it is better to accept a good job when it is
offered, rather than continue\one's education with the hope
of getting a better job in the\ggture.

.

Did you ever have to repeat a grade?

—yes . )
no \

What career do you think is mest importé t for the development
of E1 Salvador? n\\\

AN

N

N
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J<\\fSTUDENT QUESTIONNAIRE (MEXICO, 1972)

e

A -
Student: /

aternal Name Maternal Name First Name
School:
I'School Name School Number (Key)
Home Address:
- Street Number Postal Zone
|
Town Municipality State

!

INSTRUCTIONS: THIS IS NOT A TEST, IT IS A QUESTIONNAIRE. THERE
A ARE NO CORRECT OR INCORRECT ANSWERS; WHAT 'MATTERS
IS YOUR OPINION, SO ANSWER SINCERELY.
f
Each of the following questions has one or more answers. Make
an "X" on the blank spaces that correspond to the answers you
select. When you have to complete information that is requested
write on the space provided. Answer ALL questions. Thére is no
time 1imit, but don't spend too much time on any one quéstion.

i

- e e - tue - - o
T

GENERAL INFORMATION SECTION /

1. Age:
2. Sex: Female
Male i

3. Date of Birth:

Day Month Year
. Of the following people, which 1live in your house?
mother

father
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i, (continued)

brothers or sisters

-

grandparents

other relatives

others who are not relatives

5. Write the total number of people that 1live in your house
(including yourself):

total number of people

6. What kind of work does your father do?

7. What kind of work does your mother do?

8. 1Indicate the highest level of schooling attained by your
parents:

A. Your Father B. Your Mother

Never went to school Never went to school

Studied part of primary Studied part of primary

. Completed primary school _ Completed primafy school

Junior high school Junior high school

Commercial school Commerclal school

Academic high school Academic high school

University University

Don't know " Don't know

9. How much time does it take you to get to school each day?

less than 15 minutes

between 15 and 30 minutes

between 30 minutes and one hour

more than one hour

o




22.

10. Do you work as well as attend school? (Mark only one
answer: the one that matches the activity that occupies
most of your time after school.)

work for pay outside my household

work with my parents or other reiatives and am
paid

work only on household chores

I don't work

11. If you work for pay, about how much do you earn each month?

pesos

SECTION II

12. Which of the following media do you have at home? (Make an
"X" alongside those which you have at home).

newspapers

magazines
—  _____radio

television

books

13. About how much time do you listen to the radio each day?
never
less than one hour each day
1 or 2 hours each day

3 or 4 hours each day

more than 4 hours each day




23.

1k. How often did you read newspapers last ﬁeek?

never
1l or 2 times
3 or 4 times
5 or 6 times
every day

* 15. How many books did you read last year? (Do NOT inciude

comic books and school textbooks).

. none
one book
about 2 or 3
between 4 and 10

more than 10

16. How often did you go to the movies last month?
never
once or twice

3 0or 4 times

v more than 4 times
17. Outside of school, how many times did you watch television
last week?
neveg-
once or twice 1
3 or 4 times

Sor6thmé

every day




24.

SFCTION III

.

18. What is your favorite subject in school?

19. What is your LEAST favorite¢ sibject in school?

hY

20. How far do you want to go in school?
Finish only Secondary School

- Finish Teachers dollege or a Commerclal Course
after Secondary '

Finish Academic High Schbol (Preparatory School)
Finish the University or Polytechnical School
Specialize as a gradhate student of the University
or the Polytechnical School
21. How sure are you that you will finish fhe stﬁdies you hope
. to complete? :

I am certain I will not finish

I bel}eve I will not finish

I may finish

I believe I will finish

I am certain I will finish
22. Would you_ be willing to move aﬁay from your family in order

" to centlnue your ngcation in the future?
yes ’

no

23. What career would you like to enter when you finish your
studies? ’




¢

2y,

25.

26.

27.

28.

25.

What is your main reason for selecting this career?

If for some reason you are unable to have the career you
selected in Question 23, what kind of work will you
probably do?

What ao your parents think abouteyour plans for the
future? ,

they are in complete agreement with me

théy are more or less in agreement with me
they are more or less in disagreement with me
they are in complete disagreehent with me

I don't know wﬁgt my parents think

In general, what kind of job would you prefer in the
future? /

a secure job, but one without the opportunity to
advance

a jJob with a good opportunity for advancement, but
secure

'If at the end of Ninth Grade you were to be offered a

good paying Jjob but one that would-not permit . you to
continue your s?udies, would you take the job?
P - 7/

Yes

~

No
Dén't know




26.

29. What monthly salary do you believe is necessary to live
decently?

from 500 to 1000 pesos (1 peso equals $.08 U.S)
from i,OOO to 1,500 pesos
from 1,500 to 2,000 pesos
from 2,000 to 2,500 pesos

more than 2,500 pesos

. 30. When you finish your studies, woul.d you be willing to
live and work in a small town?

completely willing
more or less willing
more or less unwilling °
completely unwilling
| 31. When you finish your studies and begin to work where
would you like to 1live?
in the countryside
_.in a small toun
. ____%n a city other than the capital
Mexico City

A

32. When you finish your studies, with whom would you 1like
to work?

the government
a large company

a small company

on my ouwn

with someone in my family

4
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SECTION IV

In this section you will find a series of statements. There
are five possible responses to each statement, which run from
"Completely Agree" to "Completely Disagree." You should choose
the response closest to your personal opinion and make an "X"

. above the corresponding line. Example:

PLAYING WITH A BALL IS LOTS OF FUN.

X
Completely Agree Agree Not Sure Disagree Completely Disagree

33. WHEN A PERSON FINDS A WELL-PAYING JOB, HE SHOULDN'T CHANGE
FOR ANY REASON. )

Completely Agree Agree Not Sure Disagree Completely Disagree

34. 1IN GENERAL, LIFE IS BEST IN SMALL TOWNS WHERE A PERSON KNOWS
EVERYONE .

Completely Agree Agree Not Sure Disagree Completely bisagree‘

35. THERE ARE SO MANY THINGS I DON'T HAVE THAT I WOULD LIKE TO
HAVE . ]

Completely Agree Agree Not Sure Disagree Completely Disagree

36. ONLY THOSE PEOPLE WHO CAN CHANGE THEIR IDEAS AS THE TIMES
CHANGE CAN BE SUCCESSFUL IN THE MODERN WORLD.

Completely Agree Agree Not Sure Disagree Completely Disagree

37. WHEN A PERSON HAS FOUND A SECURE JOB, HE NO LONGER HAS TO
WORRY ABOUT LEARNING NEFW THINGS. .

Completely Agree Agree Not Sure Disagree Completely Disagree

-

/
!

i
!
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38, THERE IS SQ MUCH TO DO IN THE WORLD THAT IT WOULD BE BAD
TO LIVE ONLY IN ONE PLACE THROUGHOUT ONE'S LIFETIME.

Combletely Agree Agree Not Sure Disagree Completely Disagrce

39. I PREFER TO HAVE A WELL-PAYING JOB TO ONE THAT FULFILLS MY
PERSONAL INTERESTS.

Completely Agree  Agree Not Sure  Disagree ZOmbletely Disagrce

> 4o, IT REALLY IS&'T IMPORTANT FOR A PERSON TO KNOW INTERNATIONAL <
NEWS, SINCE IT DOESN'T AFFECT ONE'S LIFE.

Completely Agree Agree Not Sure « Disagree Completely Disagree

¥

=
¢ 41. PEOPLE SHOULD BE SATISFIED WITH WHAT THEY HAVE.

Completely Agree Agree Not Sure Disagree Completely Disagree

<€
SECTION V: TELESECUNDARIA (Answer these statements in the same
way you did the previous section).

. 42. THE PICTURE-QUALITY ON TELEVISION IS GOOD.

Completely Agree Agree Not Sure Disagree Completely Disagree

43. CLASSES WITH TELEVISION ARE DIFFICULT.

Completely Agree Agree Not Sure Disagree Completely Disagree

44, THERE IS NOT SUFFICIENT TIME TO ASK QUESTIONS OR OFFER
OPINIONS AFTER THE TELEVISION CLASSES.

EEEpletely Agree Agree Not Sure Disagree Completely Disagree

8¢
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45. MY PARENTS LIKE THE FACT THAT I RECEIVE TELEVISION IN
' MY SCHOOL.

Completely Agree Agree Not Sure isagree Completely Disagree

46. IT SEEMS THAT CLASSROOM COORDINATORS PREFER TO TEACH WITH
TELEVISION.

Completely Agree Agree Not Sure Disagree Completely Disagree

47. IT IS EASY TO CLARIFY DOUBTS IF I DON'T UNDERSTAND SOME-
THING ON TELEVISION.

Completely Agree Agree Not Sure Disagree Completely Disagree

48. I WOULD PREFER TO STAY IN TELESECUNDARIA EVEN IF I HAD THE
CHANCE TO GO TO A REGULAR SECONDARY SCHOOL.

-

Completely Agree Agree Not Sure Disagree Completely Disagree

SECTION VI: THE TELELESSONS

Instructions: Answer the following questions by marking an
"X" next to the statement that is closest to your own opinion.

49, What do you think about the telelessons in Mathematics?

I like them }
I/nefthier 1like nor dislike them

I do not like them

50, What do you think about the telelessons in Spanich?
I like. them

I neither like nor dislike them

I do not like them

8o




51.

52.

53.

54.

56

What do you think about the telelessons
I like them
I neither like nor dislike them

I do not 1like them

~7

What do you think about the telelessons
I like them
I neither 1like nor dislike them

I do not 1like them

What do you think about the telelessons
I 1like them
I nelther 1like nor dislike them

I do not like them

What do you think about the telelessons
I like them
I neither 1like nor dislike them

I do not 1like them

‘What do you think about the telelessons

Activities? '
I like them
I neither like nor dislike them
I do not 1ike them

What do you think about the telelessons
I like them
I neither 1like nor dislike them

J do not 1like them

84

30.

in Physies?

in English?

in Chemistry?

in Current Events?

in Vocational

fn Civices?




31. ' l
i
|

57. What do you think about the telelessons in Physical
Education?
I 1like them \ o
I neither 1like nor dislike them !
I do not like them
58. What do you think about the telelessons in Music
Education? .
I like them \
~
I neither like nor dislike them . )
\
I do not 1like them
List of Occupations
01 unemployed
02 retired
03 self-employed
Level 1
10 bricklayer - 19 mechranic
11  farmer 20 tradesman
12 driver 21 machinist
13 merchant 22 tailor
14 beautician 23 servant
15 industrial worker 24 telephone operator
16 photographer 25 waiter
17 day laborer 26 other occupations
18 policeman or soldier
Level 2
31 salesman ’ 40 pilot
32 accountant 41 radio technician
33 graphic artist C42 secretary
34 practical nurse 43 technician
35 social worker Ly extension agent
36 keypuncher 45 medical technician
37  teacher 46 - . master mechanic
38 military officer - b7 other occupations
39 newspaperman
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71
72
73
T4
75
76
77
78
79
80
81
82

lawyer

agronomist
architect
blologlist

dentist

diplomat

economist

civil engineer
professional nurse
pharmacologist
physicist, mathematician
business manager

91
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-84

85
86
87
88
89
90
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92
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32,

musician or artist
oceanographer
psychologist
chemist
sociologist
veterinarian
englneer .

professor or secondary

school teacher
doctor

high-ranking military

or police officer
other professions
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\
\

CLASSROOM TEACHER SURVEY (EL SALVADOR, 1975?\\

Section I: Educational Television (ETV)

1. Students learn more with ETV than withouk it.

v

Completely Agree Undecided EDisagree Completely

agree * disagree

2. It is more difficult to maintain classroom discipline when using ..
ETV . - -

3. Classroom teachers improve their methods by watching the
teleteacher,

4, ETV diminishes the importance of the classroom teacher.

. 5. ETV classes are an obstacle to the interperscnal relations
between the classroom teacher and and his students.

-~

6. Students learn to study better by themselves when they receive
their classes by EIV.

ra

7. Classroom teachers learn to organize their schedules better with
Iy the ETV system.

*All of these questions (1-27) have the same five alternatives.




8.

9.

10.

11,

12,

13.

140

15.

16.

17-"

18.

There is a serious obstacle to learning by ETIV because students
cannot ask questions until the program has ended.

It is possible to teach more with ETV during the year, because
ETIV can cover more material.

1
7

Instruction by ETV makes the student more passive in class.

The ETV schedule does not allow enough flexibility for the class-
room teacher to teach his material.

1

ETV helps parents become more iniarasted in the education of their
children.

Instruction by ETV gives informatiom, but it cannot transmit values.

Students would learn more if they didn't have EIV.

Section II: Teesbing\ggf Education

Teaching'is not a profession that gives much satisfaction.

All youngsters should have the opportunity to flqlsh Plan Basico
(Jr High Schoel).

1

Increases in enrollment reduce the quality of secondary education.

The fundamental goal of education is to form the character of the
child. o

C
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19.

20.

21.

22,

23.

24.

25.

26.

27.

r

I would encourage my best students to become teachers.

Only the best students should continue studying after primary

school.

In E1 Salvador, teachers are much respected.

)

The majority of jr. high school students is not\very interg&ﬁed in -

learning.

b ]
S

I would remain in education even if I found another job with ia

better salary.

~

Many students do not respect their teachers.

The most important goal of education is to develop reasoning.

The great majority of students is motivated to make good use of

jr. high school education.

The current Educational Reform is moving toward high quality jr.

high school education.
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Section IIT: The Prestige of Occupations

28. Plecasc indicate your idea of the piestige of each one of the
following occupations (mark your answer with an "X" in the
appropriate space).

Y

Very Aver~ Yery

) high . High age Low Low
A. Bookkeeper
B. Day-laborer
C. Engineer .
D. Small farmér
E. Brick-layexr
F. Doctor
G. Industrial technician
H. Chauffeur ' -
I. Lawyer }
J. Accountant
K, Architect
L. Electrician
M. High school teacher ;;? .
N. Nurgé
0. Bilingual secretary )
"
P. Insurance agent »

Q. Primary school teacher

R. Business manager

S. Soldier




Section IV: Problems in Education

29, According to your personal experience, please indicate how
you consider cach of the following problems, answering with
an llxll. ) ‘

" 4

L 4

>

Problems in the Classroom

A. Guides and workbooks don't arrive on time. ) |

Very serious Serious Minor Very minor

L B. Lack of teaching materials.

C. Too many students in class.

D. Poverty of the students and rheir environment,

E. The behavior of students. x
’ 3
F. Technical problems in the reception of teleclasses. -
I T
L4

. ) T
~
~
-

Problems in the Educationﬁl\&ystem

G. Lack of supervision.

H. Lack of parents' cooperation.

1. The cconomic situation of teachers.

Ju




School administration.

ihe.efficiency of the Ministry of %ducation.

Lack of teachers*with a "vocation" for teaching.

)

"
Changes in,the s?stem of evaluation and promotion. N
‘Method of appointing teachersi;” =~ ~— ~7 "7- R -
i
Section V: Personal Data T . :
30. Birthpiace: City ) . )
% . >
Department of ) J o . .
Do you reside in the ‘city where you teach?  Yes: No . -
If you answered ''No'" above, where is your permanent residence? ¢ )
Y ¢ . .
City N iy ..
L Department«of ‘
y Age * Sex: Male® Female R .
: .
31;1’Bark.in one of the following blanks how long you have been )
-teaching with EIV: .
First year I've taught with ETV .
Second year I'ye taught with ETV ©,
I'don't teach with ETV : -
L »

/




<

32. Mark in the blanks your' classification as primary school
teacher, if you have one, and for the other levels: mark
only those you have graduated from, except university.

/7 - [
Teacher clgssiflcationa
Class B ass A and High school
o . _Class A . laso A and Accountant
ngh school’ ngh school and Accountant
Accountant C.ass A, High school and
Accountant
ngher educatlon' *
_____No higher educatlon °
- - —__ _ -Superior Nérmal - " - o
1-2 years at the university
3 or more years at the university
33. )

Date when became & teachs;
: Date when becaime.a secondary teacher
¢

° <©

34, Mark with an "X'"- the subjects you teach.
__Mathematics
Natural science .
Social studies
' Spanish ’
__English

LS

%
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CLASSROOM TEACHERS' FEEDBACK SURVEY (EL SALVADOR, 1970-1972)

INSTRUCTIONS:

The following material refers only to the Math*course at the grade
level indicated. Please consider only this course when giving ywur
answers, ’

- For each of the 'following questions you should respond in the
following manner:
o If the statement is: "The ability of most students to learn
b Mathematics"

-

« - ~

1 2 3 4 5

you should decide whether you think that ability is high or low. If
you think it is very high, you should make a circle around the number
"5", If you think it iz very low, you should make the circle around the

~number "1". If the ability is mid way between high_and low, "3" would
be the appropriate number to circle. If it is high, but not very high,
you should circle the number "4'", If it is low, but not very low, you
should circle the number "2", ,

-

Learning _
L4
1. What students learn from mathematics witﬁ ETV.
1 2 3 4 5

o 2. What students learned from mathematics before the introduction
* of ETV. . ’

1 2 .3 4 5

AN

[ Motivation

3. Thc motivation of the students in mathematics since the\3
jntroduction of ETV.

1 2 3 7 4 5 _

4. The motivation of students in mathematics égfore the introduction
of ETV. )

1 2 3 4 5

-

* Prepared according to the subject and grade taught.

99




. Guides for Teachcérs of Mathematics

5. The aid to teaching given by the guides of mathematics.- N

1 2, 3 4 5
6. The practical value of classroom activities suggested by the
guides for mathematics.

N 1 2 3 4 5

7. The relationship between the guides of mathcmatics and the tele-
classes of mathematics .

..
P .
- K]

1 2 3 4 5

Thé Teleteachex pf Matheéatics ) h
8: The teleteacher's knowledge of mathematics.
. 1 2 3 4' Qf .
9. The teléteéﬁher'5~ability to teach mathematics. - g
1 2 3 4 s _ s . "
10. The teleteacher's ability to make ‘students paFticipate.
1 2 3 4 5 |
11. The teleteacher‘'s ability to teach mathematics, in_comparison -
} with the majority of classroom teachers. ' . %

Much less ~ Less Equal Much more More

Student Workbooks for Mathematics -

12. The number of exercises generally iacluded in the workbooks:

2}

Very ! A bit Adequate A bit Very
insufficient insufficient gxcéssive excessive




¢ . 42,
. t
. » . ~
Teleclasses for Mathematics .
g
13% In gdeneral, the content of.the téleclpsses is:
. , e L4
: Very A bit . . Adequate A bit Very,
insufficient insufficient } “ ¥ excessive excessive
14. The quantity of exposition by the teleteacher is: -
- Very A bit Adequate “A bit Very
insufficient insufficient ’ excessive excessive
Ty 77T 77 150 'Thequantity of audidvisual materials (movies and-slides) used- o
in the teleclasses.is: ? .
v . 3
Very_ A bit 4. -Adequate ° A bit Very
insufficient insufficient ' . éxcessive excessive
16. ‘The legibility of graphics’ (drawidgs, signs, etc.) used in the
teleclasses is:
1 2 3 4 5
17. What the audiovisual materials (movies and slides) contribute
* to the effectiveness of teleclasses is:
1 2 3 4 5
v »
I Teaching
\‘ !
\
. 18, The help that EIV could provide (at its maximum) in the teaching .
‘ of mathematics: A
,J Pamiad
1 2 3 4 5
" 19, The help that EIV, since its introduction, has given in the )
teaching of mathematics:
1 2 3 4 5

ERIC 10l
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TEACHER OBSERVATTON FORM_(MEXTCO#1971) 8 Co43. .

;" C R ‘ . |
SCHOOL _ _ : !
TEACHER g .
 GRADE - : DATE. . \ E
\ . SUBJECT : v E:]\ Yo [] \\
THHJIE OF LESSON mm - ’ [*Spec%‘gnﬁgf‘ial or activiﬁy ] \ '
1. 'l'gacher behavior durirg - telecldss: 21, s_or silence . ,“ ‘
N S [T !
\ = . 22, The teacher had prepared his class !
~. 2. Lectures - . S in advance B
oo I ke[ ] e | |
l . -
‘ y, M%me questior - STUDENTS [
: l l ” ) 1. Student behavior during teleclass: '
. 5. Asks pnéc ure questions , V L — ——
[ TN M .
6. Asks merJnory lquest'!ions[ o *2, Expound \
. [ . ' ‘ IR nanIm _
7. Asks stimilus-résponse mepory questions  *3. Digtate J ” T
“8. 'Asks opinlon guestIons = * 4, Ask clarification questions
) BE C L T [ 1 1] |
9. Asks thought questions . 5. Ask other questions (p,m,o,r) i
\ }‘ 10. Asks Tor examples ) 6. Give .opiniolns — , ! _
* 11, Uses blacKboard l - Ios , 7. Do question-answer Arilfls
’ ' N
, 12. Uses~audio-visual materials ° ' .8. Do @ 1zat.L‘9ns
"% 93, Reads from peference works ) - 9".‘”5‘0 re Ition drills
T i | . LT
%14, Supervises Indlvi Seat-work 10." Translate
M5, Works Indd wally with students . -#11, work individua 11
| L S N HH LI
#16. Supervises group work 12. Work in
17. Suggests group projects : . 13, Go to blackboard
, (T HHllH L
18. Assgggé! II!Jr]e\lc])rllc]I ” ”‘ﬂ *14, Use [o-vlsual materials
T | : (T O
.19, Assigns Investigations as o_mework #15., Use textbooks :
o - (I
20. Chécks homework ‘ %16, Use reference works




SCHOOLS AND COMMUNITIES SURVEY (EL SALVADOR, 1971) . .
' ¥

- L)

» Y
. ' . X l . ! . . ]
The School. . « . ;. . ]
) 2 * A : .)‘ . r v
A. Building o e . o
i ) a

%\ . . . X, L] . L3
1. it is rented it is ownedm‘fy the government

2. Date of construction _ R T
o ) P N R :
3. Construction material of the, building + . Sy ‘_ o
4, Design as a school: ’ e LTV .
*»” . . . . . T .
. -, [ “
poor mediocre - . gqod ‘_ < Te
| L ' N . -
5. Sufficient lighting (natural or electric): .’ s .
- - ; . " oo, .. "' . - .
sufficient . . insufficient - © L VErY ms\uf‘fic,ient
. j“' . .: .
7. General conditions of the building: . AU S U 4.
e >’ + ¢ . * ' . '
. . . & .
poor mediocre + _good ? Cem. - , .
9 . ’ - S
- - . ‘ - N .
B. Teaching Conditions - ; A || S o
. - , .\
1. The noise from some classes or from physical edygation)bothers other
classes: ) PN B
. . Y . » . ! ’l‘ .
rarel ' scmetimes frequentl )
y —_— o q’ =Y. e . /
- " - ‘l’ . he
2. Sufficient’ teaching materialss: . ’ !
) ?
sufficient insufficient ' very {nsufficient
3. Specific materials that are needed: ’ oLt
— SR
. r -
. '
4. Quality of the teachingumaterials: / .
b . . .
peor mediocre good T .

.(;\) .




45.

.

C. Classrooms : C. Sl

1. Number of classrooms: A & -
2. Taking into account the current number of students that use them,

the size of the classrooms is:
1]
-

too big too 1fEt1e just right
L
y - H -
D. Desks = )
1. __they are owned by the Ministry owned by the students
N ) _owned by the Patronato (Local sponsoring group)
3 . .
" 2.- - there are enough - -—__ .- not enough.- - How many lacking -
[} <
- I
E. ‘Facilities
there is a library for the teachers
there is a library for the students ~
there is a special room for the library
there is a laboratory R .
there are bathrooms ' .
) ] there is a recreation area ) ’
Py 3 Lo i
there is an area for physical education .
LN there is an auditorium 15
there is a mimeograph machine
. “ A '
. . F. Location . . .
1. The climate bothers’the classas:
In the morning In the afternoon
I . W
‘rarely .
m. sornetimes .
. . —
frequently

. . very frequently

S

4
T

1
|

/




P
46. 7
> /
Q' 2. The noise from outside the school bothers the classes: [
rarely sometimes ___ frequently ::__\;ery frequently
\
S \\G 'Administ.ration - , ’
& 1. Combined with an Institute* (in the same building)
e \_______Co;nbined with a Primary School (in the same building)
Not combined with any other school ‘
2.. The number of students in the Thi‘rd Cycle: "«\_4 -
“ \: In the morning: -7th 8th 9thL____
v - ) In the afternoon:  Jth 8th . 9th
- \
\ 3. -Tlie“rlgx_qber of teacﬁers in the Third Cycle: \ 1"’:
T How many teach both morning and afternmoon \\
How many teachers short are you \\
- "~ How many— have to teach a subject outside their speciaiity ~
" 4. The number of classes i'n Third Cycle: 2 ~:
In the go‘rning: : 7th___ 8th. 9th_
In the aftern o‘ﬁ: T7th 8th 9th
. . | .
' H. The School Director . . .
b 1.____permanen.t posit;’.\on\ temporary appointment
2, Sex_;__ \\\;
3. Experience:
{“ How many years of teaching gxper{ence has he’ had |
. How mar;y years experience_asfa director ha)s-h,e had
-
. > -
| An Institute is a senior high school
o ' a

106




4, Training: ’ , -
____Tgraduate~of Normal School
___._graduate og Bachillerato
___*zraduate of the Superior Normal School ) \_ ¢
5. Retrai?ing:
a year at San Andres
three summers afSan Andres
one summer at San Andres

ncne

a1

6. Domicile:

-

lives gékménently in the community
lives in the community only during the week

11ve§ outside the community

(N

7..What are the major ptoblems the school has?

% . LR

I. The Students
1. Hheré do the students come” from?

—__all of them come from the city

. . . *
the majocity come from the city, othérs from the Cantones
. .

the majority come from the Cantones

1 —

2, Is the mix of students different in 7th than in 8th or 9th?

In what way is it different

3. Do you have pfoblems with student conduct? ‘ -

rarely sometimes frequently very frequently‘

{

¥

<iA Canton is an administrative division of unincorporated rural areas

106




4. Have you had time to organize extracurricular activities this year?

yes no

————
. .

What kind ] How often

5. Have you had more activities in past years?

yes no

I1f yes, why the change this year ' ‘ :

6. Do all of .your 7th grade students come from one or from a number of
primary schools? ) .

- .
7 - - i

all of them come fromione primary

_the majority come from one, but some come from other(s) -

they come from a number, with: equal preparation

different levels of
preparation

7. Have you had meetings with the parents growp this year?

-

yes ' How many times

Por what reasons

N
- ‘ &




The Conmunity

A,

Available Education ) 3

1, Are there schools in the communlty where students can continue their

education after Third Cycle? \
there are commercial courses day _ night
.‘ : ! - = % ~ i
‘there is a Bachillerato day night

©

there'are no such schools

2, If there are no such schools in the city, are there such schools
in the area where students can commute every day?

____- Commercial Schools day’' - night
_____Bachillerato ’ day night
there are no such schools
3. What are the graduates "of last year doing?
—_ % have looked for work
—_* have looked for work and begun to go to night classes in
____the Bachillerato « _____the Commercial School -

% are going to the Bachillerato during the day

% are going to the’Commercial School during the day

% other . .

4. How easy is it_for the grsduates of Third Cycle to find work
appropriate to the level of their education in this city?

Men Women

All can find work

The majority can find work

SOZ‘can find work .

The majority can't find work

No one can find work
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*

. 4
‘ . 50. :
- > > \\‘ i L
B. Acccssibilfty L Lo b . ) .
- /, Tt T "

1. How 1ong does it taKe .to go by bus to (Santa Ana Sonsonate San
- M1gue1 San Salvado*)"

-
-

.2, How mapy buses a day come here?/

P )

3. How long dees it take to go bg/éus to San Salvador?
< - / * 'T‘ -
4. How many buses go to San Salyador from here every day?

| Lo
#.° -5, How far is it to the .closest paved highway?
. . . y (E—
’ . » ' ‘ i
C.> Specific Data . ’

1. Is éﬁeré“a Bank here? 'l

2. 1Is tﬁere a movie théater here? S .
3. What is the population? ’ .- .
4. How many private_phénes? / .
5. How,many registered vehicles? ' “:*
6. Whét'is the percentage of paved streets in the city? - "

Rl 2 o

7. How hény newspape;s sold? : ) ) /

\ '

/
e
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I —

Name of parent:

Name of student:

-

Nzme of school:

Including *® , how many sons anc daughtefs do you

have?
.

~

4a. How maﬁy are older than * ? ~

. - .

(Note: if there are sons and daughters older than
_* ask questions U and uc.)

L -

4b. What are the-sons and daughters older than
.\ doing now? C

3 ‘ ! *
. - 5 .

3y . . 1 , . , !

%

! . i or T

2.

(Note: for the olderfchildren that are not
studying, ask question H4ci) ¢

e, After what grade did they leave school,--and why?

Grade after which . 4 ' .
they left school . Reason for leaving

-

1, - : .

3

2. 5 L.
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f
7.
g 3
] e ’80
g.
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} o
|

2.

52,
« ‘(* . h '

N
.

What level «f studies do you hope *# will complete?

(f' Plan Basico University

AN T —
Carrera Coria Post-graduate studies
Bachilleﬁato . Other, specify: <,

-

_* have if he finished (aﬂgwer 5)?

oo
-

What adVantdges would

10

—

o

Can you think of any other advantage or benefit?

3. L .
y, .
Is there somethlng that mlght prevent * from finishing
answer' 5)? ’ _ . ,
Lack of will to continue étpdying. - '

Lack of money

Poor grades
Lack- of opportunity (distance of the school, etc.)

‘Thére is nothing to prevent him from finishing

-

* Other reason, specify: .u

T

What kind of student is your son?

Very ‘good - ' Bad

-

Good *pon't know

s . -

Fair .
| 7 -

If .* had to leave the family and live in another part
of the Louniry to continue his studies after Plan Basgico,
wouldxyan»encouvdbe him to do-so?

’
A

" Yes , No Don't know

(Note: if parent answers 'iyes," ask question %a.)

*

111
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I ———p

. 1 . '
ga. Would you be willing to pay the exira moncy that
would be necessary to» send your son to study in.
another part of the countiry?

|
|
: Yes No Part of it Don't §
) , . know ;

i

: ’ I
10. Do you think it's pcssible for a young ‘han to study _
longer than is really necessary or practieal for him ,
or his parents? . o |

Yes . No Don't know

. (Note: if parent answers "yes," ask quesiion§ 10a and

Yo 10b.)

longer than is really necessary or practical?

i

> d 10a. What do you think of a young man who studies ° : l

. 10b. Do you think that those things could happer to— % ?
. - : . ne - -

Yes , ~ No - Don‘t\know -

‘r

P . - § B — -
. 11. "Do you’think a lot of “schooling is absplutely necessary
" for success, or do you think that an ambitious’ and hard-
: . working young man could be successful without much

. . schooling?

-

Schooling is netessary Schooling is not necessary
/7 - .
. Don't know ) .

12. Being as realistic as possible, how sure are you that
*# will remain in schocl until the end of (answer 5)? '

——
-

Am sure he'll stay din school o |
Am fairly sure he'll stay in school ’ |

Am not veyy sure he'll stay in school

-

An sure he'll not stay in sthool




Sy
13. Thinking about the future a little, what klnd of work
would you most like * to do when he finishes hls

studies? N

-+

14. Why do you prefer that job for * ?
V4

b S -—

v 15. Do you know what job your son himself prefers?

a

Yes No

* !
‘j

_ (Note: if parxent answers "yes," ask question 15a.)

"15a. What is the  job your son prefers?

-

”

16. If your son were offereé¢ a job with a good salary when -
. - he finished Plan Ba51co, would you encourage him to
-~ take the job or to contlnue his stud1es°

-

- b ‘ to take the ]Ob
____ to continue his studies

. to take the job and continue his studies at
the same time

7

Don't know y

————

5.

1l

17. At what age, mcre or less, do you tHink that #
should be ready to start work and begin suppoztlng
himself?




18.

13,

20.

"How much time does _* wusually spend doing his homework

each day?.. .

less than halé an hour _____ Three goufs

One hour: — More than 3 hours
___;:“Two hours —__ Don't know

55.

I'm now going to recad you a short list of various kihd..
of occupation.; After rcading cach one, please tell mo
if you would be happy or unhappy if * chose that king
of work in the future. "

Occupation Happy Unhappy
Bookkeeper l
iD@y laborer
Engigeer
Agri.cultural technician
éricklayer -
Doctor -
Industrial technician .
Chgpffeuv ' / —
Lawyer -
Accountant —_—
Architedt R L
Elécfrici;n

Teachen

What are * 's favorite subjects at school? .

<

2

;o ’ Don't know ‘




|

¥ L]

¢ ) .
.. 21. HoWw frequently doés * ask you to help him witt, no
pe homework? .
N .Everyday Onc: a month
Once or twice a week _ Never
22. In general, what do you like most about the educaticn
~ your'son is receiving at this school?
IR .
LN

-

23. Without consi

dering the cost, whaf‘changes.would you
like to cee made to-improve the education your son is’
receiving at this school? ’ :

AN

T No change Don't know

24, TIs this your first visit to school this year?
Yes - No
25. Have you had a chance to talk to some of the teachers
about the progressg of your son?
Yes L No
(Note: if parents answer "yés," ask quesfion 25a.)
25a. ‘Vhat.do the teachers or.the principal say
about the progress of your son?
26. Have you heard or read anything about the Educational
Reform? '
Y Yes ______No

(Note: if parent answers "no," omit question 27 and ,
go on to question 28.). ]

v ) " e “ P
115 - o




57.

27. Could you by any chance recall somc of the\things the
Miristry of Education has been doing since it began
the Educational Reform? ’

, ¢ -
28. Have you ever seen one of the Educational Television
programs?
Yes ° -No -

——

(Note: if parent answers "yes," ask qﬁestion 28a.)

28a. Vhere did you see the educational television

14

program? . L '
_at home J
at school .

someplace else, specify: 5 . Ve

29. Do you have a television set at home?

Yes - . No
30. Some parents think that students learn more when they
’ have classe$ with television; other parents think that
students learn flore without television. Do you think
students learn (would learn) more with or without
television? .
- \

- \ P
they learn‘mgre with television

they 1earn‘pore without television\
- ] 1

don!t know

31. Some parents think that television classes harm stu-
. dents' eyes; other parents think that television doesn't
harm students' eyes' any more than reading a book.
What do you think?

TV classes harm students' eyes

TV classes don't harm students!' eyes

don't .know




a#
N

32.

33.

3y,

-

Vhy do you think that ETV should be (answer 34)?

Some parents think that when students study‘with tele-
vision they become more alert and enthusiastic about
studying; other parents think-that televigsiop makes
students more passive and less alert.. In ygiur opimion,

what is (would be) the effect of television? .

. Y

makes students more alert and enthusiast%c

makes students more passive and less alert
. \ -

no opinion

¥
o

-

Some parents .think that television makes more work for
the classroom teacher; others think it makes less work
for the classroom teacher. What do you think TV does
{would do) to the classroom teacher?

makes more work for the classroom teacher
makes -less work for the classroom teacher

don't know

Until now educational television has been used only in

Plan Basico. Do you think the use of educational f£ele-
vision should be extended?  Or should it remain just

in Plan Basico? Or would‘you agree with eliminating

it completely? - . .

N

A,

should extend the use of ETV .

ETV should remain just in Plan. Basico .

—

e

———

R Ls
ETV should be completely eliminated

L)

- 1,




'STOP HERE FOR A LITTLﬁrﬁﬁéT AND . INTHODUCE THE NEXT' SECTICN

36. (Note: This question is only for parents whose sons -

\~ are in classes with FTV )

AN
Have you notlced anyihlng new or different in * gince
he began to have -elasses with television? (Ob¥Tain
specific answers whenever possible.)

\
\\

N\

\\
I3 ‘\\ . -
In his study habits?

N i . T
7/

In his interé;%sg N -

. f ’ T 'A-,‘““

N v

Is he d%{f%rent from youp other chlldren who do not have
. 4
‘classes with ielev151on°

~ - 7

.
‘s

-~ ~
- ¥

37. How old are you? c

W ., - ﬁﬂ' ) )
38. '%Where were you born? ¢
39. How long have ng lived in 2 '

40. What opportunity did you have to study (i.e., what_ level
of studies did you complete?)?

Didn%t study . . '~ Plan Basico

Part of Primary T Carrera Corta

All of primary . Bachillerato '
. University »




42,

43.

60.

: L.
Do you feel that that level of education has been
sufficient for you?

',

Yes No Don't know

et .

(Note: if parent answers "no," ask\questions 4la and
41b.) - ’

4la. Could you tell me why it hasn't been sufficient?

.

41b. How many more years of school would you have
" liked to complete? ¢

_ Finish primary

Plan Basico

Carrera Corta !

Bachillerazg

University

A—— i,

‘Have you received any ,training or special courses since

you left, school? (For example: agricultural extension
courses, business seminars, etc.) :

Yes ~ No =

(Note: if parent answers "yes," ask question 42a.)

-
N
%

42a. What kind of training or special course did you
receive?

Some parents think that if they had had more years of
study, thelr manner of life would be very different from
what it is now; other parents think that more years of
study really wouldn't have meant much, their lives would
be more or less the same. What do you think?

/
with more. studies my manner of life would be very
different

more studies wouldn't have changed my manner of life

————aa
~

no opinion

S ———




uql

45,

46 .

47,

L8,

49,

What kind of work do you do?

-~
~

How long have you worked at that job? -
’ for a year or less L ' .
—__~ 2-5 years
| 6-9 years

?

10 years or more-

-

Do you work for yourself or for someone else?

~ .
for myself .for someone; else

WHich of the following expressions best describes
how you sincerely feel about yolr work?

"It's a bad job"
"It's a job like any'other"

"It's a good job" i

"It's an excellent job"
L )

' -

Have you ever had any other kind of work? o, . e

i .
LT -

Yes S o - No

(Note: if’parent answers "yes," ask question 48a.)
. P y . ]

48a. Vhat other kinds of iob have you had?

~
~

.
- <. . °
. “» ~ e =
RN

“Biy . v o
h'w'.—

“ - .

C.

~ \.\ “ - . ‘.
.

What sort of work do you most like?




50.
51.
| 52.
R
. P
N
53.
54,
K
B '
B 1
55.

Has it been difficult or easy for you'to find that sort ’
of work? -

C . difficult

———

neither easy

easy .
nor difficult

Of all the different jobs you can think of, which would
you most like to do? . 7

-

Outside of. work, what activities do you most enjoy for

rest and relaxation?
’

,

What activities do you and your family like to do to-
gether? )

A, -

What kind of work did your father do?

~

~

What level of 'studies did your father complete?

Didnft study Plan Basico

¥

Part of primary Carrera Corta

all of primary - Bachillerato

-

- . e University

Being realistic, do you think your manner of 1ife has
been similar to that of your parents, or has it been
very different from theirs? .

It has been similar to that of my parents

———— e,

It has been-very different from fheirs
k .

don't know

——————




, L7£B.—,Do you think your son's manner of life will be similar -
. to yours, or very different from yours?

Similar ,. Different Don't know
Considering everything, do you think the opportunities
for your son are better, worse, of the same as those
you had when you began?

his opportunities for success are better

nh oL,

his opportunities for success are worse
his opportunities for success are the same '

no opinion

PARENT 'S OBSERVATIONS:

. ™

INTERVIEWER'S OBSERVATIONS:




