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Important tolthe effectiveness of any. effort to improve educa‘—\/( '

+ tionis the base upon which such efforts are constructed. As-
sessment of educational needs provides one such base. It has

been used in schopls and universities and found fo be a rea-

sonaple approach to targeting on important needs. _

Inr teaching children and youth, the diagnostic/prescriptive- ...
- process is a powerful and necessary strategy. Needs assess- _—

ment is analogous to diagndsis, but is directed toward institu-

tional change rather than individual change. The needs

. assessment/implementation strategy is based on the same
- principles as the diagnostic/presqriptive process. '

Needs assessments are effective ways to identify important
" goals as well as to promote wide participation in improving
programs and practices Including teachers, students, ad-

ministrators, and parents in early plannipg efforts assires a

greater dqgree of ownership and commitment so necessary to "~

- success. -

I\}ee‘ds assessment as a basis for institutional im_provem‘ea tis

not a reggnt approach. Many papers have been writte ut
it.’ Numerous local and state studies have been conducted.
However, each appears to be an independent,first-generation
effort; few studies have relied on previous experience for im-,
proving their approaches. - |

~ The purpose of this dpcument is to stimulate ideas leadil;g- -

to more effective needs assessments. It describes and illus--
trates a wide range of practices and encourages readers to
build on them. The process of onducting a needs assessment.

-
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. \ . g : . .
need not be awesome to be effective, it need not be complex to
be valid. But, it'must be a meaningful effort to all those in-

—w -+ . volved.-QOrly then -will it previde the.basis for-long-range — — -~
T “changes’ in schools, colleges, and communities through a "
genuine sense of trust and ownership. . o
The materials which follow have been prepared for distri- g
bution at the 1978 Teacher Corpis National Training Confer-

" * ence and the documents have been planned for use at that,
time. However, the real value—and. test—of the materials will
follow on through the several stages of\ﬁrogram*,’78 and Pro-

" gram,’79. - ‘ : - _ P
‘_’I‘eachér Corps has long recognized the importance of peeds .’
asSessment.to good project planning.and m nagement.,llﬁn

Ow AN r
" Robert Houston, who directed the preparation of this doeus - ’
ment, will welcome any suggestions or comments which you
might wish to make over the next yeas or 50. [ sincerely hope
the material will be of real value to you,.to your colleges in

your projects, and to the project itself.. . ! 7
T - - \ . ‘ ' T '

. s

James P. S‘i_effé:nsétn | .
’ Chief, Program- De\{elopment

L .l“eacher Corps *°°

o
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- Effective needs assessmefits are designed and ‘completed by |

thoughtful people concerned' with improving education. They
do not necessarily need long, involved instruments, comput-

.ors, or complex statistical techniques. Many have been com- .
-pleted by Teacher Corps directors and staff with few resources .

and with no needs assessmefit experts on their staff.
Assessments of educational needs help answer questions
such as: What are the important goals for. this school or col-

. lege? How well are we currently progressing toward these

Sttt

goals? What are some strengths we can ‘biild‘en and some
weaknesses we can eliminate to facilitate' more rapid and effi-

3 ~

- cient goal attainment? Where should a new project begin in * - .

improving a cluster of schools and @ college? |
~ Assessing educational. needs and designing change-

-strategies based on needs are conceptually straightforward -

- one or more tra

as they implement the system: (a) the needs
assessment instruments and analyses are too complex; (b) the
process becomes'so long and involved that sight is lost of the
ultimate objective—to improve educational opportunities for
students; (c) the process is niechanically completeds using " -
someone else’s system rather than tailoring a- system specif-

and logical prEses. Unfortunately, needs assessors fall into

.ically to local needs and demands, and instruments are used
+ . without regard for the appropriateness of their purpose,

scales, or questions; (d) the assessment ‘of needs is completed
just to fulfill a eontractual or managerial requirenger_xt,_f not to.

Preface XV
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become the basis for further action; (e) the process does not
involve all groups affected by ‘it, with subsequent loss of
credibility and support.- , . &
This resource guide was written to and for- those persons
‘who ‘are initiating asgessments of educational needs It in-
cludes a wide.array of/ideas, illustrations, and suggestions to
provide pérspective concerning possible and, feasible alterna-

tives. It is a practical guide, not to b read from beginning to .
end but tdbe used a$ a resource in planning and solving -
problems. / .

The volume resulted from an extensive review of more than-
11Q0 ERIC documents, 100 1ournal articles, and 200 plans and -
reports ‘an needs assessments. Many  promising ideas &nd
practioes ‘were gleaned from that study and from Our own ex- \
. periences in completing needs assessments. - Lo
Organization. The document is organized into two major
sections—the first section focuses on the process of assessing
needs while the second section describes models, techmque
and instruments that could- support a needs asséssment. 1
Section One is compesed of seven chapters. Chapter One
discusses the essence of needs assessrpent and sets the effort

_in perspective. Chapters Two and Threg¢ outline the crucial

planning.process for a needs assessment and include-illustra-
tive charts and procedures for completing one. : -,

Chapters Four, Five, and Six emphasize the three phases of

" needs assessments——setting goals, determining current cgndi-

tions, and comparing the results of the two analyses. Chlipter -
Seven considers 1mplementatlon strategies w}nch follow the
needs assessment.

The second section of the book includes several useful re-
sources. A number of conceptual models of ngeds assessment,
outlinéd in Chapter Eight, can help in deciding which steps to
include. In the macro-design of the needs assessment, Chapter *
Nine describes techniqueg for making- decisions and solving
problems Many were drawn from futures studies, and some-
may not be well known to educators. The last chapter includes
1llustratlons of formats and variables used in needs assessment

. mstruments They will be particularly useful ih determining

»

. Xvi _ Preface ' C ‘ ’

R L
. -



\ | . ‘/

the approach and format to use in developing or choosing °, *-
instruments.* . - - .
Dedication and Appreciation. An extensive-effort such as . .~

. s

this cannot be completed without the efforts of many people. L
Attemptfig to identify all of them may result in yome being

. missed. To them we exfend our apologies. However, we wish

. o express appreciation to and acknowledge the contributions.
of several persons. ' . - A \

William Smith, whese devotion to the education of children
and youth and 'WhOZe vision made this project possible.
James Steffensen, who provided direction for the project, read

an early. version'of the document, and was sensitive to im-
portant needs. . ‘ L ) |
Caroline Gillin, Lucia-Ann Olmsted, and Beryl Nelgon, who
reviewed' the manuscript, made a number of suggestions,

and untangled several tough knots.

To these Teacher Corps direciors, school administrators,

and needs assessment specialists, who read a very rough draft-
- of the manuscript and made suggestions which improved it

considerably.

1

Keith Acheson, Teacher Corps Director, University of Oregon.
Richard Bain, Dean, of Edugation, Sul Ross State University.
Fenwick English, Director, National Center for the Improve- -
_ment of Learning, . American Association of School Ad-
- ministratofs. - , oy S
Robert Evans, Teacher Corps Directoy, Syracuse Uni¥ersity.
‘Eugene George, Teacher Corps Director, University of South
Carolina. . o . . .
John Hansen, Teacher Corps Director, Florida State Univer-
sity. : oo . - '
Thomas Hewitt, Teacher Corps Director, Kansas St:te Univer-
gity. - A . -t . .
Herbert Hite, Teacher Coips Director, Western Washington
University. ' - ~ - : -
Barry James, Teacher Corps Staff, Florida State University. °
Roger Kaufman, Director, Center for Education Developme‘n‘t

_ and Evaluation, Florida State U iversity.

. - - Preface xvii
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Suzanne KinXer, Teacher Corps Director, Umversaty ‘of
Florida. =~ ' S
~ John Maslh, Professor of Education,. Ohig Umuezs1t3u..... et
LaMar Miller, Teacher Q'erps Director, New York Umversny .
Lee Morris, izxecutlye Secretary, Southwest Teacher Corps
» . Network.
¢+ - Thomas Nagel, Teacher Qorps Dtrector San Dlego State Uni-
S versity.:
Charles Nelson, Deputy Supermtendent Houston W
: den,t School District. :
Rita Richey, Teacher Corps Director, Wayne State University.
Julia Roberts, Program Development Specialist, Western
Kentucky University. . \
Porter Troutman, Teacher Corps Dlrector Unlversny of
Nevada/Las.Vegas.
Roger'Wilson, Teacher Corps Dlrector, Northern Arlzone Sfate
University. .
+ Elaine Witty, Chairperson of Elementary Educatum Norfolk
- State University. _ L@

. Peggy Caravantes read copy and edited the manuscript.
Lynn Reyes, who typed tHe first draft of the manuscript, is -
more than a typist. She exemplifies Tea(;her’ Corps ideals m
‘her competence and humanness.
Floyd Waterman, Center for Urban Educatiomn, ‘published”
“the manuscript, making arrangements and effectlvely ad-
ministering the process with impossible deadlines, which, as
usual, he met. Joan M. Krager designed the format for the
book. Paul Mills translated an idea into a.cover design. Jerome
_Freiberg was always available and, anticipated many of our
“needs for stipport resources. B

Finally, to the followmg persons (listed alphabetlcally) who
responded to a call from _JamesSteffensen for illustrative _
needs assessment instruments and reports, -the authoré are

. most grateful. - !

v Sharon Arthur, Franklin Local School District/Ohio Univer-
- ' sity, Teacher Corps Project.
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Warren Ashley, Mountaln View School Dit trlct/Callforma :

.- State University/Fullerton, Teacher Corps Ptoject.” - .
______Elainé Athas, Chicago Board. ofEducatlon.lNorthwestem Uni--
3 versity, T eacher Corps Project:
' Richard Bents, St. Paul Public Schools/Un1vers1ty of Mm-
. . nesota, Teacher Co‘rps Prdject. .

Alfred H. Bloeser, Jackson' County Public Schools/Western
Carolinia University, Teecher Corps Project. .
Charles H. Bowers, Baltimore City’ Public Schools/Morgan _
‘State Umversuy Teacher Corps Project. .
y (George Brent, Camden Public Schools/Glassboro State Col-
lege, Teacher Corps Project.” Coe '
Carlton Brown, Portsmouth School Dlstrlct/Umversuy of New
. Hampshire, Teacher Corps Project. -
» Darrel Duncan, Portlang Public Schools/Portland. S}ate Uni-
versity, Teacher Corps Project. : L
Robert C. Eicher, Laramie County School Dlstrlct/UmverSIty
of Wyoming, Teacher Corps Project. -
John A. Ether, Schenecfidy School District/State University of
.New York/Albany, Teacher Corps Project.

Robert L. Evans, Syracuse City School Dmtnct/SyracUse Umr o

versity, Teacher Colps Projec
Ralph Farrow, Portland Eub{tc chools/i’ortland State Uni- .
- versity, Teacher Corps Project. : ,/ \ '
- Luan H. Ferrin, Ogden- Clty Schools/Weber State College‘
Teacher Carps Project. ¢ >
.. John Hansen, .Leon Countygchool DistrictlFlonda State Uni-
versity, Teacher Corps Project. ,
Joan Harms, Hawaii State Dept. of Educatlon/Umverstty of ,
\ Hawaii, Teacher Corps Project. '
. *Themas Hewitt, Pottawatomie West Unified Bchool District
‘ #323/Kansas State University, Teaclier Corps Pro]ect
~ Herbert Hite, Arlington Middle School District/Western -
: ‘Washington University, Teacher Corps Project, K
Lawrence ). Killian, Community Schdol District #5/New
Careers Training Laboratory, Teacher Corps Project.

; 'E n L. Kronpwitz} Cdnmunity 8chool District #18/New .
York Univepltys Te .
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Sara Krull. St. Louls Publlc Schools/St! Louis Umversnf.y,

¢ Teacher Corps Project. .
S . James M. Laffey, Chicago PubﬁeSchooliseesevelt University---
. : Teacher Corps Project. .° Co~

Earl Leggette, Jackson Public Schools/]ackson xState Umver-
sity, Teacher Corps Projgct.
. Linda Lentz, McDowell County Board of Education/West Vll'-
ST gmra College of Graduate Studies, Teacher Corps Project., ™
¢ . erliam Licata, Buffalo Public -Schools/State Umversxty
-+ " College/Buffalo, Teacher Corps Project.
‘Henry Luccock, Hartford Publi Schools/T he Umversxty of
Hartford, Teacher Corps’ Proje .
Glenn McGlathey, Jefferson County Public Schools/Umversnty
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Completing a valid, sharply focused needs asséssment is an

_ * . educationally satisfying experience. Rooted in the same phi- .
Ry losophy as diagnostic/prescriptive educattondl approaches, h
needs assessments lead to more effective programs. Many cre- -
- ative educators have completed excellent needs assessments’
- studies. Because the purpose of this book is to support your
> " efforts, itis dedicated to you, our readers, who make a differ-

ence in Afnerican education. ° B T
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Defining the Concept of Needs Assessment’

L]

Remember the story of the Boy Scout who took a little old ladyJ

across the street? It seems she did not need to cross the street,
but he'“‘helped” her’anyway, much #o her distress. Unfortu-

: nately, Tar- too many educational activities hresthe same re-

sult.
* Without consideration for thevbroader perspectwe or the

- specific needs of clients (students), plans are made and actions

undertaken. Like the Scout, the motivation (a good deed for

. the.day) may have high purpose and ideals; but if the motiva-

tion is not supportive of the needs of clients (little old ladies

" on street corners or students in. schools) such actlons may'be

P
. b

couhterproductlve ' . «
- A needs assessment is a way to target the lmportant ele-

-mehts that can improve the education of learners. It helps
educators focus on real needs of clients, not on other extrane-
ous factors. It also provides a basis for evaluating the effec-

tiveness of subsequent actions.

\

o The Concept and Rationale

‘ Need is defined as the: difference betwee;uv at l and what |
“should be, as shown in Exhibit 1. <

"To detefmine needs, present conditions\are. compared with
goals. This definition of needs will be referred to throughout

. this volume and will be graphically repeated at various times.

ment relating to the Elementary and Secondary Education Act

A descrtption of needs assessment was included in a docu-

(ESEA)

.

w . . - . - A
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Exhibit 1: Needs Assessment ‘Alg(ﬁﬁ’/n% ot B
. - - . > R . ‘ — e - ) | L L
T 72T WHAT SHOULD BE L | WHATIS NEeDS | Lo
. i . Difference Equals * °
' Gbah Present Conditions* Discrepancies
. In, its simplest form, a needs asses;sment is an httempt to- de- -
' termine the differential between the needs of children (desirable  °

attitudes, behaviors and skills) as’ agreed upon by parents and

staff, and the extent to which these needs have been met (present

_ attitude, behaviors, and skills) as evidenced by various available

, data. It is thus determinéd which of the unmet needs will be

_ . ' addressed by the program. . '

- ' . A study is made to determigg what environmental charac-,
teristics would help meet the needs and those which would °

\ - inhibit. A decision is made as to which environmental factors

will be incorpprated into the program.

. A study which inc¥ides identification and comparison of
- goals and present conditions is called a Needs Assessment. It *
is a systematic attempt to explicitly define the relevant facters,
to collect objective data on those factors, and to make deci-
* .- sions based on results of data analysis. = - g
' - The ratjonale for needs_assessment is the basic tenet that
education exists 'to serve the.needs of students and com-
mUr‘u‘tjes. According to Kuuskraa (1971), “Needs assessment is
the first, basic cornerstone of educational planning, (provid-
ing) essential information on tH student educational and de- _
velopmental problem areas most in need of attention.” He also’
lists several outcomes which can make an assessment worth-
while. For example, a needs assessment can help decieio'n-
maker? ’ | :

1. Determine whether or how well the students of the schoal are acquir-  °
ing the'skills, knowledge, and attitudes proposed by the school’s edu-. P
catiqnal goals. L e . -

2. 'Identify students who are not achieving sither up to a givén grade level

~ or up to their.potential. '+ , L. d
. 3. Probe further into the underlying reasons, that a child is not achieving
with respect to an educational or developmenta! goal.

»

4 . The Process of Needs Assessment
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4 Eacida what type of ch!ld-cantarad compensatory educational -program -
""" is needed, whether an existing program should be modified ‘or elimi-

, - nated and how effective an educational pmgram should be for meeting : .
—mvemotheneers of th‘aadvmtaged chifdren. — 7 T Tt
' 5. Provide student developmental need and performan(:a data for use in
: other community agencies respohsiblg for gefving disadvantaged, '

. '6. Use'more effectively their educational resddrces not only to serve dis-
advantagéd but to develop children th:ough
~ . '(Kuuskraa, 1971).

L]

o The purpose of a needs assessment is to provide direction’
for implementation efforts. In this, it is similar to diagnogis in
the diagnostic/prescriptive process Needs Asseseﬁenb‘
implementation is concerned with institutional change while”
diagnostic/prescriptive processes are employed’ with indi-
vidual learners: The target awdience 1s -different, but the O
theoretical constructs are similar.

Descrlblng the benefits of a comprehenswe needs assess-

. ment, Befrie (1976,5p. 12} wrote, “‘Perhaps the most valuable
outcemes are (1) the communication that it encourages.among -
educators, community members and students and (2) the
identification of what is occuiring int the schoels which, in.
turn,. ldentlﬁes the gaps in educatlonal outcomes and pro-
cesses.’ ' : L

|

Two Vignettes ' _ . ' .

Needs assessment .is a useful and v1able approach to im-
proving school programs. Some needs assessments are rela-
* tively simple and straightforward while.gthers are more com-
 plex. Two vignettes illustrate the concept in action.
/ Project-Based Vignette. The Tedcher Corps project had just R
been funded in a rural West Texas , community. Its proposal, -

, submitted five months_ earlier, had been concerned with the _
edubation of Spaniah—spaaking migrant children. Because e
their parents followed the crops, these children were absent o
from school several months each year. Combined with the :
barrier of and the lack of emphasis on schooling ir the home, -
the absences caused: the children to do poorly in school, to fail .

. grades, and to drop out of school as soon as legally possible. M

Defining the Concept 5




- All of theseé factors were generally known by school OfflClalS
and were confirmed by the schagl district’s records. Statistics
on these students formed the Fu;

ment in the Teacher Corps proposal and for a tentative list of -
activities to be undertaken should the project be funded. Ac-
tions were contingent upon a successful proposal.

. Once the project was funded and a staff employed, the first *
phase of the project began. The project director was commit-

" ted to improving the achievement of migrant children, to wide
input and decisioning from community and educational per-
sons, and to basing actions on valid evndence The primary
question was where to begin?

First, a planning meeting was held mvolvmg the school
supermtendent the Dean of Educatien from the Teacher Corps -
project-sponsoring university, the chair of the Community
Action Committee, the principals of three schools involved in
the project, and representative teachers from each school. The
meeting lasted three hours and these decisions were made:

1. The project proposal was accepted as the basis for action with sub-
sequent efforts designed to identify needs more specifically end to
delineate plans more adequately.
2. One full day of the preschool conference was designated to be devoted '
to identifying specific goals in theghree schools. ;
¢ 3. The dnrector principals, and teachers were formed into a planmng
commiittee for the daylong needs assessment session.
_« 4. The College of Education named faculty members from each depart-
- mefit to assess needs of teachers workinig with- migrant children.
5. Parents from the three schools were to be invited to participate in a
portion of the pre-school conference acfivities. ‘
6. Students were to be released on October 10 so. that student representa-
tives. teachers, and parents could follow up the August preschool
workshop. o
7. The planning committee was scheduled to meet again in September to
review August results and to function as a steering committee for needs
- assessment. _ . : . .

Subsequent‘{ actions vkre related to these plans The sub-
committee planned the preschool inservice day which in-
cluded (1) a group process activity in which teachers de-

scribed their aspirations for the coming school year, (2) a ses— *

6 " The Process of Needs Assessment
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-sion in which teachers described 'thei; perceptions’ of the

- problems’ facing the teaching staff, administrators, and com- -\ X
/_munity; (3} a briefink Dy the director about the Teacher Corps” "~

~ project, including an invitation for teacher involvement; (4) an

~ exercise- in which groups of participants completed a Force
Field Analysis* to describe how fattors for and against.the --
goal of helping migrant children could be guided to help at-
tain better education for all stﬁHents; (5) a Fishbowl]* exercise
in which a representative from each Eroup discussed the
problem and probable solutions while other participants ob-
served. During the Fishbowl, recorders kept charts to show
“Further Information We Need’’ and ““Ideas for Improvement.”’
The session concluded with (6) small group discussions about
plans for activities to be completed prior o e October meet-
ing; (7) the superintendent’s praising the progress that had
been made and challenging all of those present to make these
goals a major priority for the coming school year.’ .

The August meeting led to teacher visitations in student
homes, invitations by community representatives and the
local priest for pare%ho attend a discussion of some of the -
identified problems, discussions of the problems with selected
students, analysis of attendance data by the district’s instruc-

tional office, and administration of a diagnostic test. .

These activities were specifically designed. to answer the
questions: (1) What goals do we advocate for this year ‘and for
the next five years? (2) What are current conditions with re-
spect to these goals? , ‘ ' o

As the data began to accumulate, several courses of action o
became clear, and the power of a valid needs assessment be- *

~ came evident. Plans for action were made and implemented. *
Continual assessment of the implementation provided further _
refinement of the process. - . T LT

.Another .perspective of needs assessment is illustrated in
this second vignette. ‘ .
_ School District-Based Vignette. Contrary to usual practice,
. the Directorof Research in'a large urban district did not wait -

‘o

. ;Soo“Chal;)tlﬁfor descriptions of a Force Field Analysia and !ﬁe Flsi&bowl exercise:
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for 'an a; ntment knowtng the Supenntendent of Schools
: - would waht an immediate meeting. The results of achleve-

* ~  menttests admtmstered two months earlier to district students
~ had just been analyzed, and the results were devastating!"

For several years, achievement had been declining in the
district; but in the previous twp years, scores had appeared to
stabilize. ‘Educators hoped that a trend toward higher
achievement was beginning. However, current test results

~ shattered that illusion. Mathematics achievement was' at’an
all-time low. When.compared with national norrhs, the sixth °
grade students were at the twenty-fifth percentile and third
grade students at the twenty-eighth percentile. These:

. district-wide averages obscured the wide range gf achieve- .,
"« ment among the schools-—from a low avérage of eighth per- -‘,
, centile for an inner-city elementary school to a high seventy-

fifth percentile for a suburban school.
Test results~fad spotltghted a heed-——one that reqmred
.careful and‘systematic attention now. The issue was what~o
& ¢ ~ donext. Lowachievement was syénptom—an indicator, not A
R t e cause of the problem. 8chool professionals wanted dateon ™ .
o proving mathematics achle\;emem Thus began a needg as- ° &
- . sesSment which- focused on improving that gjchlevement
Some of the steps taken in the »pr,ocess of assessmg needs are
listed below: ] , e - 4,

/
R . » 1 “

oy

1. A content "analysis was made of the quegtions students most often

missed on-the achievement tests e SR T I
. 2. Teachers were asked when they-taught mathematics. how much time -
. _they devotéd to the subject, what their own professional backgrounds -

. in mat’hematics edudation ,were (pa tlcularl’y the diagnosticl
n prescriptlve pracess), agd whet thelr httknches about causes for low E ’
*T e gchievement were.
“3. A content analysis was made of the mathemetlcs textbooks hshd in' the - ¥

. school district. -
« 4. Parents were involved in a seri of group meetings and in ihdividual o
. Teactionnaires about their perception of school outcomes (results) and . "*""'

processes; home study habits of their chxldm.n and ways parents could

agsistt . . <
5. Students; in a-sertes of open Qiscussions, suggested reasons for their

® _ not doing better in mathematics and ways ¢hey could ®mprove.
. .8 School and district-wnde task forces were orgamzed to glean these data
8 . The Process of Needs-Asselssment R B :l
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e -
and to suggest ways to improva.mathematics achievement. _
7. An analysis’ was.made of how mathematics could be useful ifhelping
learners to survive and to contribute outside of school,

—te A eemprehensﬁ:a-"pfan of ‘action’ was- tnstituted: “Supple- T
mentary textbooks were purchased and placed in schools. -A
team of teachers developed special materials based on inter-
ests and needs students had identified during their discussion.
-sesgions. Areas of weakness identified by the tests’ were
strengthened with additional instruction. ‘A nearby univérsity e
presented a tailored inservice program for teachers on the7?
diagnostic/prescriptive process in‘niat_hemat_ics. The ' cur-
riculim was reorganized to allow an additional ten minutes
-each day for personal improvement. Criterion-referenced tests
were instituted to determine student progress toward new -
" achievement staridards. Upecial teachers were assigned to |
work with low-achieving students while counselors were v
trained to help these students improve their self-concepts. '
‘These vignettes illustrate the power of needs assessments: 2+

e

a4

4. Impravement programs focus on real needs.
2. Needs are more specifically delineated through sys-

. tematic data, collection processes. o

* 3. Collaboration among professiorial educators, students, \

and community leads to stronger commitment to change.

4. Needs assessment is not a one-time process but a series

- of activities ledding to greater definition of goals and

_current conditions. . ’
5. A wide range of strategies may be instituted once the
specific needs are identified. - '

The impetus for beginning a needs assessment may be a
"problem, such as low achievement scores in mathematics, -
drugs sold to high school students, racial tension leading to a T, g
confrontation at a bagketball game, high dropout rate,
student-expressed -concerns about irrelevant. curriculum, or
pagage of minimum cgmpetency legislation. Other needs as- ;
sessments result from a semsitive staff which decides to im- . A

. prove the school or college. Others result from .a new school e
superintendent or principal, a new dean of education, the

_— Defining the Concept 9
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closlng of a school, a new state .or federal law (such as P. L
94-142 that requires certain benefits for exceptional/handi-

capped students), or increased. mvolvement of the teachers '

o

] HSSUCiHﬂUn_"'"""_"_""“';_ __________________ T

-~

-+ Wide Appli ncatlon

Some assessments of needs have related to a total school

district; others, to a single school or classroom jn a particular. (
" building. Some have been general needs assessments which -
dealt with a broad unfocused range of potential ajfas for im- '

provement or accomplishment; others have been targeted-on
specific areas of need.

Needs assessments are useful to Colleges of Educatlon and
other educational institutions as well as to schools.* In col-
leges of education, needs have focused on a specific problem
(migrant children), a program (undergraduate education) a

department (Curriculum and Instruction), or the entire college

(typically called a mission study and often tied to accredita-

tion visits). Indeed, projects, such a:r'g‘eacher Corps thut relate

school and college change efforts, conceptually obligated
o assess the needs of each institution and their inter-

institutional relations. The breadth-and the area for consider- .

ation.vary widely; however, the approa:}udsed in assessing
needs involves similar processes and sy

In the first vignette, the school was concerned with the edu-
cation of its Spanish-speaking migrant children. The College
of Education, working with the district, decided to use this

- concern as an opporfunity to analyze and improve its.teacher

’ prepm;ation programs. ' v

-

A survey of school' districts within twenty -five miles of the

university foune that twelve percent of the students were

* Spanish-speaking and three percent were children of migrant
families. Twenty-nine percent of the college graduates were
"assigned to teach these children. Using these daté as motiva-

tiom the Dean and the Teacher Corps director initiated a study _

N4

"For two descriptions, see Murphy and Martin (1977) and Morgan and
Foldman(‘lw?) .

10 ~  The Proce‘s‘s of Needs _Assessm_ent
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of the undergradtiate and graduate curricula: Each departmen
- examined its requirements and the content of its courses for N
relevance. Fiftéen graduates were invited to a half-day work- -

—shopon the program. Faculty visited the Teacher Corps proj- -

ect_site schools, ifiterviewed children and teachers, and be-
came acquainted with conditions and expectations.
, The first goal of the college faculty was “tq develop a pro-
gram that would prepare teachers to work more effectively N
with Spanish-speaking migrant students.” As the study. pro-
gressed, this goal was translated into more specific objectives
related to adolescént growth and development, instructional
.~ strategies in secondary reading, $tudies of motivation and
change processes, bilingual ®education, and Spanish.
~ . Theneeds assessment at the college was broadened from its
narrow focus oh three schools, migrant children, and inservice .
education to include both graduate and undergraduate pro-~ .
grams which emphasized education for children with prob- N
lems. It led to inhservice educétion for college faculty, a regular . b
series of interactions with practicing teachers, and vital hew * _
‘professional education programs. . __ =
All of this was accomplished hecause the college’s admin- :
istration and faculty took the -opportunity to reexamine cur- SR
rent practices and‘outcomes through a.needs assessment. Re-. -
quired for this process was commitment of time, energy, and -
-resources, While the beginning was rather modest, the -
changes were impressive within a two-year period. X

.

.oa SM and Contexts of Needs Ais';ssments' : | | .
: Subjects of Needs Assessments . ! L .
$y§temic processes.and change stmtégiea inc;orporate three
subjects or targets of -thq needs assessment: '
‘ ) , 1 Atﬁtudel. perspectives, values, and behavior of pgoplé who are con- "+ .

. cerned with education. “ _ | | -

&

,’2. Programs of instrugjion, and B S
3. Organizational and communications structures within which the edi-
~ cational programs operate (Houston, 1972).
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12 . The Process of Needs Assessment - .
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The first target, people, is the most important one and the
ultimate goal for change processes which proceed from the
needs assessments: Three classes of people are typically in-

cluded -in needs assessments:-{a} students in all educational-
institutions; (b) etcational personnel, including teachers,

aides, administrators, ‘and auxiliary or support staff; and (c)

+ community members, including parents and others. Each of -

these groups becémes not only the object of the needs assess-
mént (What are their goals, needs, present status?) t{ut also a
source of data (What can each contribute to an anderstanding
of the system needs?f

The second target, programs, primarily includes the in-

structional programs related to people. These include (1) cur-
riculum and instructional strategies for SCN students, (2)
inservice and continuing eduication programs for educational
personnel, and (3) educational opportunities for adults (e.g.,
an auto mechanics class for women, conversational Spanish,

‘stained glass sculpture, high scheol equivalency programs for .

non-graduates, and citizenship classes for naturalized U.S.
citizens). In*heeds assessments.each of these program areas is
considered: in terms of its current status, goals of an ideal
system, and potential priority areas for improvement.

‘ The third target of needs assessments is the organization,
communication, and governance structures of which the
schools are a part. Some school settings are organized into
classes, ‘grades, or instructional groups. For part of the day,
students may be in large groups and at other times in small
tuterial settings. " They may be assigned to content specialists
and may relate to five or more teachers each day, be in self-

“contained classroom at all times, or spend part of the day with

special resource teachers. The combinations and permutations -

of organizational structures have resulted in myriad practices

in schools. o . S |
Equally diverse and comiplex is the organization of school

personnel. The methods of assigning teachers and the. nuhber

. and variety of teachers have in¢teased in the past decade; so
"too have the number of support persons—both in a school and |

in the central office. >

.
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-While the govepnance structures of schools have remained
egsentially the same (with local boards of education), inter-
mediate school units, siich as county school districts and re- Coe
_______"gional..-sbwice».centel:s,;genemﬂfhavg-—-inereaseckfnmcope;—"" e —
o power, and petential for delivering useful educational ser-
vices. State and federal, education agencies have also ex-
panded their organizations and their influence on local pro-"
grams. : _ .
Since schools are not isolated institutions but are interre- .
lated with other institutions in the area, these institutions may °
alsa need to be considered in the needs assessment. They in-
' clude such groups as neighborhood property owners’ associa-
tions, businesses, and governmental social agencies.as.well as
those groups with direct contact with schools, such as
parent-teacher organizations. Professional organizations and
their goals and programs also, affect the programs and prac- - P
tices in schools. . . R . o
-Because of the number of institutions involved in education, . {
the assessment of the organizatfon, communication, and gov-
ernance structyre must take' into account interactions that are = .
~intraschool, interschool, and between schools and other in-

- stitutions. These relationships aré often obscure, even though+ . .
organizational charts show clearly defined boxes and author-
ity lines. Infornal channels, particularly in commu ication, are
often as powerful as formal ones. Since points of contact be- -

*  tween institutions are often places where friction 'is likely to L
-« ogcur, they should be considéred carefully. T
While focusing on the school context, this. analysts is &
equally appropriate for colleges and universities. The pergons. .
involved include stydents.and educational persenneél; pro- = .
grams are related to preservice and inservice devélopment of - -
educational personnel}, ang, their-organization, communica-, - -
. tion, and governance structures are the object of and 'context
' -for needs assessments and change strategies. Singldarly, ...
community-oriented needs assessments taiget on peOpl,e,\prb-.-"_,

.S—\

grams, and organizafions.- ~ > e e
» The three targets of needs assessments arp not uniformly ~ -
considered in each phase of the study. Exhibit 2 {s.an exten- . -
A ‘ o ' . Defining the Concept ~ 13 X
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Exhibit 2: 'Extended_AIgori-thm ‘For Needs Identification

WHAT SHOULD 8k ‘| . WHAT IS Neeps |
T 7 R . CC‘I—“I-. . T - T h--: "ﬁﬂ“ (Mm ml(rtpandﬂ
' foe ., of
\(hooios:udmh Pifference 'm’ Equals
Cotkege Students . Organization - ' : :
) ) L3 ' )\ N,
o LR — o

“sion of the needs assessment algorithm previously prese‘ﬁt‘ﬂ"’
It has been madified to accdunt for the dlfferenhal treatment of
the three targets.

Since the education of students is the fundamental purpose
for schools and colleges,. only this target. is considered in
- specifying the goals to be achieved. However, all three targets
(people, programs, and organizations) are considered. in asses-
sing current conditions. For example, in the second vignette,
the school distrjct with low achievement could have as a goal:
“to increase student reading achievement,” but it would not’
have as goals; “to add new-reading teachers to secondary

' ' schools,” “to previde i inservice education for teachers,?’ or “to

' supplement .instruction” with -additional reading textbooks ”
These are not related to student change.

‘related to other targets is an extremely important one. Too
'many needs assessments fail to distinguish between causes -

N and symptoms; focusing only on student goals helps‘maintain‘ _'

. this distinction.

> All too often data-are obtained about the symptoms of prob-
lems but negléct the underlying causes. For exaniple, one.

school system studied its dropout problem by assessing it
. absenteeism, repeated failures, and grades as reported u:lgé

- manent record files. While these Bxy be indicators of stud@hts

who will drop out of school at ah early age, they are only

. symptoms, not the causes for the dropout. The latter requires

| s * the school to assess such factors as needs of individuals who * .

+ The distifction between goals related to students and goals, .. -

"are potential dropouts, relevance of the school program, and - |

s .‘ - relationships of school to other parts of the: community A
" carefully formulated and documented needs assessment pro-
dees information that enables the development of relevant

C 14 The Process of Needs Assessment
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program activities and priotities, demonstrating-a direct re-
lationship between identified cayses and proposed solutions.

_Contexts for Needs Assessments 5 o oo . N0 a

Educational needs assessménts typic‘?xlly involye three types
of institutions: (1)} a 3¢hool district, a school or group of related v
- schools, or a department or grade-level within a school; (2) a
" college. or university concerned with teacher education; and .
(3) the community(ies} in whiéh the schools_are located. In " -
each, people, programs, and organization are donsidered. Ex-
~ hibit 3 #llustrates thé.intéraction of the three targets of needs S
" ,assessments and the three contexts. L B :

Exhibit 3: Interaction of Contexts.

~r

_ and Targets of Needs Assessment ’ o _ e
) . Context for Needs ' Jargets of\ﬂeé‘ds Assessments
S Assessments /People - - Programs Organization
* o : b - c . - .
School B X X X
yo . : . -
L ‘ S - ; P~
. " - BRI . . ¥ :
Colleges ~ fo T X . X X
LA R . ~ . " ,
‘Communities . , ‘ X . X . X
. Eachlintersection (X) of a target and a.context of a needs »

assessment represents an area of study. As the system js con-
" ‘ceptualized, each of these nine target/context areas can ée con-
sidered! in isolation as wellas in interactidn with all the
others. Dealing with-any one of them, hawever, is likely to
affect the others. This is particularly true-wheén a cluster.of = .
schools,«a college, and a community team jointly make
- chgnges|in their programs. Néeds assessments at the ‘college,
for example, affect those being ‘conducted in. the schools and .
_ should bp conceptually related. Likewis‘e, school efforts affect L
X ~ the comt;;nunity and other colleges. . S

T -
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Stages of Needs Assessment

) Application of the concépt of needs assessment leads taq sev-
____ " f yeral basic stages in its implementatign. The interaction of each -~
. stage with the targets of the process is illustrated in Exhibit 4. .
‘After needs are assessed, objectives and strategies for meeting
these needs are developed and implemented, then evaluated -
and revised as necessary. Since the targets are interrelated,
they are considered i in every stage with the exception of Stage.
. One, Goal Formation.
 Three phases of the change process are illustrated in  Exhibit
4, Assess Needs, Develop and Implement, and Evaluate and
“Exhibit 4: Needs Assessment Stages
within Systemic Change Process a
' GTAGES . TARGETS -
' People *  Program  Organization
T
8 . 1. Goal Formation . X . ‘
. 2@ z.‘gata’Coll‘ecngr_\ on . Xe X ° X
<z | = Current Conditions . )
| 3. Needs Analysis _ : X X .
] 4 Objectives Specified X X
g é That.Are Based on _
v 5 ..@|* Priority Needs - . o
i E?QE 5. S(.rdtegy Development ; X X X
_ ' 6. Program Implementatien - ) X X X -
” xg g| 7- Program Rvaluation’ X X' . X
3R | 8. Revision X X, + X
sl ¢

2 N

Revise. This book is concerned only with the first phase—
Assess Needs. This basic: phase leads to actions in the other

two. Within each of these phases is an embedded process loop.
Needs assessments are planned, implemented, assessed, and
-revised on the basis of feedback. Development and. im--
plementation of recommendations derived from the needs as-
sessment also.follows the same steps. Plans are made for de-
velopment of resources and implementation of processes;
these afe implemented, tested for effeqtlveness, and revised

16 ° The Process of Needs Assessment
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" Evaluation processes and instruments are also planned, im-
plemented, assessed, and revised. .

«._.__.. Exhibit 5. Process Loop for Needs Assessment. . - . ... . oo

-

Plan——_-—ﬁ Implement ———» Assess Programs

. Revise =
and the instruments being used in the change process. This
important to a project designed to bring aboutichange.
Needs assessments that attempt to identify all needs or areas
for improvement are likely to be unsuccessful. Such com-
préhensive changes require a lpng process of identification
without appareiit progress beirig made; they result in a nega-
tive view of schools; and they tend to inhibit rather than
facilitate progress. , .
The needs assessment should lead to a series of change-
process goals that are delineated in ever-increasing specif-
‘icity. In the heginning of successful change efforts, quick and .~ 7
positive changes are vital. Readily implementable gains stim- _ '
ulate the overall effort. While a.series of stages is described -
herein, it should be noted that they are neither linear nor
singular. They tend to be cyclical, leading back toward recon-
ceptualization and refinement of needs and strategies but with -
an almost infinite number of smaller refinements based on
feedback from analysis of the system. Further, the more effec-
tive systems involve multiple levels of needs-identjfication—
- .some directed toward short-range objectives; others dealing
- with more perpasive needs or involving moye complex and
long-range strategies. : . :

These brocess loops encourage refinement'of the procedurf?

Criteria for Evaluating the Needs Assessment Process

An early decision concerning needs assessments relates to ——
the qualitative assessment of the process.itself. Several sets of '
- criteria provide models for those charged with this responsi- .
bility. Kuuskraa (1971) stated the basic criterion in these  /

-
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words: “The needs.assessment approach must meet one acid
test: it must provide sound, useable information on which to
base program development and planning.” _
— -~ Benson; Croft and Hyb¥rtson (1973, p, 3) Tocused on the

procedures to be employed as well as on the outcome:

Needs assessment to be of value to a school community, must

not be so obtrusive and challenging by its nature that it intimi-

. dates the potential user. It must be analogous to a snapshot pic-

© ture: it must be expeditiously obtained and clear in its image.

- Similarly, a needs assessment process should be accomplistted

S within a reasonable pertod of txme yet accurately portray its
s ~ findings. .

Kaufman\1972, p. 29) listed three criteria which charac-

terize needs assessment systems. They were concerned with

the validity of the processes used- relatnve to the desired out-

comes:

1. The data must represent the .actual world «of learners and related

people, both as it exists now and as it wnll could, and should exist in
“ +  the future.

2. No needs determmation is final and coplete; we must realize that any
statement of needs is in fact tentative, and we should constantly ques-
tion the validity of our needs statements.

. 3. The discrepancies should be identified in terms of products or actual
behavtors (énds) not in terms of processes (or means).* ‘ 0

<

. The needs ass/essment guidekines promulgated in Exhiblt 8
- provnde a viablg set of criteria. If applied to university pro-
grams, some mgq fication would need to be made.

L ¥

" Exhibit 6: Evaluation Guidelimes for Needs Assessment
Source: Educational Systems Associdygs, 1972

!
-

- The needs assessment strategy should conform to the following considerations

about planning, management, and resources of local education agency.

a) Are the personne! involved in the program knowledgeable about evalua-
tion, systems design, survey research, statistics and management theory,
sampling and data- processmg techniques? .

*Roger A. Kaufman, Educational System Planning. © 1972, p. 29 Reptlnted by -
parmission of Prontice-Hall Inc., Eng!ewood Cliffs, New lomy v ;

~
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b) Have ‘sufficient funds been allotted to adequately accomplish comprehen-
sive educational needs assessment? Te

€) Has there been community-wide involvement in the planning?

d)- Are lines of communication and responsibility clearly established?

e) Are all pmigs_mmmiuedxmheneedﬁsmmnrandmmennal results? |

2. The Strategy used should meet_the following ctiteria:

B achieve each objective included in the strategy?

' B Are student learning goals established-for the purpose of deter}ﬁining ch}l-

a) Does the overall contept of educational needs assessment define an edy-
cational need as the difference betweenthe current status of the learner and
the desired lparner dutcomes? -

Does the assessment strategy include both lopg- and short-range objec-
tives? - ' '

¢) Does the strategy .include specific activities which hava. been designed to-

b

-~

d) Does the strategy include a time frame for accomplishing each activity?
e) Is the strategy sufficiently constructed so as to consider all the required
elements? )

dren’s needs through the educational needs assessment?

8 Are the student lea'rning goals behaviorally stated and representative of

cognitive, affective, and psychomotor learning?

=

objectives? _ ,
1) Does the strategy include provisions for collecting data about student
learning objectives into three categories: L ‘ T
1) perceptions of the community (including business and industry), edy-
~ cators, and the learner with regard to the relevahce and importance of
* _these objectives; '
) criterion-based test instrumetts to determine the extent to which student
Siearning objectives have n achieved; - . : .
3) relevant démographjg_ gafﬁ bout the learner. .
1) Does the strategy include provision for a data sample from which validity
-‘can be determined (i.e., are we measuring what'we purport to)?
k) Does the strategy include provision for a data sample from which reliability
can he d'_etermin‘ed (i.e., are we measufing accurately and copsistently)?
I} Does the needs assessment strategy include provisions for cdllecting ap-
propriate information on specific sub-populations? '
m) Does the strategy include provisions to assure that the data colleéted is
- manageable and current? : :
n) Have the instruments which are designed to collect data been tested thor-
- oughly on a pilot basis? . R
0) Have procedyres for analyzing data beeh thoroughly tested to determine if
all data collected can be appropriately utilized and treated? - - ’
P) Can the conclusions drawn from the interpretation of data be supported?
.9 Are there logical and ensible procedures. eswmblished for determining

Are the student learning goals sufficiently refined to make them measurable |

criticality of education needs identified by data for the local (and state)
«  educationat agency? ’ S TR

P

N _ X

- -+ Defining the Concbbt_ 19




o

. ~ .
~ *

Summary

Assessing the needs of schoot or college students is a vital.

process in improving education. The first stage in the process =~
_is to determine what ideal conditions or goals are desired.

This is discussed in greater detail in Chapter 4. The second
stage in the process, copsidered in Chapter 5, is to assess pre-
sent conditiops. Finally, the discrepancy between current

conditions ‘and " goals is determmed This third stage is the .

subject of Chapter 6.

Manning for the needs hssessment is dlscussed in Chapters
2and 3 while Chapter 7 considers the stages following the
needs assessment d

In the second section of the book, three chapters provide
support resources for the needs assessment. Chapter 8 outlines
several models of needs assessment systems while Chapter 9

describes processes that could be used in-facilitating
~ decisiofi-making during needs assessments. Drawn primarily

from futures studies, they provide useful resources in making

a study of needs. Finally, Chapter 10 discusses study variables

and instruments for data collection.
This book was written for those persons who seek a guide to

designing and developing needs assessments or a reference for °

refining their assessments. Because several alternative ap-
proaches to the same problem are described in some cases, the

reference at times may become ponderous. However, it was ' .

written primarily for. persons with httle or no expenence in
the field.

e . *
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: Planning for Needs Assessment _' o
Process and Perspéctives . -

A large urban school district had just been awarded a federal
grant. The initial action taken by the district’s Assistant -
Supermtendent for Federal Programs was to appoint a bright,

" young director who would assume responsibility for planning _
and organizing the project to meet the ob]ectives for the mltial S
planning year. . -‘ T o :

Objective 1 in the proposal was to conducit il néads assess- IR
ment. After ldentlfylng ject staff membew, the dlrec;or g

. made arrangements for meeting this objective. First, a friend
in another state was contacted to forward the instruments and. {/ .
a computer program that had been used in con ucting a tieeds .

~ assessment for another federally funded project. The director
was very. pleased Having these instruments and ‘the computer
program would save untold hours and resources. E

The next™step the director took Was to set up a steering i
committee to assist in dissemlnating information about the
needs assessment and to help establish dbjectives for the par- . -
. ticipating- schools. “Two PTA presidents from the included . -
schools were invited to serve on the committ ‘along with the

e . ".Dean of Education from a local university. The director also e

' .~ asked the president-bf the local clamoﬁqn teachers’ associa- -~ -
tién to be a member. The school district 'was Tepresented by ",;';.,'
the Assistant Superintendent for Fecjﬁ'al -Programs‘and the,

. .- president of the student council in the particlpating high";"‘ :

school was asked to sérve. Thus, committee membership ‘met .
federal guidelines that planning include representation from

1)
&
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o ‘!*’
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the community, the schools, the teaching profession, and the
institution of higher education—partners in the educational
~ process "that would be involved in and affected by’ the ac- -
tivities of the project. . ‘ . ,
At _the first' meeting, the steering committee réviewed the
instruments selected for needs assessment and received a de- .
- tailed description of the computer program to be used in the
data processing. The advantages of using the exgsting instru-
ments and program were discussed. The assistant superinten- - .
dent complimented the director on the preparation and deci- '
. sions, and it was moved that the project be continued as the g
director saw fit. The committee gave unanimous approval.
Multiple copies of instruments were made f parents,
teachers, and students in the participating .schools. These in-. )
s,trgaments were delivered to the principals of eacl%nool with -
th ‘

request that they be distributed and.collected/fipon com- -
pletion: The director was proud that the needs assessment was
proceeding so smoothly, would be finished very early¥n £e
planning year, and had taken so few resources. . ‘
Then trouble begati. One principal called the assistant
superintendent to inquire about ““this mound of peper that has
" bean delivered . . .” and refused to distribute the instruments
without more information. Some incidents reported in schools
where the instruments were distributed included: -

1. A member of the local chapter of a national teachers’ union called a
mesting to organize a formal protest becayse they were not involved in

: the development of the needs dssessment. e
* 2. Innumerable parents called principals inquiring about the purpose and
use of the instrument they had received. o,

* 3. Approximately fifty pegcent of the instruments were rgturned uncom-
pleted because parents or students did not understand, the wording or
language of the instruments.-.- : :

4. The Director of Community Relations for the district wrote'a memo to ,
‘the superintendent protesting,.the distribution of instruménts in the
e fommunity withouthis knowledge and involvement. -
* 5. Tedthers complained to principals that the items on the instruments
< ~ did not focus on, the relevant areas. of student needs nor on teachers’ .
* - perceived needs for staff development. Some.aiso lained about
the instructional time required for student\r to res to the instru-

ments. S
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While this incident is exaggerated, it does point out the

importance of planning for the needs assessment and the way
initial decisions can affect the éntire needs assessment pro-

.. e e ———es

_ - ---...cess. English-and Kaufman (1975, p.-14).wrote, “A- great-deal—- —

of planning should precede the needs assessment. Questions
about involvement, how the idea will be introduced, an-
ticipating problems, and developing the capacities to handle

- the data when gathered are only a few of the queries that must
- be answered.” K . , '
This chapter focuses on several imporfant aspects of needs -

assessment that should be considered before planning is ini-
.tiated. These-include, a proceds for planning, a discussion of
the relationship.between needs assessment and institutional
change, and the involvement of individuals and groups af-
fected by the needs assessment. Specifically, the chapter will

address
!

-

1. Planning as a Systematic Process.
2. Needs'Assessmént and Educational Ithprovement.
3. Colaborative Planning.

~ As often”as possible, specific examples of the topics
addressgd will be included to give needs assessment planners
ideas that can be used in local projects.

Planning as a Systematic Process

Agg endeavoer which aims to valjdate or improve edyca-

tional practice presents a complex problem. As pointed out in

Chapter 1, such endeavors involve a number of institutions
and role groups and are imbedded in the social' milieu in
which schools carry ou their functions. Cooper and weber
(1973) highlight the\g6mplexity of such problems by iden-

" tifying some ‘reasons that many educational improvement

_projects are-unsuccessful:
1. There is a limited conceptualization of the total project.
2. Most projects are designed without a research. base.

3. Goals, when stated, are too vague.
4. Changes and innovations are made in piecemeal fashion.

24. . The Process of Needs Assessment _
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5. Most decisions are made lacking an adequate data base.

6. Programs remain largely unresponsive to change in the internal and
external environments. ) . '

. 7. Programs are not client-orientad. . €

~ In-addition to these reasons, two others are evident in' the
failure of needs assessment projects: '
1. Failure to involve ahﬁ secure the commitment of key individuals who
will be instrumental in administering and carrying out improvement
projects (or needs assessment). ’ L
2. Failure to consider the reality of constraints in terms of time and re-
sources. : Lo . :

.

All of these reasons provide a gilideline for planning and
can be used as criterfa on which to base the planning process.

They’ also emphasize a ratiomale for extended planning for .

- needs assessment and for using a systématic process for de-
- cision-making. - A R :
In general, a systematic planning process is defined as a

rational, logical process invalving conitinuous data-based de-

-cision-making. A majer step is the development of a document -
- whick illustrates a sghedule\of events for ceffducting .a needs

assessment and for lising its results-in e.dﬁcational improve-
ment. Such a document includes spggific tasks to be com-

pleted, resources needed, people-to be ,involved, seeds ‘as- -

séssment organization, and a description, of hgw needs ‘ds-

sessment relates to the eritical components of ‘educational in-
stitutions. - S ' v

"+ According to Kaufman {1977, p. 60), a systematic, planning’ - |

Process is “a generic prgblem-solving tool.” That is, it not

‘only tan but should be applied to ahy problem or problem |

phase for which a systems approach is appropriate.
A systematic planning process includes Identification and

., Justification of a Problem, Analysis of the Problem, Collectign’
of Relevant Information, Generation of Alternative Solutions,

~8election of the Best Alternative Solutions Based onvAvailable

Information, Development of Strategies to Implement the -

- Selected Alternative, Implementation of the Strategies, Col-
* lection of Data About Strategy and Solution Effectiveness, and
. . ) ] . S - _
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*

Decision to Continue with the Solution or to Select Another:
Exhibit 7 shows the flow of steps in this process. .

The primary concern in systematic planning is the de-».

illustrated by referring to the vignette described at the begin-
ning of the chapter. I preparing for the needs assessment, the
director had identified a problem-—What instruments can be
used to collect data for the needs assessment? A strategy of

- velopment of udequate information for decisions. This canbs

sorts was identified to solve the problem. If the systematic -
planning process had been,followed, the director would have

had more information on which to base decisions which might-

suggest a much different solution to the problem. Examples of
the types of information that could have been used for this
problem—identifying needs assessment instruments in each
step of the planning process—are shown in Exhibit 8.

If the: director in the vignette had employed a systematic -

planning process and had based decisions on the type of in-
formation described above, several prablems could have been

avoided. With the information collected, the director could

have developed a schedule of events showing what would be
accomplished, when it'should be initlated and completed,
what resources were needed, and who was responsible for
carrying out specific tasks. The decisions made could have

reflected input from a number of individuals or groups to be

affected by the needs assessment while resources for carrying
out the project could have been available during implementa-
tion of the plan. With information collected during ims
plementation, decisions could have been made about the ef-
fectiveness of the strategy and about the feasibility of the so-

lution. Most important, data would have been available for -

justifying the problem addressed and forsupporting the deci-
sions made. Also important is the fact that many of the people
affected by the needs assessment would have been involved in

data collection, and information abopnt the project could have,
. proceeded in a much smoother fashion and with fewer reper-

cussions from those involved. = ‘
‘Having adequate information, however, does not guarantee
that quality decisions will be made. Observing some cantions

i
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- : Exhibit 8: Typespf)ﬁformation . ‘
~ < . X N X
T - Relative to Systendatic Planning '
¢
, PLANNING — EXAMPLES OF RELEVANT INFORMATION * 1
T o T PROCESS 77 TG BE COLLECTED
1 entin v s the problem crticat to the sugeens ofthe needs assess-
. . ] anek mg-nl"' -
s T lustify - < I ot B essary to resolve this pmbk-rp n urder 10 umdu(tlhe
. Problem needs assessment? -
. . [ .
! Analyze \_Nhal are theg ntical tactors attecttng selection of needs as- «
Problem . " sessment instruments? ]
* ~How will instrument selection aftect the ¢ollet ton of data? ,
. . . s ) the overall needs assessment process?
~Who should be involved in the selection of the instruments? ¢ M
3 Collect - Who will be responding. to instruments? & S
) ; Data ~What are the characteristics of the populations that will re- . -
‘ spoad to the instruments? JEEY '
<. . —What are the most essential ateas of school programs about " v
- which to collect datat .
, —What are some of the teasons for fallure of existing pro !
= . 4 grams? '
—What groups express dissatisfaction with exastmg-programs? "
.4 identity : —Are there existing instruments that can mrovide data? .
C e "Alternative  —Whll existing instruments require modification to fit within *
~ the framework of this needs assessment? to be more Appto-
pnate for populations to be tested? -
—\Will new instruments have to be developed? ' .
A F f
. 4 5. Select ~—Which solution’i€ most attractive in ternts of the use of data .
Solutron 1o, be collécted?
1 . I —Which solution is most feasible in terms of available re-
sources? time constraints¢
) —Is expertise available fo: modifying exus:mg instrumengs? for | :
© ) developmg new instruments?
¢ Develop  (Assume solunor; selected was to develop new instruments) .
- . Strategy ©  —What are the specific tasks (writing and refining items, de- _
N ' _ veloping interview protocols, etc.) that must be ac- >
- . complished in the development of instruments? - N
—In what order should these tasks be initiated? comql-tea?
. —How much time can be allocated t¢ instrument develop-
ment® - .
—What resources (secretarial support, computet ime, | .~
. a0 supplies, consultants, etc.) will be required?
—What types of data are requited to determine tho’ﬁecnve-
ness of the instruments?
. o —Where and with whom should the inmumenq be. pilmed?
' _ o ~How will validity and reliability of instrumenb be deter-
. —_mined?
. 7. Implement s instrument dn'relopmem proceeding on schedule?
’ Strategy —Were adequate resources albcaed-for instrument develop-
ment? o ,
‘» . . v . : " v '
- . : - ' A
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can greatly facilitate planning/An—intemational Business Ma-
chines planning manual (1963, pp. 16-17) and other sources
have listed several concern areas in systematic planning.

These ume&hstimptope;-deﬁn#ien—eﬁhepmb}em-ag-mw-i -

impediment to planning and,decision-rhaking: Failure to de-.

fine the problem in’terms agreeable to everyone, to see all

related aspects of the problem, tg distinguish between evident

and actyal causes, to recognize the value of communication
among persons affected, and to recognize blind-spots and
prejudiges are consideréd impediments to problem definition.
Other
percéiv%)xg the problem as unimportant and refusing to accept
-new information about the problem. .

A segond area of concern is ineffective data collectien. Fail-
~ ure to jinvolve people affected by the problem,. to r':c%gnizé

that feelings are as irhportant .as facts, to assess needed re-

sources, to interpret data, to relate them to critical aspects of *

the prpblem, to make assumptions, and to distinguish between
facts and assumptions will seriously hamper the collection
and dpplication of useful data. Another concern about data
colle¢tion is thb inability to detesmine how many data are
needed to support decisions ancf failure to recognize that
. complete data collection is impossible. : .
A/third impediment is the failure to develop and corisider
alternative solutions. Failure to identify enough alternatives;
to consider the effects, implications, and consequences of each
alternative; to establish criteria for alternative selection can
Hmit the' planning process and the potential for suctess.

‘ Tfhese impediments ‘are particularly critical for needs as- .

~ sessment. Because so many institutions, groups, and people

 are affected, a major danger is getting so involved in the plan-
ning process that the needs assessment never gets out of the-

~ drawing bdard stage. However, being forewarned about possi-.
ble hang-ups should help planners avoid many snags. before .

they happen.

. “Systematic Planning for Needs Assesstent : '
. Systematic planning points qut the types of decisions which

5 Planning Process and Perspectives 29

ncerns associated with problem” definition involve




"'\- should be made and the types of information helpful for mak-

ing decisions. It also provides some guide for the sequence of
decisioning. It does not, however, identify the problems to be

- addressed when planning for needs assessment. Application -

of a systematic planning process to the stages of a needs as-
sessment model cah help identify these problems. While it is
the responsibility of each project to identify the stages and
their sequence in assessing needs at a specific site, the model
contained in Chapter 1 can be used to illustrate the relation-
ship between systematic planning and needs assessment. .
Each stage of the needs assessment model can be consid-
éred a “‘problem area.” If the director in the vignette had used
this needs assessment model as a guide, several other prob-

lems besides the identification of instruments would have

been apparent. The director might have alsa realized that the
problem of instrument identification was out of sequence.

In developing plans for the needs assessment, each step of a

' systematic planning process should be carried out for each’
stage of the needs assessment model. Exhibit 9 iljustrates this .

relationship. For Example, in Stage 1 of the model, setting

goals is the first problem area to be addressed. To develop a

plan for setting goals, each step in systematic planning should

be completed. The problem is justified and analyzed; data are
- collected; alternatives are generated, and one alternative is

selected. For this alternative, a strategy for setting goals is
developed to include tasks to be completed for setting goals,

timelines for task completion, required resources, responsible

groups or individuals, people to be involved, etc. The chosen

strategy is implemented and evaluated, and decisions are -

made about whether or not the strategy is effective and should

. be revised or replaced. When this cycle is completed for goal

setting, it is repeated in its entirety for the next.phase—data
collection—and for each subsequent stage in the needs as-

sessment. Thus, when *planning is_gggplete, there.ivill be

strategies or plans of action for each stage.

It is important to note that as systematic planning is applied
to each “‘problem area” in a needs assessment model, other
more specific problerfis may emerge. These problems are also
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and Needs Assessment Stages

Exhibit 9: Interaction of "‘Pla-nn,ing Process
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subjected to tHe stebs of ssttematic'plahhing.(ii‘ they are _cén-_'

“sidered criticdl to the success of the needs assessment), and

~ the strategies devised for their solution become a part of the
.overall plan. : ?&p{ ' IR
The theory of systematic planning, when.proper cautions
are obderved, is well-suited to the complex practice of educa-
tional plarining. Its application in the context of needs as-
sessment provides for a total conceptualization of the project,
specific statement of goals and/dy problems, and adequate in-
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. formation for decisioning, It also allows for the involvement of
S mﬁrﬂdﬁaﬁmﬁﬁ‘eeﬂﬁﬁmﬂmes the
. consideration of time and resource constraints. Thus, sys-
. tematic planning will meet many of the earlier identified cri----.—

teria that are necessary for the success of educational im-

provement projects. In order to meet all of the criteria and to

-assure a comprehensive. data base,. planners- must consider

needs assessment in relation to the overall educational envi-

ronment and to its potential for validation and improvement. -
- These considerations provide a further context for systematic
planning and ‘more specific information for decision making.

Systematic Planning and Educational Improvement

It is important to recognize that, while needs assessment’ \.
does not'imply change in educational institutions, it may be a —
prelude to change. That is, it is possiblé or even probable that
needs will be identified and that decisions will be made to
make changes in components of the educational institution to
meet those needs. For this reason, planning for needs assess-
ment requires a perspective that places it in the dntext of

. change-in educational institutions. ‘ | |

When specific plans of action for needs assessment are de-
veloped, it is necessary to consider two important relation-
ships: (1) how educational institutions interact with the social,
political, and economic community to define the educational
needs of students; and (2) how needs assessment results are
used to redefine missions and functions’ in educational in-

© ® stitutions. In discussing these-relationships, it is helpful to
think of systematic planning as an ongoing process which can
link the educational institution with the broader community.
An illustration of these relationships and the way systematic
. Planning links the institution and commupity is provided in
the Strategy for Facilitating Educational Change (Exhibit 10).
. In the Strategy for Fatilitating Educational Change, sys-
‘ tematic planning and.needs assessment are processes used by :
T '/‘.the institution and the educational community to detefmine ———
- the direction of change, the specific activities to be carried out
in effecting change, and the criteria to be used {n evaluating .
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Exhibit 10: A Strategy )
for Facilitating Educational Change
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change. Both the educational institution and the community .=
‘ _participate in systematic planning to identify needs and the
. changes required to meet needs. During needs assessment, ,
+~ discrepancies between what is desired and what is are sought. e

Discrepancies (needs) identified d 'ring needs assessment
provide an impetus for change (either in the components of
the institution, the educational community, or both). Based on
-;Q;A‘.,o:o; ). DN -and 8-community develop-plans -

of action fof meeting identified needs. Development and im- = - »
- plementation of these plans are considered the vehicle for - .
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_ change through ‘which mstltutlonal components are modlfied
-~ {5 meet needs.

The change stategy defines the educotzonal commumty as
-the students-in—the-schools- in-a-specific- geographn'ﬂegion*
‘their parents; the social, political, econémic organizations

served by the school(s); the institution(s) of higher education - -
+  that provide training for preservnce and 1nserv1ce educational
* persannel; and local, state, and federal agenmes that regulate
and fund public education,

‘All of these components are viewed as interacting directly
with the schools. All have a vested interest in the success or
failure of schools in achieving their mission. All contribute
something to the functions of the schools. For this reason it is

._desirable that they are involved when needs are a$sessed and
when strategies for meeting needs are developed. Information -
about them—their specific and general characteristics, their
expressed educational goals and concerns, their formal and
informal interaction patterns—should be an important con-

- sideration in planning. '
This strategy also assumes the critical components of the
-~ educational institution to be curricular programs designed to
meet the educational needs of students, organizational struc-
tures -established to facilitate program development and-im-
* plementation, and peeple who interact with these components
in the institutional setting. They are identified as the critical
targets for Eoth needs assessment and for institutional change.
It is also assumed that these three coniiponents are functionally
related so that actions or changes in one effect actions or .
changes in: the others.

Any needs assessment or educational improvement problem 3
subjected to systematic planning should be justified and
analyzed in- terms of.these targets. Information about them
should be collected and used when alternatives are identified -
and selected énd when strategies are devised, implemented,
and evaluated. At any point in the planning process, a prob-
lem may be identified in relation to the organization, the pro-
grams, or the people within the institution. If such i#the case,
the identiﬁed problem is fed into the planning process; and
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| sttategies are developed for its solution.

. Another aspect of‘the institution that provides inforntation _
for planning is the climate existing within the institutiorn. In :
: L—MWMMHTWMF .
.- change. The assumption is made that the affective atmosphere
within an educational setting can ‘positively or'negatively af-

fect the guccess of the institution in carrying out its mission. .
The climate can also affect the outcomes of the needs assess-

. ment and the success of educational improvement projects.

Commitment, support, and feedback have been identified as
factors gritical for creating a climate conducive to the success
of needs assessment and educational improvement plans. The
degree to whiclrinvolvement is rewarded and is perceived as .
desiraple, involvement is non-threatening and supported with
adequate resources, and information about involvement is dis-
seminated affects the success of both planning and im- (
plementation. These co nents of the climate provide
another source ofjproblem¥¥hd of information for considera- -
tion during systerfatic planning. g oo -
~ The strategy disc@sed in this section provides a perspective, |
- for needs assessment planning. The perspective is particularly
helpful when educational institutions are trying to be respon-
sive to external forces, such as mandates for integration, bilin-
gual programs, or accommodative education. While needs as-
sessment may not precipitate change, no project to change
educational institutions should be contemplated without con-
ducting a needs assessment. The strategy presented here as-

* sumes needs assessmeént to be a prerequisite for institutionél
change. As such, the manner in which the needs assessment is
conducted can have great impact on the potential for success.

~* ,  of educational improvement projects. During- this needs-as-

" sessment, individuals can become informed about the project

and its mission. Having the opportunity to become involved in

< projéct tasks, they become committed to the project’s gdals.
» " .+ Collaborating’ institutions and groups can focus on project-
. related tasks instead of on their separate goals. and agerida. . ..

.. Roles can be defined while'interaction patterns and comniuni-,

. cations channels can be established. Systematic planning be-
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<+ fore the needs assessment begins is necessary to assure that
these processes yield positive results and that the Aas'sesSment‘
: prﬁiide‘s a valid basis for total project planning.

... The strdtegy also assumes that as-institutions-and-the edu—- ——
cational community participate in.the processes of change- ‘
based on identified needs, resulting changes will become
“institutionalized”’—the clianges will become an ongoing part

, of-the institutions’ operations. Inherent in this assumption #s
' the belief that the changes will be.evident in the institution’s _

programs; organizationgl structure, people, and affective cli-
mate.* : ~ ®
Viewing planning as an ongoing process through which in-
stitutions and communities interact to identify needs and de-
velop strategies for meeting needs provides a context for
- 2. analyzing problems and develqping solutions. If the Director -

. - in the vignette had considered the community and potential

institutional change when planning for needs assessment,

. .~ many sources of specific information could have.been iden:

s tified. These,&gurces of information—components of the edu-
- cational community, components of the educational institu- -
. tion, and affective atmosphere—should be tappéd when plan- = .

+ .. nipg-for needs assessment. They should also be considered

% when plans are being developed to meet ideritified. needs.

Collaborative Planning s

‘According to the strategy presented in the preceding sec-. - *
tion, perhaps the greatest mistake in the planning process
A magde by the director in the vignette was the failure to involve
. -those people and groups affected by the needs assessment.
. Kaufman (1972, p. 30) states: | - e

* *This strategy wng based on’a conceptualization found in W. Robert Houston,
Strategies and Resources for Developing a Competency Based Teacher Education .~
Program - Albany: New York State Education Department, 1973, p-2-3. It was further
defined in Sarah-C. White, Teacheg Educator: Master or Misndiner, 1975, pp. 8-10,
and in the University of Housto ston Independent School District Eleventh Cycle

. W.~Robort Houston, Robert B.‘Ho'w:u!mL james M: Cooper, and Wilfor_d_Woben
S .'Exploring Alternative Strategies for Institutional Change”, Chapter 21 in W. R. *
" Houston, Exploring Competency Based Education, Berkeley: McCutchan, 1974.
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So far as possible, in conducting a needs assessment, we should
L include all the partners in attempting to achieve educational
' } success. These partners include, at-least, the leainers, the par-
ents and community members, and the educators. An effort to

dmmmumgm“%&wmwm:
* - tion runs the risk of presenting a seriously biased starting point

: for educational design.* ~
Equally criticat is the mattét of how and when these people are
ineluded (English and Kaufman, 1978, pp. 14-15.): o

L 3 o ' . .

If classical educational planning has suffered greatly from any
particular weakness, it has been the lack of meaningful citizen
and student input in the process of planning, particularly in the
establishment of goals for the school system.- Any question re-
garding the necessity for citizen and :student involvement in :
_ establishing a needs,assessment for the school systent can be
! referred to the basic tenet that the schools bglong to the psople.

‘These state{xents emphasize the desirability of involving
‘those affected by the needs assessment—and those who have a
vested interest in the operations and outcomes of educational
institutions—in planning for the needs assessment. Witkin
(1975, p. 19) offers further support for this point of view:

* When you involve the community ini the pfocess, you are likely

' g to find more acceptance for the resulting plans and policies than
if educators alone assess the needs and make the decisions. Also,

7

when dissiderit as well as supportive groups are given a voice
and their participation is invited in a constructive fashion, there
is a better chance of reaching consensusgon the areas of greatest
#. . need and upon proposals to meet those needs. .
. ) 1 T
’ ~ . r . -‘ .
Thus, a rationalé is provided for including a range of

. groups, individuals, institutions, and agencies in planning for

both needs assessment and educational improvement.

Further, it is implied that the broader educational community -
- -should have a more meaningful irivolvement than a mere re-
. Sponse to a needs assessment instrument..To derive the full -

“

—_— o P co * . :
*Roger A. Kaufman. Educational System Planning, @ 1972, p. 30. Reprinted by

permission of Prentice-Hall. Inc., Englewood Cliffs, New Jersey: A\
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- ning, planners should strive for comprehensive representa-

- "assessment is how members from the broader educational

- __letic_support organizations), neighborhood associations, . _
. ‘political and/or ethnic: clubs, university affiliated organiza-. :

-

<

S s z

benefit of community involvement in needs assessment plan- hd

.tion and for maximum involvement in all phases of planning

_and implementation.’ I N T —

. A major consideration in collaborative planning for needs

community will be identified and selected for involyement in -
the needs assessment. The Houston Needs assessment System
(Houston and Bain, 1972, p. 1I-37) developed a set of ques-
tions to be used in analyzing this problem. These questions
can provide guidelines for planners: | "
1. How many significant groups exist in the area?
2. What is the maximum number of members who can effectively work -
together? ) < _
Will the members be selected or elected? i
If selected. which individuals will comprise the selection body? -
If elected, what process will be used to elect the members?
How many“individuals from each referent group will be on the com-
_ mittee? . ' e
7. Will the committee grembers receive monetary rewards of other incen-

tives for serving on the committee? .

DU e w

HNAS ‘(Houston and Bain, 1972, p. 1I-17) initiates the

- selection" process with a demographic analysis-of the attend- .

ance area of the selected site school(s). A socio-economic pro- r
file is developed to determine the community character- -
istics—age, income, Bbusing, occupation, level of education,

, and ethnicity. The Phi Delta Kappa program also uses a de-
mographic analysis to initiate one of the recommended selec-
-tion processes. s o '

Following a demographic analysis, both Houston and Bain

*(1972) and Kiser et al. 11975) recommend the identification of .

existing organized groups as a preliminary step to selection.
Some of the groups suggested by both systems are civic clubs
(e.g.. Kiwanis, Lions), school-related groups (PTA, PTO, ath--

tions, the Chamber of Commerce, local churches’and auxiliary &
groups, labor union locals, professional and business groups, ‘g

»\.i

. N H N - ’ . \
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" and governmental agencies with substantial clienteles, -
In addition to these; it is lgnportant to remember the role
groups within the educational institution. Teachers, princi-

pals, counselors, paraprofessionals, student groups,-and-chubg- - - - ..

— ~——eryeial since “unorganized-elements-are-likely-to-be poorer.

are among the within-school groups that will be affected by
the needs assessment and that should be included in col-
laborative planning. ' N L

A second strategy is to determine individuals who are rep-
resentative of identified organized groups. Some criteria that
should be considered in determining individual representa-
tion from organized groups are: ?

1. The extent to which individuals reflect the values and views of the-

organization. . ,

2. The extent to which the individual is able and willing to serve as a

commur{ication liaison between the group and the needs assessment.

. Several existing needs assessment systems make the as-

sumption that formal or informal group leaders can best meef
these criteria. The Houston Needs Assessment System, for
example, recommends selection of the formal leader because

.identification of informal leaders.is costly and time consum- .

ing. Kiser et al. (1973, pp. 48-49), however, specify an ex-

tended process for identifying informal group leaders. In this |

system, a nominating panel from each organized group rank-

-orders ‘the group’s ten most influential members. The indi-
vidual rank-orderings are compiled in a master list and again
rank-ordered on the basis of frequency of nomination and on
rank given in the individual orderings. This list is submitted
to the school superintendent who selects five names from each
organization. The five names are submitted to the board of
education which makes a final selection of two' members from
each organization. ' -

Also important to collaborative planning is the identifica-

" . tion of members who do pbt belong to organized groups. Ac-
. cording to Houston and Bain (1972, p. II-22), this is especially ~ °

less well-housed, fed, clothed, and educated. (A needs as-

sessment) iﬁvol\(jng_ only organized constituency groups will |
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be biased against those who probably have the greatest educa-

- tional need in the commumty" ’

One model suggests holding public. meetmgs which are

well advertised through various media -(e.g..- ‘newspapers; - -
radio, T.V., billboards, posters) and uging publi¢ opinion polls-
to inform and to contact md1v1duals not members of organized

groups. ’

Kiseret al. (1972, p. 47) also mcludes a strategy for selecting
cammunity influentials wiwp may not belong to organized
groups. This strategy 'mvelves the identification of community
or school-related issues, recording names of individuals who

speak outon the issues at pubhc meetings (and their position-

on the issue), récording the position which emérges as a reso-
lution of the issue, apd selecting as potential committee mem-

bers individuals who took winning positions.

Other selection strategie§ identified in review of the needs

_assessment systems called for random sampling or stratified

random sampling of the total community. Instructions for both
procedures dte described in Chapter 5 of this document. ,
Election and direct appointment are other strategies used.”
These two procedures are ®specially prevalent in selectlng
students and educational personnel to participate in the needs

: assessment Some guidelines for selecting students (Georgia

State Bepartment of Education, 1974) specify that:

| Student representatives should be carefully chosen to reflect the
+ characteristics of the student population. Therefore, principals
should select students from all races, both* sexes and with vary-
ing interests-and levels of academic achievemerit. Special cau-
tion should be taken to avoid selecting only students whose
record of participation is high. .. . The number of students on
" the committee is an arbitrary decision Since they are the even-
tual recipients of the project effort, token representation is inde-
fensible. We suggest that 20% of the committee seats be manned
* by students. This will allow enough representation for them to
be useful when thie committee dividea into teams

o

The selection strategies re\giewed here are representative of

those used in a numbef of needs assessments and should pro- -
. vide useful ideas for planners. Two major factors can affect

\

40 ~ The Process of Needs-Asse_ssment'

.58

Q

I ]



strategy determination—validity and economy of time. Such
strategies as formal-leader identification, appointment, elec-
» . tion, or random sampling will provide comprehensive repre-

— . sentation at the least cost and.in-the shortest period-of time; — -

Identification of informal leaders and stratified random sam-
pling will be more costly and time consuining. These latter
strategies may lead to more confidence that true leaders have
been identified and that views are representative of the total
"» community. The ‘trade-offs’ between validity and economy of
time should be, carefully weighed in each projéct when decj-
sions are made about identification of individuals to partici-
pate in collaborative planning, ¢ .

A second.major~consideration in collaborative planning is
the achievement of true involvement once representatives of
the broader educational commurrity have been selected. A first
factor -affecting involvement is the typé of interaction that oc-
curs among members of the collaborating group. When indi-
viduals representing many divergent values, agenda, and

) . frames of reference come together for a‘common purpose, it is
. important to establish some operating rules that help the
- - group focus on the task at herd-Kuuskraa (1971) listed some

guidelineés for establishing'such rulés:

1. To work: the central school administration (or educational leaders)
must be wifting to share power and decision-making with the commu-
nity. . T - '

2. Community groups must have maturity; that js, they must be willing to

« - look to long range as,well as short range‘ﬁa‘:l‘s. ' ' .

3. Transitional funds and transitiond! organizations are more effective
than more permanent establishments; adhocracy is the byword for the
future. - . :

. 4. If a community advisory cqmmittee is not in aposition to make a
decision, don’t tell members they can and try to manipulate them.

5. While a community advisory committee should include vocal critics of
the school district. professional agitators or organizations are best ex-

. clided. S - ' . o \

6. Planning with the community requires explicit-descriptici'n of ,process

- steps. ’

3

. The Houston Needs Assessment took another perspective on
" facilitating group interaction by idqifying specific problems -

]
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(Engllsh 1977, p. 19):

42 ~ The Process of Needs Assessment
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that may occur and rééommending measures for "\(':opmg with
them. These problems and preventlves are shown in Exlubgt
11. ' ) :

2

Another major factor. affecung involvement demes ﬁem--

\dxfferences in the frames of referericey brought te planijing by.

‘educators and members of the comrhunity. These frames of
reference are particularly different aslthey regard the assump-
fions made about the purposes and functions of education

- . t
Educational Planners envision schools as means to ends and the
needs assessment as a process for specifying and seeking con-
sensus about those ends. . . .. The public views the purpose pf
-~ schooling as *‘right actlon and the basis for determining
whether they are good or not is what is going on in them, and not
what they may be achlevmg wnth students % e

-

English (1977,‘ p. 20) further explains that educators are -

. concerned about stating school purposes in terms of outcomes

and view the effectiveness of schools in relation to the school’s

. ability to help students achieve outcomes. However, commu-
nity'members are likely to be far more concerned about how -
the school operates on,a day;to-day basis and how smdothly it"

functions. Integration w1thout busing, lack of crime and van-.
dalism, and little drug usage are examples of indices more
likely to be used by the publlc in determmmg school effec-
tiveness.

. Such differences can senousiy affect commumcation about
the needs assessmept and the involvement of the community
in the planning %;Ecess They lead'to problems in frammg
‘questions related .to educational priorities and in com-
municating the purposés and outcomes of needs assessment.

_ Failure to resolve these problems can result in the community

“turning-off” to the needs assessment and not participating’

even when agreement has been reached that edudhtional im-
_provement is desirable. :
English (1977, p. 21) believes the key to resolutiomof these
- problems-is information. It is the responsibility of the educator - -
. to’inform the public about the schools—their outcomes and

L 4
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Exhibit 11: Potential Problems »n ' -
. in Organizing the Steering Committee .
- . Source: Houstan and Bain, 1972, p. I1-8
N - Problems arising out of The decision-mgking proc/ess‘u";éd by the commitiee. |

Prevention: Discuss the problems of consensus, dissensus, panly, agree at the
onset on a voting/decision-making procedure.

» "1 2. Problems occuring When members operate from a personal frame of reference 7
rather than representing the general viewpoint of their constitutents. T n

; Prevention: Reiterate the responmblhty and purpose of the steering committee
which is to represent, fisten. to. work with, and speak for the total community.

3. Problems caused whe ndlwduals and/o» groups attempt to use the steermg

. tommittee as a vehi their’ poimcal social, or environmental concerns.

Prevention: Emphasize that the sole focus of the needs assessment is child-
* centered for the purpose of improved school curricular programs and inservice

teacher training. This is not tosay that political concerns, social problers, and.

environmentat concems are unrelated to pyblic education. It is to say that

should such concerns become the cente: *attention, the objec,tives" of the
- ¢| * - project will not be reached. '

4. Problems occurring when the steenng committee assuines decnsnon making
powers it does not have

Prevention: Clarify the parposes and dutles of the steenng commiittee, which
ultimately isgo take the*results of the needs assessment and make fecommen:
dations to the school’s decision-makers. '# can be assumed that the recom-| . =~ -
. mendations will be followed as long as the school’s resources and any rules | - oM

and regulations permit. '

5. Problems arising from members’ inability to attend the meetings and perform
the duties needed to achieve the objectives of the needs assessment.

Prevention: Determine what arrangements each mémber needs-in order to be-
able to attend. Arrange for released time for teachers, job holders, etc. Provide |
child-care facililies for those who need them. Discuss and agree on a degree of
expectation of attendance and effort on the part of each member, and establish
procedures for any needed changes in membership which might arise fmm
lack of ance and performance of dulles. . .

Lo 76 Problems caused by ineffective or inadequate- -communication.
b | Prevention: Discuss and clarify how the project coordinator and commmee_ .
members will communicate with each other and with the schools, community,
N _ administration, and profect staff, Communiques shoiild be prompt, accume

and should rfeflect dissensufs as. ‘well as consensus.

| 7. Problems arising when memben are giveth too much or too little mponslbility

Prevention: Unfortunately, there is not a guaranteed recipe to follow inallot- | .
+ ing responsibilities and tasks to committee members. The project coordinator | . . - .
s should be alert to conditions which suggest that members have more thanthey ] '

' _can adequately accomplish or that they seem to be without enbugh to do to

i kaep them invplved and interested..
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operations. He recommends the development of survey ir#®

struments or-interview techniques “‘which contriljute to and
promote the public’s understanding of their schools and’

- which help professionals use such-informatien gathered in-a -

meaningful way so as to enable the schools to become more
accessible and accountable to the consumer and taxpayer.” -
- The implication of this factor for collaborative planning in
needs assessment is that the public must possess a great deal
of information before becobming involved in the planning pro-
cess. Use of the media has already been mentioned as a
strategy to inform the community, and such usé should be
incorporated into the plans for every needs assessment.
Another strategy used by many needs assessment systems is

‘a commuﬂty meeting. Both the Houston Needs Assessment

(Houston and Bain, 1972) and the Phi Delta Kappa program
(Rose et al.) include detailed procedures for conducting com-

" munity meetir)g§hto disseminate information about needs as-

-- sessment. In each of these, a media presentation is used to

describe basic purposes, concepts, and processes. ‘Each also
allows for discussion in which community members can. ex-
press their views, voice their concerns, and ask questions for®
clarification. ‘ - |

The concerns of individuals confronted with institutional
innovations constitute a third factor affecting involvement in

- collaborative planning. The Research and Development Cen-

ter for Teacher Education, The University of Téxas at Austin, o

conducted extensive research on the cencerns of educational

_personnel faced -with the implementation of institutional in-
‘novations. The implications of this research should be consid-

ered when involving both educational personnel.and commu-
nity members in needs assessment planning. The point here is
not to argue for or against needs assessment as an educational
innovation but to present relevant information about how in-
dividuals are personally affected when asked to participate
actively in projects or processes which are new to them.

According to Hatll, et al. (1973), who de loped the
Concerns-Based Adoption Model (for educational i ovation),

the concerns of individuals facing innovation can be classified -

-
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into four categories—no concern, concerns about self, con-

cerns about task, and concerns about impact. The concerns are
developmental—that is, as individuals become progressively-

'_n_(?.fe__C.Qmm_i_t__t_ﬂd,_EQ___t_hg_‘i_nmmLig_n and more able to carry out . .

tasks in relation to the innovation, their concerns will change
from no concern to self-concerns, to task-copcerns, and then to
concerns about impact. : ' .

Thé concerns of individuals will color both their percep-
tions and actions in relation to the innovation. In other words,
the level of concern of an individual about a particular inno-
vation provides the motives for behavior regarding that: par-

ticular innovation. In a situation involving innovation, some

people will have no-concerns about it; some will be concerned
about what it personally means to them; some will be con- -
cerned about. b&mg able to perform the tasks related to the
innovation; and some will be concerned about how the inno-
vation will affect people or practice (Hall et al., 1974).

What are the implications of this model for collaborative
planning for needs assessment? In any group called together
for this purpose, some have no concerns at all—they would
- just as soon not be there. If they come at gl, it isgprobably for a

reason totally unrelated to needs assess ent./g;me comimu-
nity members fall into tis category and probably attend such

~ a meeting because they are interested in the effect attendance

has on their parental image, because they are-husiness people.
_seeking to maintain an image of interast in the schools, or
.because they are taxpayers seeking to protect their interests
,and prevent a tax increase. -
this level, individuals are concerned about needs assessment
and the way their participation may personally affect them.
 They may be teachers who have been briefed about the needs
assessment, who are there because their participdtion might
favorably impress the principal, or who want to see how much
work will be involved. Parents or community members
" operating from self-concerns might feel that their participa-
tion would positively or negatively affect their children in the
schools, or they might be concerned about their ability to do
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what is asked of them. ) o
At the task-concern level, individuals want to * ‘get on with
it.” They want to know what must be dome and how to go

about it. Their concerns focus on the needs assessment itself . .

and the tasks rlecessary to conduct it. They are likely to be

v

impatient with individuals whose commgnts and discussion"

appear irrelevant to these tasks.

Other individuals are concerned about impact—the effects
the tasks have upon the results of the needs assessmenf or the
effects of needs assessment on the components of the institu-
tion and community. They may question tasks and procedures
arrd want to explore alternatives for increasing such impact.

Two aspects of this model are critical to involvement and
collaborative planning. First, at any phase of planning and

needs assessment, different,individuals operate.at different’

concerns-levels. Second concernsﬁlevels are not static, so any
individual may move progressxvely from one concerns-level to
another during the needs assessment project. '

It is imperative to successful collaborative planning that

/

needs assessment’directors or managers recognize the differ-
ent levels of individual concerns, within the group and that
they provide ways for.concerns tdl move to higher levels.
The different levels of concerns are illustrated in the fol-
lowing - hypothetxcal dlalogue aboht commumty input:
Principal: “Let's develop mtervxew pr?tocols 0 we' 11 a‘be getting the

same type of information.”
Teacher: [“That's a good-idea, but what I want to know is who's going to

conduct the survey and-will it e déne during school hours or after -

\ school?”
_ Businessman: *‘Wait—before we go into that is there any chance of de-

.veloping a brochure that lists local spc_),,usors for the needs assessment
like they do for Little League?"
Parent: “No. I don't think we ought to use school buginess for advertise-
ment purposes' l’ s
Student: “Does this mean you're going to change the courses we'll be
taking next year? I'm supposed to take French and ] need it to get into
(.ollegb

Parent: “What will I have to do? I'm not sure my husband will want me to

go around the nexghborhood knocking on doors.”

School Counselor: ‘‘Are house-to-house’ surveys the best way to get the -
kind of jnformation we need? Maybe we should look into mail-ogt :

questionnmres or community meetings in neighborhood areas.”’

Y46 The Process of Needs Assessment . -
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Labor Union Official: 1 think thls whole idea is a farce! Everyone knows
that what's wrong with the schools is that.we don’t have enough good
. teaéhers and the ones we have are overworked -and underpaid.”

o

“In addltlon iofthese speakers approximately half the group -

made no comment and several of those membars appeared
“bored. -At this point, unless thé' level .of concern underlying
each of the.comments is detected, the person conducting the
meeting may feel bewildered or frustrated. If the meeting di-
rector had been aware of the concerns-levels and some
strategies for dealing with them, it would have been realized
that this is a perfettly normal situation and a meeting climate
would have been provided which facilitated movement to-
ward resolution of concerns. _

While zhere is probably never a time when all committee
members are operating at the same concerns-level, there are
strategies that can be used to move individuals toward higher
levels of concern and that-allow individuals to centribute to
the needs assessient regardless of their level of concern.

The strategy postulated by Fuller (1970) for moving indi-
vidualg from one concerns-level to another involves Arbusal,
Assessment, Awareness, and Action. In the Arousal phase,

md1v1duals are caused to focus on the innovation in relation to.

themselves. In Assessment, the leve] of individual concern is
identified and analyzed for its specific characteristics. In
Awareness, the individual is given feedback about the concern
or is made aware of the level of concern and its implications
for the individual’s behavior and perceptions. In the Action
phase of the strategy, the individual is encouraged to perform

some tasks related to the concerns. The successful perfor- -
" mance of such tasks, with support and feedback about ;perfor- -

.mance, helps resolve the concern and allows concerns at the
next higher level to emerge. The strategy then is repeated,
begmmng with situations which facilitate the arousal of con-
cerns at the next highest level if these concerns do not emerge

-+ spontaneously.

In applying this strategy to the group meeting described
above, some guidelines may be described for its use.

Arousal of Concerns.: The first step of the involvement

. ,  ' \
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strategy is to set up situations in which individiial concerns
about needs assessment may’be aroused—»indwnduals must
@ perceive the needs assessment as personally affecting them in
- $Ome way. {nforn;m about the needs' gssessment and its

purposes may be ‘helpful at this point but /ft is not sufficient.
‘ Concerns are aroused when individuals Perform needs as-
. .sessment tasks that are perceived as-personal risks. For the
- . ,administrator, principal. teachqg“_gg student, this may simply
mean they are selected and given responsibilities in partici-
pation. The risks involved in performing satisfactorily for an
authority-figure ‘may arouse concerns focused on needs as-
" sessment. However, these concerns are llkely to remain.at the

lowest level (self-congern) without further intervention.-

It is possible, but unlikely, that the same force would be
operating for community members. The owner of a business
selected for involvement may perceive no risk in participa-
tion. It may be necessary to arrange -situations in which this
person is required to explain the needs assessment to other
business owners and solicit their involvement before any per- -
sonal risk is involved.

Setting up such sjtuations for-eéach mdnvndual whose con-
cerns do not relate to needs assessment can arouse personal
concerns, but they can also have payoffs for the needs assess-
ment itself. For example, the teacher who spoke up at the
imaginary meetmg was obviously concerned about the -
amqunt of work that might be involved for teachers in con-

- ducting’ housé-te-house surveys (a willingly performed task
regardless of the work involved if operating at a higher con-
cerns-level). In order to arouse higher-level concerns,_the _
teacher might be asked to work with a school administrator to
develop a schedule for the survey. This would .possibly be
perceived as a personal risk and cause the arousal of concerns '
about tasky related to needs assessment.

Assessment of Concems Important to the success of the
strategy is the opportunity for assessment of concerns; that is,+
to. discover the level of concern and its specific nature._As is
evident from the hypothetical meeting, it is fairly easy to de-
tect the concerns of individuals if they openly express them-,
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selves, if the meeting d_irec'to; is knowledgeable about the con- . .
cerns model, and if the director is an effective listener' An - .
’ atmosphere in which individuals do not feel threatened is :
—___.__necessary for open expression so thét they feel that what they. - -~ —--.—.—

say is acceptgd and given attention.

»

i * However, some people may not,spe'akﬂup even in such an =
atmosphere. For these, it is necessary to provide other meang o
¢ - of expressing concerns. This may be done by arranging

small-group meetings or one-to-one conversations in which _ )
individuals feel less inhibited and speak more freely. It nay be *
necessary, to approach the problgm directly and as _these
Szople to write their concerns.about needs assessment or to
press them in direct conversations with the director. )
‘Both verbal and non-verbal behavior must be analyzed by
* the director and inferences drawn about the concerns level.
. Also, no concern is unimportant, eyen though it may appear’
trivial or irrelevant to the needs agéss_ment. .
Awareness of Concerns. Once concerns are identified, it is
necessary to ascertain that individuals aré really aware of their- - -
own concerns. (According to Fuller, it is higth possible that )
-« individuals may be totally unaware of the concern motivating ,
~ their behavior in any given situation). The vehicle for aware- /
ness is feedback. Situations must be arranged so that informa- . /
tion can be.given to each individual about that individual’s
- . concern. This again might be accomplished through open dis-
cussion. In response to the teacher’s comment, the meeting
director might have said, ‘‘Mr. Blank, you have raised a critical
- point. You seemn very concerned about the amount of work
involved in conducting the survey and who may be doing this
work. I'm sure that’s & concern shared by many of us in the
group.” Feedback must be given in a diplomatic way and in a
manner whjch does not'cause the individual to become defen- -
sive or embarrassed about the concérn. The key to feed-
- back—whether given in a‘group or ohe-to-one discussion—is -,
. to approach it positively and with the idea that the concern is
legitimate and constructive in regard to the needs assessment.

7 Action Related to Concerns. Oncg ingdividuals have become
aware of concerns, tasks related to concerns should be negoti- 3
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ated. Two considerations are mandatory in task negotiation:
that the task be something the individual is willing to do and
: b that the task contribute something constructive to the needs
- - Bssessmiént. Success-in-task performance-is-alsoa key tothe - — —
A . - strategy. Therefore, a third consideration in identifying tasks
- . is what the individual is able to do in terms of ability, re-
sources, and time. Collecting and disseminating information
are tasks that most individuals can perform to contribute to the
‘needs assessment. Conducting meetings may be within the
'* . capabilities of some, but not others. The concern itself usually
- suggests the nature of the task. The negotiator must be flexible
and creative enough fo devise ways to relate the task con--
structively to the needs assessment. s
- It is'also important that adequate support be provided for ‘
the individual in carrying out the task. Resources should be
made available, suggestions for carrying out the task should be ~
made, and a supportive person should be physically present if
this would aid in task completion. Support must not be over-
done, however, becayse it is critical to the success of the
. strategy that the risk and the succéss of task completion be- —~
- long to the concerned individual. « ‘ - T ’
~* Once self-concerns-related tasks have been successfull
performed, it becomes possible to arouse concerns at a higher
- level. This means that"if self-concerns have been resolved,
task-concerns ‘may now be aroused. When individuals are
operating at this level, their concerns may center around
either the actual tasks of needs assessment or their abilities to _
perform tasks. Here, .training acttvities become relevant to L
them, and the needs assegsment can really begin t6 move for-
ward. _ < , -t
When viewed from this perspective, involvement is not
easily accomplished. However, the model helps explain why ° .
true involvement is rarely achiegd .in such projects as negds '
assessment. If collaborative plaﬁng is to be real and if more .
than token involvement is desired, needs assessment mana-
gers must be willing to devote attention to the concerns of
individuals and to strategies for moving individuals tohigher -
.concerns-levels. o S

l'.‘y
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_ ~ Summary ° —
- Three¥perspectives for needs assessment planning have
' ._bémmsentedt.A_sys@emaﬁ&planninweeeSs—appﬁed—w——f——
- -each phase of a needs assessment model ¢an result in the
*_+ development of schedules of events necessary for carrying out
- each phase. Schedules of events can be defensible, based on -
adequate information, and with inherent procedures. for
" evaluation and revision. . \ ' -
" s Planning a needs assessment within the context of a strategy
To; facilitating educatiorg imprdvement or change adds
further perspectives far needs'assessment planning. Focusing
on tHe components of the educational éom}n'unity.,,'the com-
.. pPonents o;'%)le institution, and the institutional climate as the
targets of needs-assessment and change helps identify sources
of ‘problems, informaticn, and resources for both needs as-
sessment and educational improvement. . ' .
s+ 'Collaborative planning is v_iewed as impoiant for the suc: o
~ cess of needs assessment and educational imprivement. Iden- '
- tification and selection strategies designed’ to ensure .com-
prehensive representation or organizations and individuals
s from the educational community are important components-of
. ' needs aésessment.plannin'g.cAchieving maximum involve-
- ment of the educational community is highly dependent upon
the éxtent to which educatorg’slmre information with the
community and upon'the willlngness of needs ‘assessment
.. ' managers to identify and; resolve each individual’s personal

»

* o ' concerns. : T , .
“ .« These perspectives are important to planning, and attention - S
.- to them'an greatly facilitate planning and needs assessment. e
BN A E : Lt e - 4 ’
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Planning for Needs Assessrﬁént '
Tasks and Organization |

4

Several stages of planning are associated with organizing and.

_carrying out an educational improvement project. In needs

assessment, three distinct stages of planning are suggested.
First, there is a planning period devoted to setting-up the proj-

" ect’ This ‘“‘pre-planning” for needs assessment is. critical to - )
getting off to a successful start. ’

A second stage of planning is devoted to organizing the
needs assessment. Identifying the structural units and their -

by

interactions is important to the successful operation of the -

o needs assessment and the .effectiveness of communication

internal and external to the project.
A third stage of planning focuses on developing the

“schedule of events required for actually conducting the needs

agsessment. At this point, a systematic planning process .is
applted to each phase of a selected needs assessmentmodel in .
order to tdentify tasks, resources, areas of responsibility, and
timelines. Here also, collaborative planning becomes a mean-

ingful process for both comprehensive educational planning

and needs assessment. These three plannh_xg stages are dig-

" cussed in this chapter. 3

Application of systematic planning to the phases of a needs -
assessment model helps identify the tasks that must be com-.

“pleted to conduct the study and to use its results. While tagk _

identification-and sequence are dependent upon the condi-
tions existing in each needs assessment site, some major tasks

®

are appropriate for each planning stage. The tasks were iden-

>
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. tified by examining the procedures recommended by q‘

‘Obtaining Commitment for Needs Assessment

‘ |
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number of existing needs assessment models and are pre-

- -sented in their sequence of use. Explanation of these tasks wilt

"assist planners in setting up schedules of events for local
needs assessments. :

Pre-Planning Tor Needs Assessment

While collaborative planning for needs assessment is rec-
ommended, several tasks must be accomplished prior to ini-
tiating this process. Thase tasks are necessary to lay the
groundwork for needs assegsment and to involve community
representatives in the plam:l;i’rri'g process:

1. Obtaining a commitment from the schoo\l district, target institution
and/or community. " N
-Analyzing the resources available (including financial).
Identifying project director of management team.
Determining the scope and proéesses of the needs assessment. -
Performing clientsituation analysis.
Selecting and orienting project participants. -

e

As each of these tasks is analyzed in relation to the condi- -

tions of a specific needs assessment site, other tasks and ac-
tivities for performing them will be identified. Each of the

tasks is discussed briefly to provide ideas for task analysis.
1 ] .

’

~

' The strategies used for obtaining commitment to needs as-
sessment are directly related to the purposes for needs assess-
ment ahd to the precfBitating conditions from which they
arise. Threg types of precipitating conditions may Anitiate a
needs assessment. The firs} of these is dissatisfaction with the
outcomes or operations of the schools resulting in pressure to

 rectify real or perceived problems. The pressure-may originate
‘internally or externally—either within the institution or from

the broader community. Dissatisfaction may be indicated by

such actions as student demonstrations, teacher. strikes, or. -

failures of bond issues. - ,
The purposes of needs assegsment, if dissatisfactions are the

’

% . ‘
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precipitator, may be to check perceptions (to see if there is.
indeed a problem), to determine if dissatisfaction is general or

arising from some specific group in the community, or to de-. .. ..
~ termine the content and nature of dissatisfactiop. If needs as-

sessmeht is the result of dissatisfaction, obtaining commit-
meitt may be a matter of convincing school officials and com- .
munity influentials of its merits as a data-collection/involve-
ment tool. 5 ' '
A second condition that may precipitate needs assessment
arises from mandated changes (such as accommodative edu-
cation, integration, or installation of a bilingual program) or
from projects funded to effect improvement in some aspect of
an institutional component. In this case, the primady purpo
of the needs assessment is to.obtain input for the developmert
aof new programs and to ascertaih that such programs are con-

" gruent with the educational values and goals of the commu-

nity..Commitment may be more difficult to achieve. Members
of the educational community must perceive the desirability

of proposed changes; they may require information about the—

entive project as well as the needs agsessment; and they may
need to be convinced that the project will be worth the effort
and will not cause problems for existing programs and opera-
tions. . - ,

A third condition that may precipitate a needs assessment
arises from established evaluation procedures within the in-
stitutional framework. Ongoing evaluation procedures may
call for a validity check in terms of the institution's-goals and
procedures. A needs assessment-may be carried mif to deter-
mine if, in fact, the institution is performing its mission as
perceived by the community. T o

Commitment for needs assessmeht originating from these -

conditions is usually a ‘matter of policy as far as the institution

1s.concerned. However, there may be difficulty in obtaining

community commitment—that depends on-the extent of in-

'volvement desired, the ongoing relationship_the institution

»

has formed with the community, and gdmmunity perceptions
about the institution’s success in performing its mission.

-~ Obtaining commitment requires the analysis o_f the condi- _
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- clude a cost/time bteakdown in ter

-

tions precxpltatmg needs assessment and the basing of
strategies on the purposes fot the study.

Ana_lyzmg Availdble’ Resources . .

Resource allocation is a direct result of commitment. The
extent to which an institution or community is really com-
mitted to needs agsessment will affect the resoﬁw
for its planning and completion. As used here, res {n-
clude personnel tim®, materlals pldnning time, support ser-.

vices, computer time, office space, supplies, and equipment.
Institutions ahd communities truly commltted to needs as-

sessment will be willing to defray the cost of a needs assess-
.ment to the extent that it does not drain resources from other

priorities. Of course, resdurces may~ge available from outside
funding sources, but most such quuire evidence of
commitment from the mvolved stit i()n(s)ﬂnd,com-
munities.

The actual cost of needs assessment depends upon many
other variables. The scope of the needs assessment, the pro-

- cesses used, the required and available technical expertise,

and the number of ipstitutions involved are only a few of
these. Before initiating the needs assessment, it is necessary to
take a realistic look at the resources available in order to set
priorities and make decisions. Sch@ules of events must in-
of available resources.

Identification of Needs AssessmentsBirector or Management Team

Selection of a director or management team is critical to the
success of the needs assessment. In most needs assessment
systems that were reviewed, the management function was
performed by one person. In others, management teams coor-

_ dinated and directed the project. In some systems, needs as-

sessment managers were members of the institutional ad-
ministrative staff while in temporarily funded projects, such
as Teacher Corps, the project director or project evaluator
often served as the needs assessment manager. -

. Planners for the Houstan Needs Assessment System (Hous- :

ton and Bain, 1972, II-5,6) .indicated that “there is no set,
56 - The Process of Needs Assessment _
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explicit requirement that (the director) hold any certain posi-
tion in the system.” The time constraints and the manager’s

inability to reach decision-makers are often important barriers

to the_'sulc'l:—cess .of the project. Nop-institutional managers also
face those problems, but it is theoretically possible that'id%:il
managers could be dedicated, competent lay persoms. The
benefits which could be derived from such appointments are
many. Because community involvement is a key factor in,
needs assessment success and because leadership from the
.community is so important, careful consideration should be .
given to the involvemant of parents or other lay groups in .
project management. - e _

The duties of needs assessmept managers may include
planning and organizing the ngeds assessment project
(primarily in the Pre-Planning stagh). Managérs usually have
- responsibility for staffing the project in terms of the organiza-

. tional plan, for determining joh. descriptions and criteria for
selection and rewards, for orienting project participants, and
for providing training as necessary. Théy provide leadership-
in the develdpment of schedules of events and coordinate the. _
activities for task completion. They insure that volunteer and
‘professional workers are deployed efficiently, that-data col- .
lection phases are properly conducted in accordance with
good sta?lstical practice, and that the results are articulated to
promote dissemination and implementation. |

Other management responsibilities'might include the de-
termination of interaction patterns, establishment of the com-
munication system, and development of reporting formats and
dissemination procedures. Project evaluation may or may not -
be a responsibility of the manager. In some systems reviewed,

; - managers were responsible for developing an evaluation

.model and procedures. In others, this responsibility was as-
signed to evaluators or consultants: . S )
. Several needs assessment systems listed specific criteria or
‘management skills to be used as guides for selecting directors. -
Identified as desirable characteristics were experience: as an
- educational manager or change agent, problem-solving skills,
the ability to. organize and motivate groups of people, the
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ability to use outside resources to extend those of the institu-
tion, and skills related to systems analysis.

— ... Managerial skills appear to _be general across-all types of -

L needs assessments, although some skills may be more impor-
' -tant for specific instances. For example, if needs assessment is
“precipitated by dissatisfaction, the most important considera-
tion for management selection may be the level of skills to
communicate with all groups within the educational commu-
nity, to facilitate i%actlon and involvemant, and to effect
compromise and comsensus. An analysis o?nhe purposes for
-ngeds assessment should point out priority skills that may*

help in determlmng project management for specific sites.

e Determmmg the Scope and Procestes Y

L : . > " of the Needs Assessment
1 This major task also is assomateql with the purposes and

precipitating conditions for needs assessment Analysis of the

precipitating conditions may ldentxfy the desirability of agen- ~
eral or a targeted needs assessment. A general needs assess-

ment can be viewed as a focusing progess used te check per-

ceptions and to provide a sharper ima§§ of factors affecting the
outcomes and operations of educationa) institutions. It is used

to identify general goals, problems, o areas of concern. A

major characteristic of a general needs assessment is its com-

prehensiveness—encompassing all facets of programs or-
ganizations, and populations.

o~ - _For example, a general needs assessment may be used when .

o dissatisfaction—the exact nature of which\isfunknown—is the
" precipitating condition. The failure of a bond issue may be
- perceived as an .indicator of community digsatisfaction. A
general needs assessment may be used to determine if this is a
true condition and, if so, what specific areas of the school’s *
programs, organization, or people are the focus of that dis-

" satisfaction. The process is valuable to both educators arid
community. As perceptions 3ire checked, the areas of concern
become more clearly defined; institutional aspects that are’
functioning well are highlighted; and a clearér image of the .
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" assessmient is precipitated as a part of the evaluation process
- to determine if stated-goals and processes are congruent with

-

overall mission emerges/for both educators and'community
members.

This type of needs assessment may also be used when needs o

tig values of the ggneral community and are directed toward
the educational needs of the broader educational community.

Another type of needs assessment may be used once specific
areas of concern are identified. This type js referred to here as
a targeted needs assessment. A targeted ngeds assessment is
focused on specific populations, program #&reas, or organiza-
tional structures to identify the specific characteristics which
should be addressed in educational improvement. For exam-
ple. Teacher Corps programs specify preservice and inservice
teachers of economically disadvantaged children as a major
target. While needs assessment may address general or spe-
cific educational goals or specific curricular programs, such as
reading, information obtained through needs assessment is

~interpreted in relation to the identified targets (teachers). .

A targeted needs assessment mzy be the result of a mandate
to install bilingual programs. Data are collected from specil;if

populations and interpreted in relation to their implications )
for bilingual program developmehnt and implementation. A

targeted needs assessment may also be initiated by concern

-expressed about a specific program, school, or aspect of school

oerations. In this case, there may be no nesd to conduct a
ge%oral’_—'needs assessment and resources are focused on the
specific ‘area of concern. 'J .k . _

‘There are three basic decisions involved in determining the
scope of the needs assessment: ‘ '

1. What will-be the level of .in;pact£ what sEhools and érades will be
includled? = - ' ' .

2. Which goals should be included in the assessment—will goals related

to total child development be included or only those focusing on cog-

nitive areas? ' - - C
3. How will the desired levels of performance be established for selected
" ‘Boals? o . '

Analyéis of the precipitating conditions for needs assessment
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~ cific purposes.

a

should help answer these questions and provide guidelihes
for selecting the type of needs assessment appropriate for spe-

Selection of the school sites for needs assessment is a mdjor
consideration in determining the scope. School identification
is algo associafed with the purposes for the needs assessment.
If needs assessment is precipitated by internal or external dis-
satisfaction or pressure, the site school(s) may be the focus of

the dissatisfaction: thus, no further identification process is’
‘required. However, 1t may be a good idea to iinclude other
-schools o ascertain that the same conditions do not exist

there.

When needs assessments are the result of mandates or proj-
ects, selection is based on the representativeness of the school
in terms of population and program characteristics. Most fed-
erally fundéd projects are gequired to select schools with a

" large percentage of economically disadvantaged students. In-

stallation of bilingual programs in a particular school is based
on the percentage of students for whom English is.a second
language. If such is the case, the first step in school selection is
the identification of schools that meet a set of predetermined
criteria. The second step in this selection process requires the

development of site-specific criteria (based on the willingness

of stafffcommunity to participate and number of students or
schools involved) to be used as the basis for final selection.

Random selection® is a valuable selection technique. For
general needs adsessments, random selection is probably the
most defensible strategy. Stratified random selection, based on
population and program characteristics, may be used to
facilitate analysis and interpretation of data.

, \
Determining the processfor needs assessment is a matter gf
r

selecting those phases of a needs assessment model approp

ate for a specific site. Three major processes—Goal Formation, . -

Data Gollection on Current Conditions, and Needs Analy-

sis—have been presented as generic stages of needs assess-

ment with a systematic decisnonmg process common to each.
In determining specific processes, planners should first de-

_ termine thd‘ purposes of the needs asseSsment ln relatlon to the

L

b

-
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- precipitating conditions and the type of.needs assessment
(general or targeted) implied by conditions and then should

Performing ClientSituation Analysis

While obtaining information related to clients and situa-
tions is a major step in needs assessment, some information
must be available to planners before the needs assessment is
conceptualized and conducted. Analysis of the conglitions
precipitating needs assessment has already been identified as
important information for planning. Other important infor-
mation in planning and organizing is derived from the

. characteristics of the components of the community and the
institutions involved in needs assessment.

! h ) e .
Information about the community may be obtained through

. conducting demographic. analyses, opinion polls, concerns
surveys, or neighborhood meetings. It is important to know
which are the organized community groups, who are the in-

fluential leaders, what are the ‘general-characteristics of the

people, how coammunity jobs are provided, and how all of
these components interact with the educational institution.

Such information will help planners identify the critical com- = -

ponents and 'proces‘gies of involvement. =~ e \
The components of the educational institution—programs,
people, and organizational structures—become the primary

targets. of the data collection phase of needs assessment. As-

pects of these components are usually the foeus for targeted .
" needs. assessments, so it is helpful forlanners to have general
information about them before planning is initiated. Even if -
needs assessment is being planned and conducted by indi- -

viduals or groups long assogiated with a particular institution,
analysis of the targets from a particular perspective is likely to

| ‘yield very different information from .that whiqh is already

available. o P B .
General information about the organizational structure

. ~ which might be helpful in planning includes:

- 1. Oxganizational units of the institﬁt-ion and their role-group composi-

tion. - :
_ Planning Tasks and Organization . 61
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2. Forfnal and &\formal communication$ flow among units, between i£ "
<. diyiduals yithin sach unit, and between individuals who are meémbers
of different units. . o
. 3._Relationships between organizational units and..institutions  sutside-—-—— —_
the school. : '
. Specific functipns carrid out by each unit. o -
" 5. Resources and support services available for carryingout functions and
how these are distributed. . o
Criteria and/or qualifications by which individuals are assigned to
unifs. : '

. Formal f;ﬁl{i‘pforma{ processes for rewards and sanctions, includi'ng”_

3

@

~

- ; . formal evgifatien procedures and rules for behavior.

This type of information can help planners make decisions-
about activities to be carried out for task completion and about
who should be involved in those activities. o
Information about programs is helpful in determining the
goals and processes to be included in needs assessment. In-
- formation useful in analyzing programs includes:

» 1. Existing goals and/or purposes for given curriculum or extracurricular
~ areas. L '
2. Objectives or outcomes of instruction.
3. Instructional activities used to help students meet objectives.
k 4. Instructional strategies that are employed to help students mest objec: /
' tives and the teaching competencies necessary to implement strategies.
5. Specific instructional materials (including media) that are used. in
meeting objectives. . : ‘ o
6. Procedures and materials for evaluating and 'reporting student progress - e
. in relation to objectives and in providing student feedback about prog- -
ress. o
7. Amounts of time’ devoted to instruction in spegific areas. ,
8. Extent to which content is related to the interests and experiences of -
students. o co e 7
-9. Basic assumptions about how stl?ants learn that underlie instructional
activities and how congruent tese assumptions are with retated re-
~ search. . : '

“e

‘ - While very detailed and specific information may be obtained
during the needs assessment to help identify why educational
- neyis are not being met, an overview of programs held priorto . -
. - planning is helpful, as this information affects the identifica- = -
- - . tion of specific tasks and interaction channels. -

T,
RS Al :
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Information about people is collected in relation to their
- interactions with programs, organizational structures, and
have such information as: 2

\J v "

4
1. The personal'éogls. priorities and interests of individuals.
2. The general level of competence of individuals in relation to their

-specific roles. _ .
3. The formal and informal role-group leaders.

4.°General characteristics of individuals that are admired and rewarded.

5. Extra-educational groups in which individuals held memberships.
6. General importance plated by individuals upon their affiliation with
the schools and their place in the school drganization.

The information identified above for the components of the

. educational community and the institution is useful in help-
ing planners make decisions relative to the needs assessment.
Much of this information is generated when a systematic pro-

cess is applied fo needs assessment phases. The conditions _

precipitating rieeds assessment in specific _sites determine
how much of this information is negded for pre-planning and

how much should be generated in the Planning for Needs

Assessment phase:

‘ -~ .
‘Selecting and Orienting Project Participants : »

-+ Several strategies for identifying and selecting representa-
tives from the educational’ community were presented in

~Chapter 2. In using these strategies for selection, there are two

important factors to keep in mind during pre-planning.

1. The scope of the needs assessment, thus the inclusiveness of represen-
- tation (based on analysis of the conditions precipitating Eeed-s assess-

ment). I ‘e o :
2. The professibnal and technical knowledge and skills required for con-
e :

ducting- the needs assessment. .

- .
- -

In considering the extent of cdinmunity/institutional repre-

*sentation, it is necéssary to examine the purpose for which the
-needs assessment is being conducted- and the type of assess-

ment, general or targeted. If the needs assessment is general,

. Planning Tasks and Organization ~ 63 .
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comprehensive representation from the entire community and
from all involved institutions is desirable. In a targeted needs

. dssessment, representation may.be mote focused: A needs as- - \-->—

sessment whlch targets bilingual progragns may draw most of
its representation from community ar§ school groups for*
which bilingualism is a real (as opposed to a philosophical) ~
concern. If basic skills are targeted in the needs assessment,

those with expertise in thls area and those with a vested inter-
est in programs focusing on these skills should be favored in -

the selection process.Tn needs assessments with “specific
schools as the target. selection strategies should foeus pn
community representation within the school attendance zone. - -
Analysis of the purposes, precipitating conditions, and needs .
assessment type will help planners determine selection
strategies for specific projects.

Another factor in participant “selection is the technical and

. professional expertise required far the needs assessment. Such

\'

tasks as instrument development, data collection, data pro-
cessing, and development of instruction based on needs re-
quire knowledge and skills acquired threugh years of study. °

“Expertise for performing these tasks often is available in edu--

cational institutions or through consultant services. Selection

or identification -of specialized individuals is usually related

to the availability of funds for employing consultants or to the T
institution’s willingness to release employees from regular as-
signments for participatjon in the needs assessment. It is im- -
portant that tasks requiring professional or technical skills be
identified early in pre-planning so that decisions can be made

szout who should perform’these tasks. :

The type of relationship individuals have with the projectis N
another consideration related to participation in the needs as-

_,sessment 'Needs assessment participants may be staff, ¢on-

sultants, or volunteers. Some tasks are time consuming; e. g, .
instrument development,_.instructional development, and cost- .
analysis. It is unrealistic to expect them to be carried out by %
volunteers. Those who perform such' time-consuming tdsks-
should be either project staff or consultants and pald salaries

or fees for specific actlvmes

64 The Process of Needs Assessment-~ -
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Ttme—consum;ng tasks .mist be identlfled qulckly in pre-
- ., .planning and déeisiqns ghiickly made about official relation- ~ - B
%_mbmmwumm—““f__QT'
-~ used in determining project .pasticipant relationships is the
2 what particular type of
expertlse is needed. For examp‘le, training of staff or orienta- '
“ tion of project participants is an activity that,may requu‘e a .. -
short time in relatioh .to the total needs assess S
T activity—developing and conducting traimng pro-
" graMs-—may be carried out by a ‘consultant or consu]ting
.,': . group. On the other hand, management functions are required™ -
throughoyt the project; thys, those performlng management <
tasks should be part- or full-time pro;ect staff and recelve allor’
. part of their salary forrthat purpose. - , _
Technical and professlonal expertise is generally available " ‘
' in the broader. educthonal community. Needs assessment -
planners should consider these resources when selecting rep-
resentation. lnformanon about the types of experhsg available
in the institution‘and . unity can be made available %
i thraugh. the (HTeATR atlon Analysis: Such information can .
facxhw decuslons about SBlthlon of needs assessment par- °

txelpanfs Y " »o - , | e
Following selection of pro;ec‘t&p.artlcnpantsL a major pre- : -
planning task is orienting them td.the ‘eds asse3smentandto. = - "7

its orgapization. The major. purpose aforientation’is to help T
1nd1v1duals understand the purqse and processes of needs oo A
essessment and their relationship to it. It can be assumed that
- participants—community members, students and prefes-
snoqals——wdl ask: “What is goipg to be done and why?” antl 2SR
“Whgt will be expected of me?"” The needs assesgmént oriengRMEINCS
~ + * tation should glve priority atfention-to answering them . ‘
Depending on the level of: involvement origntation *shOul g
proceed to eddre&h functions and tasks Jo perfored N
-+ should include the background, theory; and' factice of nedtE™
.. asséssment. Pesticipants will probably wan # kniow what has /-
sbee'n done-in'thé past, haw effective it Kas‘been, and what 7" ¢ %
imphqatnons it. has for' their negds assessment.  Information.. - * .. e
about the stope ‘bf the needs asseSsment the deci)sion-mal(ing %3';

v
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process.to be used, and vamﬂs stages of needs assessment
models g.arr assist collaboratwe p__la_nners in making decisions -

s

about the processes to be used.in a specific needs assessment.
(,ollaboretlve planners also require orientation about ongo-

' ing fuhctions, such as the'role of planners once schedules of
events, have been- developed. Will planners be involved in |
monitoring task completion? will they carry out other tasks,
‘such ag evaluation? Will they participate in goal identifica-

o ' * tion, prioritization, and analysis? If so, how? These are clearly
questions that participants will want answered as they become
more knowledgeable about needs assessment. In developing

, the' onentatlon plans should include information apout all

P . aspects of the' needs assessment and participant roles related

' -to edch. ' - ]

Orientation \stragegles 'have been recommended in .se»‘eml

Co needs assessmefit systems. The primary strategy- used' is to

‘ ide orientatjon- for a selected gommittee or group which
. In furn’ provides: Oﬂentation for participants involved in sub-
sequent phases. In the-Phi Delta Kappa program, initial orien-
tation is provided by a consultant group. This then orients
other participants. . The Houston Needs Assessment orienta-

“tion is provided initially: by a local site coordihator (director)

for members of a steering committee. Individyal- steering -

' commlttee members. then Bold sessions for the role group each

represents. .

- Regggdless of the strategy used, onentatlon for any needs
assessment could-be carried out in ‘several phases. As the
. needs¥ssessment progresses, mere people become involved at

" . each phase. Any individual entering the negs ds, assessment at

any phase needs orientation- about the needs assessment and

-~

PN

its meanmg for the indivndual S _ e

Organizing the Needs Assessmenl
,Planning for néeds assessment is ‘not complete without the

'development of an organizational plan which ‘identifies the '« . -

_components and interactions of the needs assessment project.
Organization plans may be developéﬂ in: the Pre-Planning
phase or "3 the Plahning for Needs Assessment phase While a-
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rationale could be given that organizational decisions shbuld

__be made by collaborative ..plannens,,mme.attenﬁomta.OIgani; P

zational plans should be included in pre-planning. In this
section, organizational models derived from . existing’ needs
assessment systems or educational improvement projects are-

4 presented to provide ideas for organizing the needs ,assess- -

= ment.. sy
¥ n )

. Organization for needs assessment is"concerned with the

+".. groups or foles to be established for needs assessments and
' “their interactions with each other, with the targets for educa-

~ tlonal improvement, and with the institutions involved. In
developing the organizatisnal plan, there are two major tasks:

-~ (1) identifying the organizational units and (2) determining
the interaction patterns that will best facilitate the goals of the
needs assessment. . . S ' L

*

-
N
' .

Identif;'ing.Orgasn,izati(')nal Units '. _ .

L]

identified four basic organizational units. Though given dif-
fererit names th each mod% organizational units can be
categorized asi. o ' IR

.
. -

# nent or temporary system. - o :

. 4

2. A-managingicoordinating unit which is usually‘a temporary unit es-
taw for the duration of the needs assessment. The functions of

& this un®t may be carried out by one person (a manager or tor) or by .

-a gmup _' . . - ) .
3%1' task unit which is also usually a temporary unit seffup te perform
tasks specific to the needs assessment. , :
» - +4. Ap impact or involvement unit drawn from existing instjitutions or
. groups who are affected in some way by\ the noedg assessment. Usually
) this i{s a temporary .unit. oo ) .

. : . . ko . T
A fifth unit (a consultapt unit with in-depth knowledge of a
.-« particular model or exf)ertise in needs assessment processes)
- appears in some of.the ne'e'cfs,asséss'ment‘ systems. The re-
. . lationship of the coxyultar}t’unig' to the needs assessment is
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P - 1. A*policy. unit—this may be an eidsting group.or a temporary unit de- _
- w  pendingupon’whether the needs assessment is carriad out py a perma- -

.. - . : . . ’ “
" A structural analysis of several needs assessment systems.
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usually temporary, although in some cases it may extend for
the duration of the praject.. . .. ... .
There is some variation and overlap in the responsibilities
carried out by each group, but it is possible to” identify some
commonalities. The Policy Unit usually is responsible for es-
tablishing,me operating rules, setting the scope or parameters
for action, and specifying the purposes of the project. They
make Go/NoGo decisions and may. also be responsible for ob-
~  taining and allodating funds, resources, and staff to carry out
" project operations. _ oL , '
* ° TheManaging/Ceprdinating Unit is responsible for carrying
out policy and implementing plans and decisions. This unit
o : coordinates tasks and resources, monitors ongoing operations,
facilitates communication, and disseminates information
o about the project. - S ‘
" " .~ The Task Unit has responsibility for specific,” delegated
S fasks in relatien- to needs_sgsessmen&, such as developing in-
struments, conducting training or ogientation sessions, or ad-.
. ministering instruments. Some task units_exist only for the
S length of tite required for task planning and completion. "
. The Impact/Ihvolvement Unit is the most difficult to.define,
.o as it performs a variety of*activities ranging frém agvising
v about policy to responding to instruments. The' range of ac-
tivities depends upon the philosophy of the specific system
* reviewed. For ‘example, the involvement unit (the Steering
Committee) in the Houston Needs Assessment System (Hous-
ton’and Bain, 1922, p. 1I-33) serves'as ‘an advisory council,
devise,s and implements plaps, represents specific role groups,
interprets needs assessment results, and makes. recommenda-
tions to'school decision-makers. This committee also serves a
* 7+ feedback and evaluation function for the project. In another
-/, .system, this unit only makes recommendations about goal
. statements, iépresents Yole groups, and.responds to needs as-
'sessment, instryments. o, - :
_ _ ‘Despite the renge of functions for this unit, it servés a com-
' / mon function across al]:modgls reviewed—that of prom:télg. ;

o\

o

. ..\{&lidity and "écqeptimég of *theims“‘assessment by the grodps
- and\-iristﬁut‘i_or’;is representéd tIMgugh .unit membership. It is

e

P ) . x&’ . - , <
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recommended that this group—or a thanagement gi'oup with

similar composition—be the center of collaborative planning,

" Aspecific example of the prganizational units of a needs

assessment system was derived from an analysis of the Phi
Delta Kappa Model Program for Community and Professional
Involvement (Rose et al.). The organizational units identified

are: . _ .

1. The Area Task Force (Consultant Unit). .

2. The Board of Trustees. Superintendent, or Educational Leader in a
local school (Policy Unit).

The Reprasentative Community Committee (Impact/Involvement Unit).
The District Task Force (ManagementCoordination Unit).

The Teacher Cadre (Task Unit). '

The Classification Team (Task Unit). .

The Interim Selection Committee—ad hoc (Task Unit).

District Teachers (Task Unit).

S NP Wb

Y

These units are more or less typical of the units identified in
all systems reviewed and should provide a guide for deter--
mining the structural upits of most needs assessment projects..

"Some of the units—the Policy Unit, the Managing/Coordina-

ting Unit, the Consultant Unit, and_the ImpactInvolvement
Upit—should be established early ih the needs assessment."

" ..Specific task units may not be established until planning is

more complete and tasks for developing ardd conducting the

‘needs assessment have been identified. ‘ ] L v
rganif-/. :

. The second consideration in the development of an o

- zational plan is the determination of interaction. patterns

among the organizatiohal units, betwesn the units and the site

institution, and between the units and the broader educational .

community. Each of these interactions is discussed in the fol-

lowing sections. , L ~

-

Interaction among Organizational Units

The typical interaction /pdttern among organizational units

in most institutions is hierarchical. Infoopﬁa"tipn has a two-way
flow; decisions are made at one level and Earried out at

- another level; interaction 'among units is usually limited to

] {
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. ad]acent units. Thls‘type of interaction is especlally ev:dent in '

~the traditional orgamization of educational institutions. Schogl _—
boards set poﬁqy, superintendents act on ,pollcy-———‘ ing di- |

_ rectives to the gdministrative. staff whigh then issude direc- - ..

«  tives to teachers'who implement directives in regard to’stu-

dents, programs, and organization.- - - r -

Variations of this interaction pattern are visible to some de-
gree in 4l of the needs assessment systems reviewed. In all of
the systems, mos{ organizational units interact with more than
one other unit. and there is horizontal as well as vertical in-
teraction. A basic interaction pattern commowhe systems
is depicted in Exhibit 12. P :

As Jlustrated there is both horizontal as well as vertical °
interaction and direct interaction among all units. While de-"
c1sxon making flow is primarily hierarchical, decisions can.be
tifluenced by recomniendations from all groups.

A specific illustration of the interactions gmong organiza:
tional units is provided by an ‘aly,sw of the Phi Delta Kappa .
_program (Rose et al.), as shown in Exhibit 13. Interaction pat-
‘terns for this exhibit were determined by examining the step-
by-step procedures provided in the “*Ad inistrgtor’s Manual”’
for the program. The analysis reflects thsnéiect interactions of
organizational units as tﬂey carry out tasks or activities in -
relation to other units. .

In the Phi Delta Kappa program LRose et al ) pohcnes and
directives for action flow directly ftom the pohcy-makmg unijt .

‘to the Area Task Force, the’Djstrict Task Force; -the Interim

" Selection. Comittee, the’ Representative Community Com- . ,
mittee, and the Classification Team. The Policy Unit hasdirect - . ¢
interactions with several units and is influenced by theserunits
thmugh recommend‘htions, training, and/or requests“tor ac-

. tion, '-’ e R a2 N

o N Another type of organizational plan was found in the Uni~ :

~versity of Houston/Houston Independent School District .

" .. Eleventh Cycle Teacher Corps proposal. The project was de-

' signed to develop, implement, evaluate, demohstrate, and dis- .
sempinate a staff devilopment program based on identified - o
. needs of the community, Qtudentsf’nd teache;'s It was 8 col-

— 70;
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Exhibit 12: Conceptual .Intera*on
among ()rga_nizational Units

/ - r— ————————————
|
. . 4
: <
< ‘ — = —— —p{ Policy Making e — - —
: :— Unit - —:
R - - l
v~ | ' [
Y SR S
Y . N ¥ v
Consahant B - " Management/ Impact/ -
UO _:u 4 4 —®  Coordination J&—df Involvement
o n Unit Unit ,
4 ‘ y ¥ -
! . I
| ” . : . - :
‘ }
= — e
————»  Task'Unit - — - —-
J
. o ,
' L ***** wnkis NS e GE—n  Svean

’
¢

- —— indicates interaction * <

._.._._,,, indicates de;ision/task flow

<
»

laborative endeavor involving joint part ipation of the com-

" munity, an institution of higher educgfion, the local education
agency, and the teaching professign./|
The organizational unitgwergterived through a functional

. analysis{related clusters (’ tasks that were to be carried out in
the project) instead of through/a structural analysis. These

-

2. The Management Coordination 'I‘;eam

—_— ‘ | - F’IAnn'ihg Tasks 'Emd'- Organization 71 .
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Exhibit 13: Actual Interaction i
L7 w  among Organrzational Units in POK Model

[y . L] . '
e o e e T“rustegs II ____________I_, |
I Superintendent, *
: l 1.  Educational |
5 : Leader ’
4 e |
Area T - . I
. :‘hk 1. Interim, - |
oree . — i Selection, ~{ | |
_11 |/_ , Comrruttee l
District. l . a8 ., I I
Task ‘ l . > l
. o -+ Force | o / '
_ . <17 " Represenjative I
v Teacher Community | )
r Cadre & Committee |
| RN | .
T District N ) |
- Teachers - S ¥
) ‘ 3 ) ! . r v} .
. 1 . assification
- ' ~ L_.___..,_._.___............_N ¢ . R .
. . - . : Team _
| < . ) ’ '
g e L - o
E < ———————p indicates decision-task flow o
- - _ C . L e e
" ‘. . == == -9 indicates direct interaction .
‘ _ and influence on decision-
_ ) - making through recommendations,
. training or request for action
gy R ) . ) -
S S . -
K . 0y \
Y. . - S
. . X :
v . . . ~N ; _ .
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*3. The Program Development Peam
4. The Dissemination Team _ . e

— S TheCurficalum Tmplementation Team .
6. The Staff Development Team - . t
7. The Demonstration Team o
8. The Evaluation Team i 3 “~ . ~

»

P

JThe organizational plan was dévised .to allow maximum
interaction, participation in decision-making; and task cdm-
pletion by all functional units. An illustration of this plan is

- provided in Exhibit 14. In this plan; the deviélopmént and
.. implementation of instructional programs for students pro- - .
" " vide the central focus for all prbject activities and interactions.
All units are represented on the Management Coordination
Team, and each unit ijfresponsible for developing its own
- plan to fynction. Plans and activities of individual units are
coordinated through the Management Coordination Team and. -
- .reviewed by the Advisory Board to ascertain that they are
"~ within project boundaries and ‘do not violate existing policies
of the colloborating institutions. :
4 Advantages and disadvantages are associated with both
© types of organizational plans. In the more traditional type of
“organization, decisions can be made and implemented in less
time. Planning proceeds in a smoother, mbre orderly fashion -
because fewer people are involved. These people usually have
both s:r%in decision-making and the power to see that deci-
sions ar@implemented. Resources and rewards are usually in -
. the hands of the policy-making group and can be distributed
in a priority relationship to the brganization’s mission. o
" Some of the disadvantages of this type of organization be- - -
come apparent when the mfss'ionmqmres_ the participation of
groups and individuals over which there is no direct control

and when the mission requires the collaboration of indepen-
~ dent.institutions and groups. While planning and implemen-

tation may requNre less time, there s the denger that ple ‘
-outside the direc)\influence of the organization may refuse to' i
‘participate. If they Yo, valuable time may be lost in orientation .

- to specific tasks or in development of the required knowledge
and skills. People who are involved in task completion but not
e . & N A - : . . .
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Exhibit 14: Ptoject Organization - S

Derived through Functional Analysis. s+ . .
- ; Teacher Corps Project . o
s . '

. : Management
- Coordination '
| /
Program ™~
.o Development o . . Dlssemmatlon .
F3 i ) /'
- : ¥
‘ .
A 7 .
Curriculum ~{ Advisory
T Evaluation v Implementation Board
X Y 4
) . - - Demonstration o
N . h . r. ’ &
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N S .
. in decision-making may not be able ta perceive the overall /
_ plan related to the mission and may fail to understand the
R importange of their task or its relationship to other tasks.
: Communications and many decisions may be made on incom-
plete information or hearsay. e .
Advantages of the second type of-brganizational plan are
that it allows far all units to be involved in decision-making, *
distribution of rewards and resources, and evaluatign of their
own actions. People responsible for specific tasks would have
been involved in the identification of thoser tasks; they are .
involved in decisions concefning their own actions and un-
derstand the overall missien because they have been involved =
in its conceptualization. Implementation proceeds more
smoothly because there is no need to orient pepple. to the "
projector to try to sell them on the need to partjcipate or carry .
out tasks. Units not only know what they are doing but are -~ = -
" informed about the plans and actions of all other groups and
decisions that affect the entire project. C :
. A‘maior disadvantage of this plan lies in the initial necessity.
, to orient people about the project. It may also be necessary to -
.. .. spend time training people in decision-making and planning. e
Decision-naking’ requires more time Decause more perspec/// 7
tives, information, and people are involved. It is necessary4o
consider conflicting priorities and to reconcile divergent
points of view.: , S :
~ In comparing the two plans and assuming that the disad-
vantages of each ate overcome, the first type of organization ‘
fosters efficiency in planning while the second facilitates col-
laboration and implementation of, commitment to, and ac-

ceptance of the misgion. - . v e

. Inteiaction between Organizational Units and Other Institutions

A needs assessment project,tan be organized in several
ways to allow for interaction within the broader educational
‘community. Business and industry—and’ some educational
" institutions—have established organizational units (Public
- Information Departments) to serve this function. Most educa- —
tional institutions also have some type of parent'teacher or-

* Planning Tasks and _Organiiqtion- . 75
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S
ganization to provide a vehicle for school/comnunity interac-
____._.. . tion. One way to organize for wider involvement is the estab- ", , -
lishment of a separate unit whose function is to interact with. <« -
‘groups, individuals, institutions and agencies in thé commu- '
‘nity” ) « o
..A modified version of this strategy was used by al] needs -
assessments reviewed through the establishmenf ‘of the
lmpactllnvolverﬁent_ Unit. Exhibit 15 is a schematic” illustrat-
ing the interaction patterns possible through this ‘type of
- - strategy. : ’ -

X - Exhibit 15: Interactions . A
with invalvement Unit  \ : ‘

- InStito‘Jtions
~Of - C
Higher

Education

Impact/
" Involvement
Unit

Civic,

Political,
Economic -
Organizations’

Professional -
Organizations -

School \ .
Personnel o
“ 76 "  The Process of Neéd_s Assessment « o N\ '
’ N L0 S N - - .
L \9‘1




N\ The validity of three assumptions upon whick this strateéy _
is'based is critjcal to needs assessment/community interaction. =~
These assumptions are that selgcted members are truly rq{e{-' R

sgntative of the views, opinions, and values held by the gro
the)y represent; that'role group representatives would interac
with the-group represented, thus. ensuring two-way interac- )
tion; and that the internal interaction patterns would allow
-~ -input from the representative member to be disseminated to = .
all units of the needs-assessment organization. Unless steps
_are taken to assure that these assumptions are met, needs
assessment/community interaction may be token. '
The latter assumption has been met in a number of rieeds
assessments and _e.duc‘atio_r'ial improvement projects by as- -
signing representative members ofdthe educational commu- -
nity to a number of organizational units other than the Im-
" pact/Involvement Unit. In the Phi Delta Kappa program, there
is both an ImpactInvolverhent Unit.and dissemination of
tommunity representatives among other units. The Houston
Teacher Corps project calls for more widespread involvement
of the groups. in carrying out the functions of the project. The.
distribution of members of the various groups dmong func-
tional units is shown in Exhibit 16. In this plan, members of
the broader educational,community, along with hjgher edu-
cation and staff personnel, participated in planning for and
carrying out tasks related to every .project function. Teachers
'+ were members of five of the unitg; representatives of profes- :
sional education organizations participated in six of the'eight ...
functions; school district personnel were members of seven B
units;’ and interns ‘(students) were-represented in six units.
: = Members of every role group participated irt policy decisions .
- through membership on the advisory hoard. . . :
- - Since the interaction of the organizational units with groups AR
' in the broader educational community can take several pat- =~ .
. terns, it is important to identify them as early as possible. ‘\
: While this is a decision to be made hy planners for each'indi- *
. vidual project, the distribution among the units of member-
- ship from all groups in the educational community has many .
advantages. Among the advantgges are that it assures the in- e
L. T STy e )
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Exhibit 16: Management Assignments .

by Collaborating Group ~ » "
*Source: University of Houston/Houston Independent Schobl District, 1977
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‘volvement of all . :

", facilitate communication-and.the flow of information among

the face validity of the needs assesgment and its results. - -

~

all groups; and it allows'input froin all‘groups,-thus_"increasing'k _—

“ Interaction of Organizational H"“S ’ I . v

7] t - . LA ' . - . =’
with the Targets of E(fucational Chghge’ . e

%

. As discussed in Ch pter 1, needs aéséésmexit jntel;a(_:ts with .

A

** targets of change af ¢ stagés irf the procass. Exhibif 17
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“shown in Exhibit 18. '

¥

~

Exhibit 17: lhteraction of Needs Assessment Stages
with Targets of Change S

I .

. TARGETS
| STAGES * ' People Program | Organization
Goal Formation ! % '
Bata Collection on ‘“ ’ . . .
Current Conditions . X X X
| Needs Andlyls'ls

identifies these interactions. As Exhibit 17 illustrates, interac-
tion occurs between the needs assessment ptocess and the
targets during every stage of needs assessment. Specifically,
orggnizational units of the needs assessm&nt are involved in

* each of these interactions. These units carry out specific tasks

in planning and conducting the needs assessment. A schedule

of events for task completion is developed, and responsibility
for events is assigned to a specific organizationat unit. For

‘example, in the needs assessment stage, Data Collection bn

Ciltrent Conditions, one of the specific tasks which may be
identifiedis that of obtaining achievement-level data pn stu-

‘dents. In obtalning these -data, the following activities or -

events may be scheduled: < . .

L ‘,

1. Obtain approval to collect achievethent data. | < .

2. Identify school procedures for testing students. |

3. Identify curriculum areas in which to collect dath; analyze curriculum
areas to determine specific, objectives or instructional outcomes.

4. ldentify appropriate standardized instruments for curriculum objec-
tives. : - ; :

Identify school staff to conduct testing.

Identify student sample.

Develop.testing schedule, :

Mopitor and facilitate achievement testing. -

® N w

~

As these tasks are carried out by prescribed organizational

units, the units would interact with specific tdtgets of change
in the site school(s). A possible unit-target interaction is
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Exhibit 18: ()rganizatfor;al Unit/Target Interaction

o ‘ tor Hypothetical Testing Schedule
:.'__. " - L. BRI T R L .. . . - . . ) . - m
+ _EVENITS ’ ()RGANIZATI()N;‘\L UNIT TARGET(S)
* |1 Obtain approval to Managemen(]Coordination People (Principal)
collect data. . Unit : > ) '
2. ddentity procedures  [Evaluation Unit Organization~ * f
tor testing students . .
and for orgamizing, . . / . .
.y stonng, retrieving, and ' . '
§ K reporting data ) Lt e
3. ldentify (uf(lgulum Program Development Prqgram :
areas in which to Unit : -
collect data; analyzes ' .
, curnculum areas. ‘ T ‘ e
“ 4 Identty appr()p‘rmte - Evalu:_]ti(m Unit . Program )
. standardized instru- - . _ T
, ments, . ! .
) 5.7 Identify s hool staff M‘énagement/(ﬁoordinat?on People, = .
n to conduct testing Unit* ‘ Organization -
: 6. ldentify student « | Evaluation Unit People, ) )
wimple. : - s | Organization ?
7. Develop testing fManagement/Coordination | People, B
Schedule. . Upit Organization
’ 8. Monitor and facilitate Evaluation-Unit” People
achievement tes’lg. h

T

A¢Exhibit 18 illustrates, many tasks for conducting a needs.
- .- assessment are potential interaction links between organiza-
tional units and targets’in the educational institution. In sys-
tematic planningyit is helpful to identify the specific target for
.a giyen task. If done, collection of information can focus on ¢

. that target; and the danger of information overload (in relation
" to other targets) can be avoided. : '
. Planniang For Needs Assessment. oo o,
Pre-plannhing and orga_nizi_yggfor needs assessment with the
considerations and suggestions offered herein should help get
X needs assessment planning off t a successful start. During the
third plannihg stage—planning for neéds assessment—edu-
_cators and members of the educational community plan to-

8()/ . *The Process of Needs Assessment v
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gether They 1d ntify tasks and dévelop sthedyles of events

for conducting the needs assessment. Some of the tasks that =«
hevebeﬁmdeﬁt‘ —this stage-include:- - - - - o T
1. Devélop procedures r identifying goals (e.g.. select, comf)ile, _

__,_ \
PS"?".\'?’S":".‘*’!""

analyze lists of goals; write goals).

Develop format for prioritizing goals.

Identify sampling procedures for prioritizing goals.

Select population'sample(s) for prioritizing goals. .
Develop schedule of events for prioritizihg ;oa‘ls '
Conduct goal prioritization activities:

Determine ‘procedures for analyzing godl prlohtres .
Determine procedures'or format for displaying goal priorities. , .
Analyze and display goel\prroritres

Determine procedures for communicating goal prrormes to appropri-

ate groups. -
Communicate goal prioritigs.

~

11. .
12. Design and plan data collection procedures .
13. Identify data sources. X L
e x L Memwpopulatmrrsmpw{_‘”‘“"”"' - ¥ v
‘ 15. Seleet and/or deve'l(rp instruments. , . . T *
16. Develop testing’ SChedule o e t .
17. "Collect data. ' ' . |
" 18. Analyze data. . T
19. Detefmine reporting format for needs 1dent1flcat10n N
*20. Complle data report (display data on goals and current condltions)
21, Determine procédure for prlormzmg needs. , : - ..
22. ldentify populations to partrcrpate in prioritiZation.- . *
23. Prlormze needs. i
The followmg tasks suggest activities undertaken after the « .
‘needs essessmefﬁ is completed. As such, they are mtegral to
.the plgnmng of change strateg!es e T
1. 8pecify program objectives, based on student outosmes. o
2. Determine rmphcations of objectives for changes in institutlonal com-
¥ ponents -
3 Develop strategies {os meeting objectives an!l effectmg desrrable _ , -
* changes. . - ' P
" 4. Determine cost factors of strategy implementation
5. Implement strategies. v
6: Identify indicators of successful implementation and procedures for : v
evaluating effectivemess. - "
7. Evaluate program. ! o - T
8. Revisd progtari as needed oL y _ . e s
' . '.' . . - \ . '
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These sample tasks are app
model described in this do
pends upon the. needs asses

' b 3 o g
. .

opriate for the needs assessment
rument. Task identification de-
ent model selected for specific—-

sifes. Ideas and suggestionsjfor making decisions about the

tgsks are included in sever

nd suggestions should

Schedules of Events for'Needs“

chapters of this.document. Re-

rdless of the model selectpd for a specific site, these ideas .

prove helpful in developing .

schedules of events for needs assessment.

sessment

.~ After tasks are identifie
" madg. Resources are alldcqted- for task completion. GANA'T

charts are helpful organize

, specnflc task asmgnments are

in both developing and display-

ing schedules of évents. GANTT charts are developed by list-
ing vertically tasks to be-c mpleted on a page and. blogks of

timeé: horizontally. For eac
that approximates the startjn

task, -a det-is-pleced-inthe-block—

g date, and another dot is placed

in the box representing. th completion date. An arrow is then

drawn from the starting dqte to the completlon date as’illus-

trated in Exhibit 19.

" Exhibit 19; Illustratu e

GANIT Chart

« Week | _ | —P '

fask . vl 2fsgfals|e)7|8]9po[nfizi3lia)ishel17[18)19] -
: L
Develop tormat tor prion-
. —i-
tzing goals . ‘ ,
y

[
Identity sampling proc edures L N .
for prionhizmg goals. o '
Select population sampleqs) i -
tor pnontizing goals 2 ™ P

. task. An illustrative &har

GANTT charts illus raté

the time relationships amohg tasks. -

~They may also be de}elo ped to include task assignments to

organizational units, yesoy

-identified for the stages of
This chart contgins tas
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rcés-needed, and the target for each
using the needs assessment tasks
lanmng is provided in Exhibit 20,

s, projected timeline, resources, re-
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sponsibility assignments, and potential targets for a needs as-
sessment. By breaking down the tasks into more specific ac-

A )

R }_L'u_/ities. and events, more detailed schedules of events can-be————

-developed for local needs assessments. Such a chart consti-

. .tutés a management design for needs assessment, a product of
planning, and a vehicle fo monitoring and communicating
activities related to it: . . ' ’

v

Summary

-~
Needs assessment planning téke‘s- place in three stages—
pre-planning, organization, and planning; for conducting the"
" needs assessment. Pre-planning tasks and decisions about .
them are made .id terrhs of the conditions which precipitate
needs assessment and the type of needs assessment—general ¢ ‘
or targeted—which.is to be conducted. (Lgamzat\ion_ofihe e o
"+ . needs assessment equires identifying the structural units and .
* * interaction patterns\which characterize the needs assessment. -
Needs assessors should develop, structuralainits and interac-
tion patterns which best facilitate communication (a) among
units, (b) between units and the broader community,.and (c)
between units and the targets of the needs assessment: .
>+ Collaborative, systematic planning is the récommended
" " process for identifying tasks and developing schedules of
. events for conducting the needs assessment. General tasks are -~
recommended and displayed in aniillustrative schedule of -
events- using GANTT charting as a management tool. More
detailed schedules of events canbe developed and displayed
using the management design provided, and specific dctivities
and. events for conducting local needs assessments can be -
identified. . o - . .

t ~

<

~
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The function of a needs. assessment is to determine and docu-

14

o ment the discrepancy between a. desired outcomre, “What -
‘ should be,” and the present condition, ‘or “What js.” Exhibit
21 1llusmltes the Needs Assessment Algorithm. Thls chapter
L. ) :
P E-xhnbn 21 Needs Assessment Algonthm |

.— 5 ( '-'. ‘ . . ¢ N o
. R : Stage 1 o S-tapf2 . Stage 3

'WHAT SHOULD BE WHATIS | | NEEDS '] R

Goas : . Pl‘vsent Ce'ndillom ] . __Dh(?quncle;
A

—

- 'Wthh focuses on the first of these three stages, anl Forma-j .
 tion, is organized into three basic parts: Identlfymg Goals,
P’rloritlzmg Gaals, and Analyzmg Priorities. _ R

N Identifying Goals . g N
Needs assessments tend to mirror one of two approaches (1)
. a general approach involving,the total education system or (2) , .

-~ a targeted. approach igvolving one aspect of the program. In ).

- the first appreach, the goals to be identified reflect the total

* educational program of the school or college. They are as

e comprehensive and as complete as possible. Statements of
“..such goals tend to be broad and .general, reflecting 4 concep-

tion of the liberally educatéd person. Should. the needs as- _
ssment be based on such goals a first task is fo speoify an ’

I 4
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of sources:

¢ -education that are available upon request. \
2. Most public schookdistricts have published a list of goals. :
3. Colleges of Education have defined goals for their undergraduate and
graduate programs.
4. While dated, statements from-PFeports such as the Educational Policies
Commission of the National Education Association (1938 or the Mid-

Céntury Committee on Qutcomes in Elementary Education (Kearney,

1953) provide basic,ideas for formulating goals. .
. +5. Goals may be drawn from needs assessment systems, such as those
! _ developed at the Centérlfor the Study of Evaluation or Phi Delta Kappa.-

“Several of these lists are illustrated late;r in this chapter. The

second type of goals is more limited in scope, usually dealing
-with a particular content area, problem, or set of areas and
problems. These goals ‘may be derived from sources such as

. these: T \

v

1. Teacher Corps proposals. o
2. Discussions among parents, teachers, and students concerning a prob-
lem or a need for school improvement.

. tional Council of Teachers of Mathematics), textbook lists, op‘analysis
of achievemeént tests. . '

4. Goals logically derived from a proposed purpose (e.g, improving inter-
personal relations or sensitivity toward energy yse). :

5. Goals dérived from job or task analyses.

8. Goals resulting from analysis of research findings.

Comp'rehensiv\e: Sets of Goals : oot

- + Broad-based goals have been generated for students in
schools and for professionals in teachér preparation programs.
In each case the client, whether child or adult; is a learner.

"Goals and the processes used to devise them for each client’

group are discussed in this section.
) " In both schools and colleges, political forces affect the
~wording and the composition of goal-statements. Community
Yoo and personal values areé reflected in the political Mimate of the
- community which tends to shape the assessment process.

. L4 ’
v . )

195

agreed-u ;;G’n list. Initial s'f'at.éments are available from a variety _

1 Most state education departments have developed a list of goals for

3. Lists of content goals published by professional associations (e.g., Na-

| Formulating Goals- =~ 87
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Special interest groups' the Board of Edl‘lcation.or Regents,

-_recent local events, and external political factors influence the
needs assessment (English, 1877). .. .. . ,

School-Related Goals. Many processes have been used in

determining goals for children.and youth. These will be con-

sidered in this section. The Center for the’ Study of Evaluation *
(Hoepfneret al., 1972, pp. 87-96) listed 104 subgoals foF its set

of forty-one major goals, which tended to be related to content
areas- (e.g., reading mathematics, physical education). Sub-
goals for three major goals are shown below. Using the CSE
numbers, they reflect affective |
cognitive (#22) aspec_ts of musig;

20A Music Appreciatign
20B Music Interest and Enjoyment

21A Singing ' ' R o
21B Musical fInstrument Phying )

21C. Dance (Rhythmic Response)

22A Aural ldentification of Music
22B Music Knowledge

The Phi Delta Kappa needs assessment system (Rose et al.,
1974) posed’its goals as processes related to student outcomes
rather than in terms of subject areas as CSE had done. Among
the eighteen goals in the system are those shown in Exhibit 22¢

Bucks County Public School developed the Quality Educa-
tion Program Stydy (1971), which became the basis for several
needs assessments in Pennsylvania and other states. Ten
major goals were included in the needs assessment system:

- 1. Self:-Understanding R —
2. Understanding Others
+ 3. Basic Skills
4. Interest in Schoolsand Learning
5. Good Uitizenship
6. Good Health Habits
% 7. Creativity .
" 8. Vocational Development _
9. Understanding Human Accomplishments
10. Pref)/aration for a World of Change
88 The Process of Needs Assessment
e .
) N
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20) performance (#21), and .
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o : Exhibit 22 lllustrative Goals “ Y

_from Phi Delta Kappa Needs Assessment
Source: Phi Delta Kappa, 1978 ‘ .
e . e v L(V__. » . . -x - . - '/' A

N Lvdrn/ how tq be a good citzen _ 4 v )
2. Learn how o respect and get along with people who think, dress, and act
differently. ° '

. : L
3. Learn abdut and try to understand the changes that fake pface in the world.
4. Develop skills in reading, wniting, speaking, and iistening. '
. Learn how to use leisure time.© ° C

Learn How to Be a Chod Citizen,” ir?clluded four subgoals:)

[)bvelop an alareness of gogd civi(',-righls and responsibilities.

Develop attitudes tor prpductive citizenship.in a democracy.
-Develop an-atttude of respect for personal andl private property.
. Develop an understanding of the obligations and responsibilities of citizen-

SEERS

(Each of these g()lals was descnibed more fully using 2-4 suﬂgoals. The first goal,

ship. - -

(]

" N\ Each goal was described more"ful_ly under- “‘areas”; then

*subgoals” were listed within each area. Goal IX (Bucks
County, 1975, p. 5), “Understanding Human Accomplish-
ments,” was called an important part of a student’s education,
since ‘‘Quality education should help all children to under-
stand and appreciate as much as they can of human achieve-

ment in the natural sciences, the social sciences; and the arts.” -

- Five areas further .defining what- this goal entailed are in-
cluded in Exhibit 23. This approach illustrates how broad
areas can be broken into more sharply defined goals and sub-

- goals, with descriptions at each level. These goals and sub-
goals are reacted to by members of the educational community
in terms of an ideal school program. Chapter 6 includes a
description of how data on’current conditions are ollected
andgcompared with these data on ideal conditionﬁj o

In Temple City, California (Rand and Stover, 1971), the
goals- were organized around six areas: . |

Area l — Citizenship Prepération o .

Area [l — Occupational Preparatioh .

Area Il — Basic Knowledge "

Area [V — Current Issues .

Area V — Self Understanding” N

Area [V — ‘Extra(_:urri(_:uk]ar Activities

° . Formulating Goals "89
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Exhibit 23: QEPS Subgoals for Goal 1X S
" Source Bucks County Public Schools, 1971, p. ‘S ' '

.
L .. P - e - . U

Areas 1, 2—-—SHOWS APPRECIATION FOR ACHIEVEM NTS, OF OTHERS.

Shows. appreciation tor the great artists, wnters and musicians apd the hard | -
-~ work needed to excel; attends comcerts, art shows museums selects good
books, misic and motion pktu;ﬁ, , o : .

oo Area 3-—HAS KNOWI.EDGE IN AREA OF HUMAN‘ACHIEVEMENT

Shows knowle(fge by repeatmg lines of a book, ‘poem or story; teaches or
offers to teaeh™3 (ldss knoys history facts; explams differences between’

. ‘ Yoo teenagers and adults. : . : i -~
L [ o
Area 4——SHOWS INTEREST IN LEARNING ABOUT HUMAN ACHIEYEMENTS "',_
' . Collects information on* accomplishments of .a pe?son race, or group of . '
people; studies on own about persons or events; ask qtféstlons goes tollbrary 2

to Ieam about achievements of people

-

v S .
Area 5—TRIES OR ACHIEVES'IN ‘A FORM OF HUMAN ENDEAVO‘R

s - Takes.music, an or dance lessons; writes new. wonds to aﬁg performs. m a e
- musicak, art or athletic group. e '

Fﬁ/e aspects of the eu\lculum were shown in Area II ‘Occu-
pational- Preparation: . - . .

S B Opportunmes for vocational training for dlrect eniployment. _
2. Appropriate coursework to meet public and- private umversny entrahce

Y . 24

. requirements: S
3. A broad choice of electlves
. 4. Career counselmg ) : v .
o 5. Academig: counseling. . - i L ’ L\/
o The results of prioritizing efforts by parents, students, or
. _“teachers provided school administrators with data on what -
. programs and services to gffer. e o
Sarasota County, Flori, schools (1973) drew thlrty-mne
goals fromh a number of sources, including the state education
agency, Educational Testmg Service, and the Mid-Century
Committee on Outcomes in Elémentary Education. Stated in
general terms, these goals did not rely on subgpals for further
definition. The first six goals are hsted in Exhibit 24.

-

90 The Process of Neéds Assessment S '.-
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o "+ Exhibit 24: Partial-List of Sarasota Goals 3 . .
¥ . Source:-$chool'Board of Sarasota County, 1973 ] .
— [ BACH STUDENTWILL - . Tt e O
. 1. -Develop for the reguiation of one’s personal and civic‘life,'a cqode of Yoo
- betavior based on ethical principles condistent with democratic jdeals: <

2. Participate actively as an informed and responsible citizen in solving the ¥
_economic, social.and political problems of one’s community, state, and
_nation. ' g , ‘

- 3. Recognize the interdependence of different peoples of the world and
one’s personal responsibility for fostering intétnational understanding and
peace. . . ‘

4. Understand the ideas of others and express one’s own effectively.

5. Maintain and-improve his own health and cooperate actively and intelli-

gently in solving community health problems. :

kN

‘

Goals For Professional Educators. Comprehensive sets of
goals for,teachers, administrators, and others engaged in pro- - -
fessional education have been generated in a number of ways.

The process has been facilitated by an emphasis on compe-
tency-based teacher education but draws its power from the
systemic concept that professionals should be prepared in an
- .integral system. Several approaches have been employed in
this process (Houston, 1975). . : .
"Perception is the most commonly used approach. Groups
are asked to identify behaviors needed in a particular role.
That role,may be general—all elementary teachers—or
targeted on a particular group—elementary teachers in a dis-
‘trict’s open classrooms. These may be obtained through open
discus's'ions‘, Delphi techniques (see Chapter 9), interviews, or .
descriptive Statements. They typically are specified as a set of
. goals or competencies and rated or ranked in terms of impor-
' tance. They may alsotbe analyzed to assure completeness and
balance. ) \ : :
The second approach to specifying professional goals, Con-
' ceptual Models, assumes that effective instruction is related to
a theoretical position and holds pxofe;;si’onals accountable for
demonstrating that position. The conceptual construct may be
~‘related to the background of the teacher (e.g., practicing be- -

' ) - o Fbrrhhlating Goals 91
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havioral scientist), to th® processes usedb{ the teacher (e.g.,
rational decision-maker), or to' the approaches used in teach-

- ing (e.g.. models of teaching). Success as a teacher is demen-. .
_strated by congruence of behavior with, that specified in-the

model. This is an importan® distinction, since other ap-

proaches assume_that success as a teacher is démonstrated

when learners achieve. ‘ v .

In Task Analysis, each professional role is analyzed to de-
terl?;ine what tasks are performed_by practitioners. Teachers
ate observed or interviewed to determine what is in¢luded in

/ the role description. In other cases, teachers keep activity logs

which are translated into goals. In still other cases, a particular
task is analyzed logically for the behaviors and knowledge
required. » o

In Course Translation, the staff reformulates requirements
of current courses into goal statements without reconceptu-

alizing the program, the relevancy of content, or approaches -

employed in the“course.

. In Use of Other Lists, the staff relies for its initial input on .

work from the field. It collects the competency-specifications
or godls formulated by other programs and either uses them as
they are or modifies them. ;

Negotiation may be linked with any ‘other approach but is

. distinguished by the procedures used in final determinatidn of

goals. The staff typically sits around a table, discussing, edit-

ing, and medifying statements. Staff members wigh more per--

suasive arguments, the most tenacity, the loudest voices, or
the sharpest editing skills seem to prevail in the final listing.
In the Needs of Schodl Learners approach, the teachers’
preparation program is based on a process that begins by
identifying the needs, values, and perspectives of learners.
Then, the kind- of school organization and program that
facilitates achievement of these goals is described. Third, per-
sonnel needs for such a school are specified, and teacher com-

‘petencies are identified. This long, systematic process is

rooted in the basic purpose for the teachers’ competence—ta
help learners. .

The Conimunity-Based approach is similar to the last one; it-

'
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examines the consequences of teacher action and then formu- *

ldtes a teacher educatioft program to cope with those conse-
quences. This approach adds a step to the process outlined in

sing the needs of society and of a particular community béfore
speculating on student needs and values. ~ - t

~~the “Needs of Schoot Learners approach; it begins by 85396{ T

«

Targeted Sets of Goals - >

The number of goals to be included in the needs assessment 4

is often limited by the steering committee prior tq data collec-
tion. The resulting goals may reflect their own priorities for a
school (these are the most important geals); they may reflect
potential areas of need (these are the areas in which improye-
ment is mtost needed); or they may target a particular problem

\

in the school (e.g., poor interpersonal relations, low morale, .

drugs).

Goals-ultimately derived for the first two.areas may be N

drawn from more comprehensive lists. Thosgsincluded in the

third area typically évolve out of the, problem situation and -

usually are idiosyncratic to that situation.

"__ A case study illustrates the process used in one school dig-

trict to focus needs assessment on pettinent areas of concern.
-In California, San Jose organized its needs assessment panel to

.include representatives .from several institutions. The

eighteen-member panel included.eleven parents, two central
office administrators, two teachers, one community represen-
tative, and two community agehcy directors. Beginning with

_ the forty-one goals in the Center for the Study of Evaluation

system, the panel narrowed the list to ten high-priority goals
as a more realistic number to consider. An eleventh goal was
subsequently added. . { _ S
To, clarify the meaning of the goals, six different goal defi-
nitions or statements were written for each of the eleven goals.

Those definitions which best fit individual perceptions were

selected by a task force of twelve community represenfatjves

not on the panel. A reactionnaire based on the resulting goal .

descriptions was completed by parents. Descriptions of the
first three goals are included in-Exhibit 25., -

A
L]
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Exhubut 25: Three Goals Selected for San Jose Study
Sdur(e San Jose Unified $chool [)sstnct 1972
- . L ]

5"

R SN TV S LT
\.

\ . ¥ The (arnculum shotfld focus on the student's adjustmentsand well being,
’ .. 1+ teach, the benem% of cooperation, instill confidence, a sense of responsibility,
. respect tor self and others, and an interest .in other people

- MATHEMATICS ~ + * .

‘- The student should understand math concepts and be able to work with whole
‘ numbers, fractions, perc entages and he should be able to apply this knowl-
edge to practical problems of daity Iavmg e.g.; balancing a check book.

- 3. READING

. Emphasis on reading comprehensnon with careful consideration given to voc-
abulary and pronouncnatlon abiljty to write what is read. Readmg should be

-~ |, taughtas a pleasurable experience. An adequate library should be available to
- \ s!ude’n)s . . 1

XL

[

' o Partlcularly with project-derived goals, confusion occurs
between goals, symptoms, and processes. For example, one
project set as its goal to “improve an alternative school’’ when

i " it actually wanted to design and test procedures, content, and

. organizations so that students could increase their self-

. concepts and have opportunities to explore unique programs
of study. The former, which focuses on an organization, would
be judged in terms of changes in the organization. The latter,
- which'is student-focuseéd, gould be judged in terms of student .
“change. Regardless of whether goals are broadly conceived or
targ\eted they should be examined and redefmed until they
focus on changes desired in learners. -
The. following principles for stating goals may prowde
. criteria for exammmg a list of them:

1. *Each goal is- chaarly gtated. = ' t

_ 2. Each goal uses current terminology,

. : 3. Each goal conveys a consistent message.

e - 4 Abbreviations and acronyn‘«are avoided.
5. Statements are brief. S .
6, Each goal is a complete sentence. S : "o

“ 7. Multiple.verbis are avoided. . . Lo
ot - 8. Each goal is specific, observable, and measurable T

~
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9. Edch goal répresents an important change in behavior or challenge for
students. . ' - - .

10." Each goal is realistic and attainable.
Nurperous examples of goals have been provided ,in this-
chapter. Each should be examined- while considering the
criteria for stating goals. It {s noteworthy *how few goal state-
ments are adequate; some are¥actually nouns namirig classes of
behavior; others describe processés rather than” outcomes:

while some are not even related to students. ~ . *

Prioritizing Goals . ‘ .

Identifying a set of goals for a school or college is the first
'.Sll!ep“'i'ﬁ the needs assessment; prioritizing them is the second.

he latter provides data on goals which are considered most
important. ' ; .

Determining priorities is an important decision to be made
by needs assessors. Priority can be established using one of
three criteria® {n"some cases, those geals most in need of at-"
tention are considered as highest priority. Ini other cases, goals
that ag# mostimportant are listed as highést priority. The third
~ precedure is based on goals requiring greater emphasis.

A number of processes. adapt thgnigelves- o’ pricritizing "

goals. Several are described: in Chapta# 9, including:

ratings without mee#hg face-to-face. _ -
2. Force Field Analysis’ which causes groups to consider forces fdr and
against achieving a particular goal. °, . - IR
3. Simulation/Gaming which encourages groups to place recommenda-
. tions in a miore realistic context. " -. .
4. Groyp Process Te'bhniqués,_such,as “TownMeetings,” “Speakups,” or
., “Fishbowls.” in which individuals challenge and defend goals to bet-

ter understand their implicatiohs.

. . ) } L
1 The Delphi Technique ‘'which permits respondents to Tefine their goal
: o’

*‘These strategies help focus attention on potential future.
needs and conditions rather thanvon present ones. Many of :
these techniques require gmall .group fnteraction. ‘Indeed,
Keith. Atchesqn, among others, hypothesizes that such open
unrestrifited settiflgs are the only viable ways.to determine

A



Kaufman (1972, p: 37) notks that by their pro esses needs
' assessors often limit themselVes to curricula cunZ‘ently. in use

- ranking problems or goals in terms of two simultaneous ques-
tions: “What does it costto meet the fieed?”” and " What does it
. tost to ignore the ‘need?” This practice petmits needs asses-
. . sors to consider-each goal in,terms of.its priority and jmpera-
, tive frame. = e : e
Reactionnaires are often used to elicit perceptions of goal
' priorities. Two forms for responses have peen employed: rat-
ing scales and ranking procedures. These are described in the

following.two sections. ' - ( o

- Rating Scales .
A number of formats have been devised for collecting data

on the goals that are perceived as having the highest priority.
In the Quality. Education Program Study {Bucks County, -
1971), a rating seale was used to describe the importance of a -
- goal (Exhibit 26). The Center for the' Study of Evaluation

X 3 . -

" Exhibit 26: Ratisg Scale Used
- by Quality Education Program Study

S . 5(x4rce: Bucks County Public Schools, 1971
\_ . - N _ .
. / [ ‘F, . . ) :
. o ‘ & N ‘g . ) .E
. . -t )~ v ° £
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¢ E 2 % a g E
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) wn b b’
. s (2] a o
: oL . . % SE 2 E 2
N ) d ) - - ) * A
AREA I Shows appreciation for -
achievemefts of others, — _ . - i —_
AL Voo o 1 2+ . 3% 4 - 5

(Hoepfner et al., 19723; also concerned with perceived impor-
tance, used these five ratings: (1) Unimportant, krrelevant, (2)
Margihdl Importange, (3) Average Importance, () Moderate
Importance, and (5) Most Important,” . '
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Exhibit 27: Ratirfig Scale Used
in Phi Delta Kappa Needs Assessment

»

, CSouicer Phi Delta Kappa ™~ [}
» ‘
—_———— - Y - . . . . . . . . . . -
N N H - v . . :
8. Learn to respect and get alsng with A. Develop appreciation and respect for

. -, people with whom we work and live
-

, B.

the worth dhd dignity of individuals.
Develop respect for individual worth

and understanding of minbrity opinions

and acceptance of majority decisions.

N

/ C. Develop a cooperative attitude toward
"f s : : hwing and working with*others.
) . V' o , R
. FAIR BUT MORE \
EXTREMELY NEEDS TO BE "7 TOO MUCH IS
POOR POOR DONE" ~  LEAVEASIS BEING DONE  Score
12y 45 6 7 8 9 13 14 15

10 1N 12

A

Rand and Stover (1971) prioritiz_ed\ goals by determining the

extent to which respondents felt each goal should be em-.

phasized. Their rating scale includes these options: '

Greatest Emphasis
Secondary emphasis *
Molerate Emphasis
Minimum Emphasis
Omit '

B W

7
!

.*.

Phi Delta Kappa (Rese et al., 1974) uses a more complex
rating system. Becalse of more positions en‘the scale, because
it involves both .négative and positive values, and because
.each scale carries two meanings, interpreters must consider
multiple messages. Exhibit 27 illustrates one scale from=the
instrument. In response to the question. ‘“How well are current

programs meeting this goal?”, Phi Delta Kappa respondents |

circle a numeral reflecting their perception. If either 1, 2, or 3

- is marked on the scale, two meanings are possible: (a)-*I be-
_ lieve students are not being taught the skills necessary to meet

" this goal,” or (b) *“This goal is the school’s responsibility, but -

almost nothing is being done to meet this goal.” Marking 10,

4

»

. -

[y
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11, 0r 12, “Leave As Is,” would indicate, “I belive the school is
doing a good job in meeting this goal,” or “I am satisfied with
the present programs which are de d to meet this goal.”
' Respondents circling 13, 14,°qr 15, "Too Much Is Being
Done,” reflect perceptions that they “believe the school is al-
ready.spending too much time in this area” or thatethey “be-
lieve programs in this area are not the responsibility of the
"«school.” L :
The Battelle Memorial Institute (1972) designed a survey of
‘educational needs that elicits community perception of school
activities, policies, personnel, and programs. For each of the
" eighty-five statements, parents and non-parents indicate the
extent to which each should exist inr the school (Exhibit 28).
For comparison purposes, they respond to a similar scale in

terms of “‘acutally exists’’ while the difference between the

. ratings is used for determining need. -

Ranking Goals | : o

One of the shortcomjings of rating scales is the tendency for
respondents to rate all?goals equally high, leading to less dis-
crimination among them. When there are few, goals (less than
‘a dozen), they can be ranked from lowest to highest. This is
. illustrated with the following goals for multicultural educa-

tion: : -

~

4 Goal .
—_— Increase student’s knowledge of other cultures.
._3%* ., Enrich student’s life personally through a multicul-
. tural environment. - .
1 Modify student’s behavior as a result of multicul-
~ tural experience.
: 2 Promote interaction among persons of different cul-

tures. , \
While all four godls are consjdered important, choices have to
be made concerning which are more important. Ranking
forces respondentts to make such choices. |
When a-greater number of goals is listed, ranking bscomes
" more difficult and cumbersome. The Phi Delta Kappa system

98 ~ the Process of Needs Assessment
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Exhibit 28: Rating Scale Used® = -
in Battelle Needs Assessment - -
Sourcg: Battelle Memorial Institute, 1972, -

SHOULD EXIST,

s : [ P . .- . e e e o [ - -
T - =
A *

Nt N
A

. LA :
Do not Notat  Toaslight To a moderate Toafairly Toa very.
know all'* eXtent  extent  ° large extent large extent

¢ - 1 T2 : 3 4 » 5-

" goals with four markers are rated 4; those with two markers are

(Roseet al., p. 7) uses markers to weight various goals. Partici-
pants are provided a set of forty-five red markers and a board

~on which each’ of eighteen goals is written. The form is illus- -

trated in Exhibit 29. Each participant is instructed to place a - |
red marker ip the first column beside each gaal statement,

- using eighteen of the forty-five markers. A second red marker

is placed in column 2 beside goals believed to be more impor-
tant than the others. Those goals with two markers are reread,

and a marker is placed in tolumn 3 beside those judged still
meore iaportant. These steps are repeated for columns 4 and 5 ' .
so that each goal has from one to five markers. All rty-five

‘markers must be.used, and .at.least one* goal must have five _ -

markers beside it. After all forty-five markers have béen distri-

. buted, they may be rearranged until the tespondent is satisfied -

with the relative weighting of goals. In the rearrangement, all
markers may be withdrawn from & goal. The rating for each
goal is determined by the number of markers beside it (e.g.,

rated 2)..This rating for each individgal goal is written on a
summary sheet for the group. - -~ ' A 4

_ The same procedure may be used with any number of goals.
The number of spaces available in a chart is equal to the:

" number of goals times the number of Tatings (five in this case).

Markers are provided for half this number. If twenty goals are - .
to be rated, fifty markers will be needed (20 goals x 5°
priorities = 100 spaces + 2 = 50). ' |

A similar process is used in the needs assessment system

Formulating Goals 99 °
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Exhibit 29: Phi Delta Kappa Goal Rankmg Form
SQur(e Phi Delta Kappa
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~ developed at the CenterAor the Study of Evaluation. Parents
are given the follong instyuctions in rating goals (Hoepfner,
et al., p. 21):. . . ‘ X
. Accompanying isa pack of 106 printed cards, \pach one bear--
) / * ing a goal of elementaryhducation, and 5 blue rating mats: The
T "goals differ in importance. Our School ghould devote more time, -
, *effort. and resources to having the st}dems achieve some of
. ) them than it should devote to others. Similarly, progress in
achieving the more important goals should be monitored more
clasely to insure early detection of problems. Information about
the relative importance of the goals is necessary, therefore, in
helpirig us plen both our educational programs and procedures
for evaluating them. . _ Y r

£
Y M -
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ey ' If you have a child attending the school, you should make all

your ratings on the basis of what you feel your child should learn
" and know at his grade. -

Participants then place five blue mats before themselves and
sort the goal cards into five piles in terms of their importance.
Placement of at least five goal cards in each pile is required.

" After,dll cards are sorted, each goal’s rating is listed on a

- summary sheet, with those on the first blue mat, “Unimpor-
tapt, Irrelevant,” rated *“1""; those on the second blue mat rated
“2”, and so forth. !

Analyzing Priorities

. The data from instruments such as those described above
should be synthesized for easy communication of results. Sev-
eral relatively simple processes are typically used:

1. Goals are ranked according to their rating or combined rankings and
listed in rank order. X
2. The mean rating for each goal is found and listed. This is more easily

interpreted when the higher value reflects more positive attitudes (1is -

low and 5 is high rathet than the reverse). ) -

3. Population subgroups are considéred separately to show differences in
ranks among parents, teachers, stuflents. and other relevant groups. .

4. Mean ratings may be shown as histograms or graphs te emphasize
differences wsually (Exhibit 30). _

5. Simple statistical computations, such as t-tests, can be used to deter-

¢ .

Exhibit 30: Illusyrations of Bar and Line Grﬁphs

-

8 ]
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mine if significant differences exist between goal assessments.

. Analysis of Variance proyjdes a procedure for considering the differy,
ence among populationshd goals while multivariate techniques pro- -
vide ways to cluster goals y factors. The use of computets and a good

statistician can improve the. _fn;érpretation of goal priority data (or
perhaps confuse the process if used without understanding).

L d

Summary N

The first stage in the needs assessment is formulating goals.
" These should be focused only on learners, not on processes,
organizations, or programs with which they might interact,
Goal formulation involves three parts: (1) identifying goals, (2)
prioritizing goals, and (3) analyzing priorities. Many sets of
goals have been written and can be used in the initial deci-
sioning process. What is important is that they are valid and
relevant‘ for the audience for which they are intended.
This is an important phase in changing educational prac-
. tice. Goals can be made more explicit and used as the basis for

guiding changes in practice. They can be used as benchmarks - -

to assess the extent to which progress is being made.
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- Collecting _Datq“'on‘Cur-rent Conditions |

The needs assessment process includes three _major stages

The first stage, Formulating Goals, 'is concerned with iden-

tifying ideal conditions for learners (Chapter 4). This chapter
is concerned with Documenting Current Conditions, Stage
Two in nél}gprmess The discrepancy between current condi-
tigns arfl goals becomes a statement of needs to %addressed.
Determlmng those peeds is the subject of Chapter B

sion_gf the needs aésessment algorithm is depmted Exhibit

~31.

Exhibit 31: Extended,Algorithm for Needs Assessment @

Stage | : Stage 2 !

. NEEDS

. Discreehxl;c

WHAT SHOULD BE |

Goahl

‘| Present Conditions

-
A}

Stage3 . ¢

n exten- .

A mamr dlstmctlon between the targets in Stage One.and -

- - Stage T'wo should be . Goals are specified only in terms

of learner outcomes. The instructional program and school

organization are ‘vehicled to achieve goals; they. are not goals

themselves and should not become goals'of the needs assess-:

ment process. When assessing current conditions, however,

_all three targets of the needs assessnient (people, programs,

and organizations) are assessed. «Each provides unique infor-

mation on goals. Without consldering all thrée targets, the

results are likely tp be less than adequate

v .,
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The power of a survey of current c!onditionﬁs_iS is- often di-
minished for three reasons. First, data collected are not related
specifically to goals; and when data interpretation- occurs,

_there are not sufficient opportunities for comparisoni. ... ... ...

Second, too many data are collected because of a temptation
that plagues many needs assessors—'‘now-that-might-be-
interesting-information; let’s-collect-it.” Instruments become
longer and more complex; the decision is made to analyze data
by subgroups (e.g., roles, age, sex, and demographic vari-

.ables); and complicated statistical techniques are remembered

from graduate school and utilized. The process soon becomes
too long and too tedious. Far too many resources are required
to collect and analyze such a mass of data, and too much time
elapses before results are interpreted. The long-range goal—to
improve education—is lost in the mire of data, and the steer-
ing committee loses its momentum and perspective before
initiating the change process. '

- Third, too much reliance is placed on the perceptions of
‘individuals rather than on broadening the data collection to

include & wide range of processes. Too.little time is spent in
creatively considering alternative data sources; including
available test results, documenta(y evidence, comnrunity
sources, and census figures. _—

Procedures related to data collection are discussed in this
chapter while Chapter 10 provides lists of variables and illus-
trative instruments. Five steps are included in the data collec-
tion process: (1) design and plan data collection, (2) identify
data sources, (3) select and/or develop'instruments, (4) collect

data, and (5) analyze data. Each of these steps is considered in
‘this chapter. A concluding section lists proposed criteria for

assessing the effectiveness of _‘the_assessment system.

¥

Design and Plan Data Collection

‘Planning for data collection is part of the 'overall'plahni'gg

process of the heeds agsessment. Since that has -been consid-

il

ered extensively in Chapters 2 and 3, only a brief discussion -

will be included here. For each goal, several decisions should

be made: (1) What are Wicators of goal attainment? (2) From .

T T Collecting Data 105




what sources are data dvailable? (3) What data can be collected .
from what source? (4) What pracedures are neéded to collect
and analyze these data? A planning tool which helps in for-

T muhmﬁg‘ plans is fnctud—cf in E)?h bi t3z.
. " Exhibit 32: Illustratave Planning Chart ’
for Data Collection N )
3
k ) é . . s | 3 .
LT ] s 8]k e |, I
&3 B3| &S :‘z’g 3‘53 3 .:3 $ 2 ;
X
t. Improve | achieve- | 3.6.9. 11 all Calif. Calif. " | 90 min. |smith |avail
mathematics | ment grade ~ Test Test
achievement . students: Battery-- | Battery
%‘sludenm ’ 10 ‘ _
extent teacher ' | 10% of | Observa- | 10 be 3O min. | Faseler {Oct. JO-
of math teachers/| tion of dsgnd. | per day Nov. 4
nstryction grades | math for 10
- | kK-8  }lessons 4 days
for time- |~
on task )
) _ | Inter- tobe | 2min. |Faseler |Oct. 10-
~ y ' view dsgnd. | as part : Nov. 4 ,
: time of tche. : i
planned |, intervw,
iy for
. . ' : math
. - parent parent | 1% sma!l tob_e" 5min. |Senter |Nov. 1- '
. . | commit- group dsgnd. | in Nov. 20
ment to ° dis- 1 hour
math .\ cussion | dis-
achieve- ’ cussion N
ment -

7

Considerations in completing the exhibjt ate included in
other parts of this chapter. Such a chart helps to conceptualize
the extensiveness of data colleétion and the impact it has on
various constituencies. Not all data can be collected and not
all data should be collected Deluca (1975) makes the point
forcefully

N 106 The Process of Needs Assessment
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Before data can be collected it is most important to identify very
clearly what information will be collected. There is nothing
' more yseless than irrelevant data and nothing more frustrating

" than trying to useand interpret it. To avoid such pitfalls it is

" necessary to identify what information needs to becollected and”
to outline the reasons the lnformation is necessary.

»

The Arizona State Department of Edueation (1972) concen-
trated on basic skills as its highest priority and sampled one
grade ‘‘rdther than a diluted multi-grade approach (because) it
was decided that resources would be concentrated . . . to*ob-
tain a higher degree of precision.”

In making decisions about the | scope of data collectlon. sev-
eral factors should be considered:

1. The relgtive importance of goals. Those consndered more
important by the constituent group should receive greater at-
tention in analyzing current conditions.

2. The cost involved in data collection and analysis. Costs
mclude/the expense of purchasing instruments,-@nalyzing
data, and the time of. respondents in completing instruments.

{ This latter consideration is often not consndered yet 1t may be
a major cost factor.

3. Validity of results in terms of gbals Data thats:do not
provide adequate and valid. information are not useful.

4. Feasibility of data collection; including the availability
of respondents, tests and instruments, and data analysis pro-

&

5. Impact ef data collection on target audience/system

6. Extent to which data collection processes generate sup- -
port for subsequent programs.

[4
)

ldentify Data Sourcesl

The assessment of current condmons is more likely to be" °

valid and to draw out nuances related to goal attainment when
the widest range of data sources is considered. These can be
drawpn from all three targets of needs asgessmenb—people,
programs, and organizations. Data sources may be alassified as
-documentary or person-oriented. s e

.
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© Documenta and Person-Oriented Sources
~ Y

Documentary sources of data are neglected in many needs

assessments. Ddta from such sources include but are not lim-

ited to (a) population and age distribution, (b) dropout rate, (c)
community demography, and (d) financial resources. Such
information is included in reports and records available in
central school offices, county courthouses, and state depart-
ments of education. They include (a) final project reports, (b)
attendance records. (c) census tract information, (d) achieve-
ment test results, (e) cumulative record folders, (f) newspaper
reports, (g) financial records, (h) reports from colleges to
schools on their graduates, and (e) surveys of school facilities.
Person-oriented information includes data on attitudes, val-
ues, achievement, perceptions, behaviors, and consequences
of behavior. Such information may be secured by direct obser-

vation or by questionjng people (through instruments; inter- .
‘views, or group discussions). Data may refer to students, -

teachers, administrators, paraprofessmnalg college faculty,
community leaders, parents, and graduates of schools. Educa-
tional Systems Associates (1972, p. 14).described several
groups whlch could prov1de data for the study:

(,ommumty Business - Commumty-Educatmnal
A. Company officers A. Higher education personnel
B. Labor union leaders- - B. Public school teachers

C. Local government ldaders ~ C. Public school aflminis_trators .
' D. School board members
. E* Parent advisory groups

-
.

Community-Citizens Students

, A\ Parents . A. Elementary/secondary
” B. Senior citizens B. Urban/rural
C. College students- > C. Male/female
' S D. Ethgic balance
E.

ldentified schools

. Witkin. (1975 p 26) posed a caveat for those collecting data

from commumty groups: -
Research shows that the usual sources of information to parents

onwhat the schools are doing and how-well they are doing it are
\
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their children, neighbors, and the news media. Very little. infor-*
mation comes from school boards or school staff. Parents often
. have limited bases for judgement. If the major data base in the

. needs assessment is to be subjective judgements of citizens on
' the degree to-which the school is presently attaining its goals,
the validity of the judgements will be‘’enhanced by preceding the

goal statements‘with factual information.

L.
Emphasizing practical considerations, Houston and Bain

(1972, p. IV-4) pointed out that if “certain members of the
community (are to be surveyed) at the exclusion of others, it\

must be possible to identify and contact thes. If mailouts are

used, addresses will be necessary. If house-to-house contact is s
employed; the geographic parameters of each group’s area = *
must be established. If open meetings are held, there must be

viable ways of 'publi‘cizin"g them and ehcourdfing atten- .

' dagce.” '

Sampling Processes ‘ {

~

) t . "
In an .achievement testing .program, the total population
_ may participate in the needs assessment. However, sampling*
from the various populations often provides a valid data base
as adequate as-if the total populatibn were studied at a fraction -
of the cost in time and money. - T C,
The first step in a sampling procedure is to define the -
- 'populations to be surveyed. Are the opinions of all members of
the community to be elicited or. only those of parents? Will
! paraprofessionals, cafeteria workers, maintenance personnel,
< and custodians be contacted? Each population that is iden-

[tified is related to information it could logically‘and accu-'

. rately supply in the needs assessment process. .7
The second step is to determine the sample size, which '
should be-sufficiently large and representative so that infer, _ .

ences based on sample responses give an accurate indication
of those for the total population. In general, tHe larger the
sample, the more representative it is likely to be. The specific
size of the sample depends on the reliability of the instrument,
‘the method used in choosing the sample, ‘the size of the
population, survey costs, time constraints, and the procedures
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employed in analyzing
[Houston and Bain, 1972

’ \ ~ Exhibit 33: Sample Sizes Rel,atlv
to Number ofSampling Units
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six students from each Glass as an appropriaté sample size’

_while national surve é , such as Roper or Gallup, rely on care-
fully constructed, stratified samples of about 1,500 persons.

The third step in the sampling process is to identify the -

partlcular persoris to be surveyed. Numbering members of the
population -and using a table of random numbers to select
members from the group is one way to insune that bias does

not center into the. samphng process. Tables of random num-

o>
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bers are found in the appendices of most statistical textbooks
while computers can be programmed to generate such lists, r
For example, students’ names are typically listed by number -

———in teachers’ attendapce and grade beeks:-Rendom numbers
can be used to select students for interviews, small group dis-
cussions, tests, targeted observations in the classroom, or
whatever data collegtion would be utilized. As an example, six

. students from a class of 27 can be identified by using the table

in Exhibit 34. Some numbers ape irrelevant because ‘they are «
’ _Exhibit ;.4: Tablé_of Random Numbets . ‘
@ (D) 61 9. 71 . 31
S8 ss o s9 st o543 88 65
B <> Y 67 37 04 92 . 24
. 32 64 35 28 6l 95 g 90

1 ' ad

69 ' 57 @ 87 77 39 5 03

greater than 27 while others have been repeated in the T
random-draw process. Beginning with the léft-hand column

and regding vertically, the first usable number is 03, then 17;"

11, 26, 04, and 05. The students whose names were in these
pasitions in the attendance roster would haye been selected

for testing. - _ .
tor community groups, & similar-process can be used,

drawing parents from student attendance rolls or community,

rgpresentatives from lists of organizations. Population sam-° R

pljs can be determined in a cluster of schools by using maps of

the school district or by using: & oo .

1.\\ Census tracts of the scﬁéol district, identified from county ‘or state
records, with samples drawn from each one. .
20.\ City blocks, numbered tonsecutively ( inning with 1), then using a
\ table of random numberd to select the blocks to be included in-the
survey. e % : :
3. |All strest names listed on pieces of paper and drawn from a container
ith houses on those streats surveyed. House numbers also may be
firawn randomly to narrow the scope of the survey.

' C_Ulecfi‘ng Data .A 111-'-\. A
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The same procedures can be used with stratified samples.of a
population (using; for example, race, age, economic status as

stratification criteria). Arizona needs analysts (1972, p. 12)

sumtharized the need for care in selecting sampIes

) The major goal in desngmng a student sample is to select a repre-
- sentative group that accurately reflects the total group in those
characteristics under study. if this endeavor is successful, valid
generalizations can be made about the total group concerning

R achievement in the selected basic skill areas from data obtamed

through testing the sample group.

Select and/or Develop Instruments

In selecting or developing mstruments, several questions
should. be -asked: =

. Does thrs«mstrument provide data specrﬁcally related to
. ~'the goals of the study? °

»e 2. In what form are results reported? Before selectmg, the
' extent to which the results will be useful should be con-
sidered.

~

3. How much timeis. requlred to administer the instru-

ment?
4. How much’ l‘fme is requrred of the persort.completmg this
o and other instruments in the study? Is it reasonable? Are
the data obtained from each mst-rument worth the time

required? . - ° ‘
’ - 5. Is special processing .or scoring of the instryment re-
. ' quired? How much time and cost are involved? "
' ' 6. Is there another, better way to obtain these datay? «

7. To what extent is the instrument valid? reliable?
8. What adverse srde effects might be anticrpated f'rom ad-
mmistermg the mstrument"' ‘

e IndiCators

were achieved 100 percent, what would be occurring and
4vhat indicators would be evndent?” These indicators provide

112 The Process of Needs Assessment
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The first stage in selecting instruments is to specify indi-
cators of goal attainment. The question is posed, “If this goal.
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- clues to the type of data to be collected and the instruments to-
"be used. B o -
The broader the sources of indicators considered in the-pro-

—___cess, the more likely the needs’ assessor -is-to-design-¥harp, — ——

- valid, and useful instruments. The three targets of needs as- -

‘sessment provide aframework for considering data sources

and potential indicators. Exhibit 35 suggests a format for

specifying indicators which should stimulate diverse think-
. -ing.

¥ : . Exhibit 35: Classes of f)ata to C}nsider
When Developing Indicaters of Gogls _ -

GOAL:
v i v, e
Indicators of Goai Attainment  * | Indicators of Goal Non-Attainment
~ When Considering People ‘| When Considering People - - :
. -Student . . Students .
Professional Educators . Professional Educators
\ Community Representatives -Community Representatives
When Considering Organizations When Considering Organizations -
and Communication Systems and Communication Systems
‘School and School District . Scheol and School District
College and University College and University
Community and Other - Commupity and Other
Relationships Among . Relationships Among
* . Institutions ' -« Institutions '
When Considering Programs When Considering Programs
Student’s Curriculum_ ~ Student’s Curriculum
Professional Educators at, Professional Educators. at
School and College - . ~ 'School and College *
Preservice Teachets. =, . - Pgeservice Teachers !
Community Educators ~ ~ Community Educators

Most goals for school improvement involve highly complex
phenomena, settings, and interactions. For each of the targets

- noted in relation to each goal, the question is posed, “What
\ indicators of goal attainment could be reflected by this

target?”” Conversely, the question is posed, “What indicatérs

i
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“and to organizations.

li -*‘

of non-attainment are reflected?” The second question will
often add indicators not automatically included in the first

list. Both lists should reflect Phenomena that are potentially °
present rather than absent in the situation: Inferences are-not -

always correct, when assuming that if something is absent. the
inverse is true. Logicians have difficulty with such conclu-
sions as do those developing adequate needs assessment in-
struments. = - : ' ' ‘

A widg range of variables has been used in needs assess-

ment studies. They have been applied to people, to programs,

‘People-oriented vaiigbles are typically. directed to role
groups, such as college and' school students, teachers and
professors, administrators, “other-educational personnel, and

- parentS/community members. Variables have’ included per-

sonal characteristics, personal and professional jobs and

_priorities, achievement, attiitudes, and sociological context.

Program-oriented variables have included content and se-

quence, strategies, and resources for comprehensive pro-

grams, lessons, units, or modules. .

Organizdtion-oriented variables have included governance,

organization, and management of classes, schools, school dis-
tricts, colleges and universities, and interinstitutional rela-
tions. ‘

Chapter 10 describes a format for classifying variables that.
may be useful in determining the range of data needs. Appen- .

dix A list$ illustrative variables for needs assessment.

-. Variables and Data Collection Methods

A task force in Virginia formulated a set of indjcators and"
instruments of measurement of each educational goal for the

state. The indicators for Goal 13, “Participate in Society as a
Responsible Citizen,” are reproduced in Exhibit 36. For each

indicator, Virginia educators listed several instruments that
could be used as data collection devices. Tables such as this
promote a wider range of data collection processes and, in-
struments and a potentially more valid study. . -

PN
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Exhibit 36: Some Indicators of Student Performance
and Instruments for the Goal, “‘Participate in Society
as a Respdnsible Citizen’’ '
Source: Virgima Department of Education, 1976

Goallll: = . ‘ B _
Participate in Society as a Responsible Citizen ' y

Indicator of Student ‘* Instrumentof
* Performance 3 ‘Measurement r

1. Participation in cwic actvitres - 11 Su—rvey of students: support of or
‘ : - membership in enumeratéd civic
K L . . activities, including offices held +

1.2 Survey of locat crvic organtzations’
student memberstnp 1n and support - -
of enumerated civic actvities +

1.3 Survey of parents children's member- .
ship 1n and support of anumerated civic
- actwities, incluging offices held +

2. Acceptance of civic duties and 2.1 Survey of students:
responsibilities ; " * (a) number eligible to vote and
: : | percentage who vote , .
. " {b) number who attend local govern-
‘ . ment functions — citycouncil,
- board of supervisors meetings, -
' * special hearings. etc. +

/ 2.2 Local registrar's records
o

3. Acceptanee of responsibility “ 31 Survey of administrators and teachers:

< self-discipline degree of student concern for rights

1 ' : of others 4+

- , . 3.2 _School Records:
\\ * “(a) amount of vandalism in school

. (b) number of student-led disruptions

) . . (¢) number-and kinds of discipline

: : cases handled by school adminis-

. ~ e tration - . ]

3.3 Law enforcement agency records:

number of students arrested

: . N Y Survey of law enforcement agencies:
. - : student respect for law - . .

3.5  Survey of students: student respect -
for law- '

Survey of guidance counselors and/or

administrators: number of citations
e for good citizenship recsiyed by

& T T shudentst C
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Exhibit 36 (cont.)

Goal lIl: . o
Pmlumo in Society aunnponammcmzen-.. A

-

IndiutotofStudm_ S Instrument of
~ Performance . ~ -~ Measurement

-

.

4. Participation in school orgamzatlons 41. Survey of club and/or activity sponsors:
and activities number of students partigipating in

P school government, newspapers, clybs,

and other voluntary school activities 4

N 4.2 Survey of students: number involved
\ . ' - F °inschool and club elections+

» 4.3 Survey of teachers: extent of student _
participation as responsible citizens 4

4.4 School records: extent of participation
of-students as volunteer tutors

5. Acquisition of knowledge and skills for - 151 Teacher-made tests: understandmg of
decision making and problem solving/ and ability to partncupate in group .
knowledge of the meaning of respon- process v

i
L.we participation . "1 52 Schoal records: number of students
.- L , completmg courses such as government
e ~ " and civics
. R 5.3 School records: mstances of student
‘ . behavior which demonstrate a concern
for the rights of others ¢

6. Acquisition of knawledge of political | 6.1 _ Teacher made tests: knowledge of = =,
“ processes, personalities, and events’ . politicgl process personalities, e\ients
and i ‘

6.2  Surveyof students newspaper reading .
and TV/radio news viewing and

IIlstemng habits+ - \
6.3 Standadized (nom\umeneed) tests®.

o 6.4 Criterion referanced tests* e .

R - . &

.+ Wharever possible a survey should be developed to-securs information about several -L“
indicators. See the for suggestions on developing and administering surveys. :

*For a quide 10 50me of the toats avallebie in this arsa, see the publication, - Tmomtoro' S
Handbook,” prepared by the Testing Service, State Depertment of Education _

r
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Several methods of collesting - needs assessment ,data are
analyzed in Exhibit 37. Far.each of seven types of instruments,

thie data resulting as well as thé advantages and dlsadvantages' '

_________.,__s.nehsteds e

- . .

Sources for Instrun‘ents oo . .

Currently available are a number of excellent sources whlch
provide illustrations’ and analyses of instruments useful in
needs assessments. Standardized mstruments are illustrated
and discussed in the following sources.

1 Bori(;h G. D.. and Madden S. K. Evaiuatmg Classroom Instruction: A -

" Sourcebook of Instruments. Reading, Mass.: Addison—Wesley, 1977,
This book describes instruments about teachers, classrooms, -and

pupils: while actual instruments are not included, their reliability,

validity, and norms are discussed for standardized and non-

' standardized tests.

P 2. Buros, O. K, The Fourth Mental Measurements Yearbook Highland

"« . Park, New Jersey: Gryphon Press, 1953.
. < 3. Buros. O. K. The Fifth Mental Measurements Yearbook Highland Park,
- New Jersey: Gryphon Press, 1953.

4. Buros, O. K. The Sixth Mental Measurements Yearbook, Highland

Park, New Jersey: Gryphon Press, 1965. ~
5. Buros, O. K. The Seventh Mental Measurements Yearbook. Highland
. Park, New Jersey: Gryphon Press, 1972.
' This series of authontative yearbooks analyzed stanrdardized tests in

s —-—PEft .

6. Center for the Study of Evaluation. @SE-RBS Test Evaluations: Tests of

Higher-Order Cognitive, Affective. and Interpersonal Skills. Los

Angeles: Center for the Study of Evaluation, Graduate School of Edu-
"cation, University of California, 1972,

This resource, included in the CSE Needs Assessment kit, provides

an analysis’of elementary school tests, using measurement validity,

examinee appropriatenéss, administrative us’ability. and normed

.techhical .excellence as criteria.
' _7 “Johngon, O. 6., and Bommarito, J,*W. Tests and Meosurements in
Child-Development. San Francisco: Josey-Bass; 19%1.

g Ryans, D. G. Characteristics of Teachers. Washington, D. C American -

.Council of Education, 1960.
- 8. Travers, R. M. W. (Ed.) Second Handbook 6f Resoarch On Teaqhing
e Chicago: Rand McNally, 1973. )

* Existing programs in. the school district where the needs
" ‘assessment is bemg conducted may dictate tﬁe choice of ltan~

-
.
~»

.
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Exhibit 37: Some Common Means of Collecting Data |

B . : . |- . ADVANTAGES,
. KIND OF INSTRUMENT | DATA RESULTING . 1 DISADVANTAGES = .
WRITTEN SURVEY T() (Can vary considerably For large sample populaions,
. ALL MEMBERS OF A from “hard” data about | compilation of resuits is time-
* POPULATION ORTO A safpple Characterstics to* | consuming; written responses
RANDQOM SAMPLE; A “soft” data aBout the  Ido not always'distinguish
set of written questions sample’s opimions) “whades of meaning’’; semantic
- to which pvnpfe_ are 4 - | problems dre often not iden-
asked to respond m - tfied; return rate is often low;
| wrinng . “But “hard data” otherwise fe-
. .. corded cap be systematically
. ? collected:» relationships be-
e ' . , tween certain vanablescan be
: '(\ _— T ‘ S stdtistically evaluated; rela-
' ¢ : ¢ tively large numbers of people
. ) can be polled.
N . STRU( TURE[) INTER- 1Same.variabihity as for Complex sched{:ling problems;
VIEW A face-to-face - written surveys) length of time required for an
. | interview i which the > interviey reduces the number
' persons heing inter- LA of people who can realistically
- vigwed are asked the - ' | be polled; untformity of inter-
“very same questions in' \ ' , | viewer bahavicr hard to main-
every ar(ueryuew', akind of R tain f/(am‘rrﬂ%rwew to |nterwew :
. ot j'()ne-w‘w communticaton . or from interviewer (0 irfter- >
~with fé'edba( k. . viewer; interviewing requnre‘
) 1 ' relatively sku"ed data collec
R . 5 .tors; but interview responses
) o g can be checked for clarity
. . Rt i through pardphasing; usually’
. : 1 '100 percent of a sample can be
. ' - | poiled; people are often more
: R v " | comfortable talking than writ- *
- N Q'- ing. . ’
4 1 4 — - .
RECORD SEARCH: The '| Mostly “hard” data, such | ‘Done manually it cah be very -
" compilatian of sglected .| as numbers of people time consummg, quahty of
facts from existent re- having certain charac- ~data is' dependent upon the
~. ‘cords, either on a sam- teristics or experiences; ] quality of the records; kind of
pling basis or for an en-. | frequency of certain in- | .data is limited by what is avail- .
tire population, cidents which arere- able in the records; but when /
- corded on peffnanent re- | the records are-stored via EDP, R
- . cords, etc. . . T data can.Be obtained very
y quickly; because most records R
j . are uniformly kept, reliable
¢ . data can be obtained about a. ;
. large population. -
, 118 The Process of Needs Assessment a v
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KIND OF INSTRUMEN T

-

DATA RESULTING

T

OBSERVATION
CHECKLISTS: Witten
Instruments tor recording,
selected overt behaviors.

.

ADVANTAGES,
. DISADVANTAGHES

Data reRarding the tre-
quency with which cer-
tatr desired behaviors
are exhibited by a given
person within a centain
penod ot time.

] 0 Y
Requires trained observers; aq -
curacy s difficult to mamgain:
relatively small populations
can be ()bsvrwd. but more
vahid data 1 acquired than n
the persons being observed are
askéd to report ther behaviors.

STANDARDIZED TESTS
Mstruments tor measur-
ing specitied kinds of
kn()wlodge,?he results of
which cantbe compared
to those obtained trom

the population in gen-

erat. . .

Data regarding the de-
gree of knowledge of
skill in a specifiic areas
possessed by a given
group ot people.

Use s linited 1o the measare-
ment i the behaviors stated by

the lvst;.’is(u al interpreta-
tons cart be confusing; but

dat obtaned 15 statistically
vahd\ynd rghable enabling
compdnisons over time or irom

Rraup ta group.
a4

NON-STANDARDIZED
TESTS. Instruments .
whith are “lowally” de-
signed to measure spe-
cific kinds of knowledge
or skill possessed by a
Rroup ot people Best
example: teac hery
classroom tests.

Same as tor stan-
dardhzed tests)

2y

-

»

b

Usually less l’('“dl).l_(l.m(’ less
valid than standardized tests:
time must.be spent developing
the instrument; hut the test i
“custom-made” for the pro-
gram so data dre typically more
relevant. - .

\

LOGS. Instrument for re-
cording pre-specified
activities or incidents,

>

Rate of occurrence of
certain desirable (or un-
desirable) incidents;
amount of time:spent in
_conducting certain ac-
‘tivities, etc.

Resls(ance among those filling
~out logs 1s comnion; orienta-
tion and supervision can be
time-consuming; high rates uv
€rror or omission in recordmp-
can affect accuracy of data: but

_itis dh excellent means of re-

lating day-to-day activity 1o
long-tegmn objectives.

®
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+ dardized tests. Mpst school districts regularly test student »
achievement and maintain other information on cumulative
record card$. Such a practice can be an'asset to a needs as-

*_sessment 'study in that longitudinal data may be available te- - .—
detect achievement trends. _ .

- One pitfall of standardized testing lies within its very “nor- :

malcy.” The normal distributipn of statistics can produce a .

negative beginning according to English and Kaufman (1975, -

p. 120 . ° e L

_ It is paradoxical that.a “‘needs assessment” derived from stan- =
' dardized tests will, on a lafge enough sample, always show that
50% of the population are below avérage and at leasf 14% or
more one standard deviation below the mean. Thus, to allow a
standardized test to define a “‘need” is to build in failure from
the beginning for at least a percentage of the students.

©. Most assessments of need do not rely totally on stan-
dardized instruments. Non-srndardized instruments are used
to probe specific variables that often are not available. Non. .
standardized tests are illustrated in these sources. -
"7 1. Tests in Microfiche. Princeton, N. J.: Educational Testing Service,
T 1976-1977. ,
Includes microfiche reproductions of unpublished tests developed’
by individuals and crganizations, that have been mentioned ‘in the
professional literature and includes an annotated index. Four sets -
have been reproduced to date: A, B, C, and D.

* - 2. Good. Thomas L.. and Brophy, J. E. Looking in Classrooms. New York:™ -.
- Harper and Row, 1973. . _ Co. v
" . 3..Medley. D. M.. and Mitzel, H. E. Measuring Classroom Behavior by

Systematic Observation. In N. L. Gage (Ed.), Hangbook of Research on
Teaching. Chicago: Rand McNally, 1963. o 0
This chapter Picludes copjes of a number of clas&r&)m observation -
instr-umen\;(o\;&ll a8 discussion and analysis of them. o
. 4. Robinson, J. P., and Shaver, P. R. Measures of Social Psychological
' Attitudes. Ann Arbor: Institute .for Social Research, University of
Michigan, 1969. ' ' : , T
5. Shaw. M. E,, and Wright, ]. M. Scales for the Measurement of At-,
: ~ titudes. New York: McGraw-Hilf, 1967. - " .
SR ‘6. Simon, A., and Boyer, E. G. (Eds.) Mirrors for Behavior: An Anthology
' ‘of Observation Instruments. Philadelphia: Research for Better:
Schools, 1970. - o v -

a
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7. Walker, D. K. Socicemotional Measures for Preschool and Kinder-
garten Children. San o:-Josey-Bass; 1873 R _M
8. Fox, R.S., Schumck, R.,"S@mond, E. V., Ritvo, M.. and Jung, C. Diag-
nosing Professional Climate of Schools. Fairfax, Va.: NTL Ledrning
9. Systematic Qbser\{ation (theme issue). Journal of Research and De-
velopment in Education, 4*(1), 1970. L - ‘
10. Yelon, S. L. Construétive Evaluation: Improving Large Scale Instruc-

-

tional Projects. Lansing, Mich.: Author, 1974.

Collect Data ( .

Data in needs assessments are typically collected using (a) = .
direct observation, (b) questioning (standardized or non- .
standardized tests, mailed regctionslaires, interviews, open
meetings), and (c) analysis of documentary information. Each

. type of instrument has its own unique characteristjcs, re-
quirements for administration, uses, advantages, and disad-
vantages. Further discussion of these types of data collection
procedures and illustrations of instruments are found in
Chapter 10. : ' : L.

In planning data collection, it is importén; to consider the
usefulness of data in comparison with the costs in time and
resources in collecting the data. It is particularly important to

calculate the amount of time required by various respendent
groups. When the combinstion of instruments planned for a
particular population is too long or too complex, needs asses-
sors may .need either to delete some data collection processes -
or collect partial data from different. samples of the popula- "t
tion. o :

© Analyze Date‘ o .

- In needs assessments, goals form the basic unit for analysis.

* Medningful results must be related directly to the goals (and to

" subgoals if at all possible). The purpose of analysis is to syn- )
+. thesize data so that the extent to which current conditions are -
related to goals becomes evident. » . \

In addition to being organized by goals, Analyses are typi- . o
' y student populations to which they relate’ -
and (b) respondent populations. The first classification is. A -
self-evident—current conditions of elementary gtudents differ -
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from those of secondary students, suburban students from

urban students, boys from girls, and others. The extent to
which data are analyzed by student populations depends

- upon-the nature of the dataand the precision required. -~ ———

Respondent populations often are used as divisions in

_analyzjng data. The responses of téachers, parents,.and gtu~ - .-

3

dents are separately analyzed to determine differences among
their perceptions of current conditions. This extends analysis
computations proportionally. If students’, teachers’, and par-
ents’ résponses are analyzed separately and then totaled, about
four times as much data analysis i is required than if only totals
are calculated.

After data are collected, it is tco late t)o distinguish sub-
groups. On the other hand, every, such division increases the
length of the data collection instrument and the extensiveness
of the analysis process. Thus, needs assessors do.not ask for or
use identifying mfnrmatlon on instruments wnthout careful
consideration. -

Some data are best an&lyzéd quantitatively. They mclude

-such instruments as achievement tests, rating scales, and nu- .

merical documentary data. Others, such as results of inter-
views, ethnographic studies, historical reviews, and an-
thropolologncal studies, are best hapdled descriptively. These
distinctions are discussed further in Chapter 10 with 1llustra-
tions of mstruments

' Some Criteria for Evaluating Assessment Systems )

The, following criteria, may be used to test the adequacy of 1. |

* the data collection system that is developed. -The list is not

complete or adequate for all purposes; thus, lt should be re-
vised to tallor it to local use. 5T -

A

Data are specifically related to goals of the needs assessment. )
A-wide range of relevant data collection tools is employed.

Instruments collect data on variables m@gﬂja_gnalg_._tha&ma_aﬂd,___*

hat ol e

Instruments are appropriate for the audience to whom they .will be_
administered.

Instguments tap a wide range of goal attainment levels..

8. Planned sampling is used in data collection.

-

o
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S — ~4:~-—lnmummm7ee of ambiguity: they are objective-and
specific. .
8. The instrument format is arranged for ease of recording data.
9. Instruments have undergone independent revibty by a competent per-
o SOD. e - -
. 13 Data collectors are adequately trained.
11. Data generated from instruments are cost-effective in te'mg of time
« and. resources expended. .
12. Pracedures for combining ‘data lead to few errors of subjective in- .
/ terpretation and bias. , '£
13. Informatidn produced throtigH ths measuretheént and r{duction phe-
) cess is meaningful. N . . _ S
/ 14. The development cycle for ingtrument construction, including data -
N collection, vyation, and revision, is planned. -

)

Py

3
¢

. Summary . _ ¥
- Assessing'current condi_t{(ms involves all three targeta of the -
needs assessment—people, programs, and organizations. Data
that are callected must be directly related to-specific goals to -
be interpreted meaningfully. Five steps in the data €ollection
process include (1) designing and planning data collection, (2)
+ identifying data sources, (3) selecting and/or developihg in-
" struments, (4) collécting-data, and (5) analyzing data. Finally,
an assessment of the data collection system itself is important
in refining Qp process. - R .
- ¢ ' . c‘

N
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This is the last of three chapters concerned with the processes
for| determining, educational needs. -Exhibit 38 repeats the
- bagic paradigm for the needs assessment algorithm.

~ Exhibit 38 Extended Algorithm for Needs Assessment -
su' [] T 1 . - s‘" . s.m : | )
WHAT SHOULD BE WHAT 15 T
for N of
School Qpdents U reose
or s Programs ' )
ol Shudenn - Organizations

This chapter focuses on the discrepancy between goals and
‘/current conditions, Stage Three of the algorithm, or Needs. If
the data from Sfage One and Stage Two have been collected so
 that-data on current’ conditions are related to ‘goals, Stage . . ’
| Three is considerably. simplified. Data are displayed so that
, | current conditions are compared directly with goals and are o
‘easily understood by analysts. Typically, two steps are com- -
pleted in Sthge Three: (1) displaying data on current condi-
- tions énd goals and (2) prioritizing needs. The first section of - N
. this chapter includes several formats for reporting data that =~ . . -
e facilitates needs identificatipn. while'the second section is :

concerned with prioritizing needs. . L .

‘4 | Reporting Data - S s

* 7 Dataon cuirent conditions (Stage Two of the model) have A
«+y " been regorted in a wide variety of formats and with varying :
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degrees of sophistication in terms of statistical analysis. The
primary criterion for data analysis and reporting (perhaps the” :

‘only one) is does this information, analysis of its emphasis,
and its report provide data that are directly related to ene of ——- ——

the needs assessment goals? Data that are not directly related
to the goals of the needs assessment are not sable. Regardless
of how simple or complex the analyses are, they are not help-
ful if they do not answer the question, ‘““How well is the school
or college doing in relation to a particular goal?”’ Reports are
less than adequate if they do not synthesize data and highlight
discrepancies between idea] and acfyal conditions.

Oné way to display data on current conditions is a series of
factual statements, each related to an educational goal that is
not being achieved. These statements should make no attempt
to ascribe causes to the discrepancies. English and Kaufman
(1975, p. 39) listed several needs statements of this type:

Fifteen percent of the senior class could nQt read an editorial
- from the New York Times with at least 80 percentcomprehen-
sion as measured by a criterion referenged instrument prepared
by the teacher and approved by the department chairman.
After a walk through the surrounding woods, only 6 percent of
the first grade students could not recall at least three sounds they
had heard or-imitate them. draw a-picture of the source of the
sounds, or explain the source of the sound as peculiar to the
woods as measured by a check list kept by the teacher.

-

Whether such statements represent discrepancies depends on

the standards or criteria set for each goal.
Data are displayed -to facilitate user comprehension and

'converslon of information into programs and change -

strategies. Some techniques for presentation are listed below
(Internatignal Business Machines, 1963, p 14) _

A flow chart is useful for demonstrati,ng a sequence of events
and decisions. Throdgh a series of symbols connected by lines, it
provides a framework for relating operations logic requirements.

Narrative form is valuable when backgrouhd information is to * -
be ptesented . . . and for listing requirements.' - ) .
: Decision..tables are especially useful for displaying the cause- ..*
and-effect relationships in complicated systems logic.
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- A number of needs assessment instruments collect data on . ..
/ current conditions and goals using the same instruments. Sev- .

3

Procedure statements can be employed to describe special
problem areas requiring precise computer-level definition.*

e . e !
Reporting Actual and Ideal Perceptions from the Same Instrument

eral of these are included,in this section to illustrate the vari-
ety of approaches used. The Battelle Memorial Institute Sur-
vey of Educational Needs (1976) determines how community
members respond to two questions about each of eighty-five
statements. '
1. To what extent should the condition exist in your
school? " ' .
2. To what extent does the condition actually exist in your
school? ' ‘

Respondents used the two scales illustrated in Exhibit 39.

Exhibit 39: Rating Scale Used
in Battelle Needs Assessment -

-, Source: Battelle Memonal Institute, 1972
. To a To a To a To a
SHOULD Do not Not at~  slight moderate fairly large very large
EXIST ‘ * know all extent extent extent extent
' =l ) J e e 5
' _ Toa To a Toa . Joa
ACTUALLY Do not Not at slight mosderate fairly large very large
EXISTS know all _ extent extent extent “extent
o ¢ e e e Qe Y e e §
NE 4

P

Teacher Corps Project S.M.A.R.T. (New York University,

. 1978) used the same responses “‘Should Exist” and “Actually

Exist” to assess training meeds of teachers, aides, and ad-
ministrators. The five-point rating scale and one section of the

~ " NewY ey -are showrm in Exhibit 20,

The CFK School Climate Profile (1973) is an example of a
- commercial instrument used by Teacher Corps projects. The

Eastern Montana Teacher Corps Project used it to survey re-

" spondents who rated a series of statements in terms of “What

*Reprinted by permlasion from IBM Sfudy Organization Plan: The Approach. Q
, 1983 by International Business Machines Corporation. - Lo
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Exhibit 40: Rating Scale Used
by New York University Teacher Corps Project
Source: New York University, 1_978

SCALE: (0) Not at-all
' (1) To a slight extent
(2) To a moderate extent
(3) To a fairly large extent
(4) Tp a very large extent

Should Exist Actually Exists

-

TO TH{BEST OF MY KNOWLEDGE TEACHERS AT P.S. 233 WHO: ' :

41. help children enhance their self image + _- I

42. help children explor;e their values ,

43. know about the moral development
of the child )

. - §y
Is” and *“What Should Be.” The first five statements and the
rating scale are illustrated in Exhibit 41. Boxes at the end of .

“each part of the questionnaire pravide space for the summa-

tion of ratings.

Another instri:ment (Laramie County School District, 1976)

-. includes sixty-four subgoals related to eighteen curriculum
" areas. Parents and recent graduates are asked to consider each

statement in terms of “What Priority?” and “School Is . . . .”

_ Thus, comparison can be made between goals considered
- most important (highest priority) and present practice. A por-
‘tion of the Wyoming instrument is shownin Exhibit 42. -

Instruments such as these that collect parallel data are rela- )
tively simple to quantify. Mean ratings for perceptions of ideal

- -conditions (goals) can be compared with mean ratings for cur- -

rent practice on each'item in the instrument. In some cases,
means are ranked or differences hetween means are calculated
and compared. Some data 4re displayed to show the rank of -
the difference in means of goals and of current conditians.

wi: &
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Exhibit 41; Rating Scale Used
in the CFK, Ltd., School Climate Profile

Source:; CFK, Ltd.
] . . Whatls: . What
' . Should Be:
v N
: 2> ¥ ¥ > &
Part A $ 3 > 3 5 % > 3
General Climate Factors Q -g < g E <
a % 2 9 Z § %
' 2.3 S{E 23 ¢ g
. . < 5 @« < < 6 & <

Respect . S
In this school even low achieving
students are respected. -
'“ . .
Teachers treat studénts as persons.

Parents are considered by this
school as important collaborators,
Teachers from one subject area or ®
gradg Jevel respect those from ..
ot,er ‘subject areas. _ .
Teachers in this school aré proud
to be teachers. 5

~
Yo

Reporting Data from Muiltiple Instruments

Needs assessors often collect data on several factors related
to a particular goal. Their assumption is that goals are com-
. plex and relate to a wide range o ent conditions. This is

illustrated in Exhibit 43. The mean ratings for four statements |
——of current conditions are compared with a goal. When these
four statements are contrasted with the mean ratings for other
_goals, a relative value can

Ll v

required in such cases. -

el

bl determined. Interpretation is
Other data related to this goal could have been collected and

. repm;tod, including (a) reports on the kinds of activities in

which students enjoyed participating, (b) sociograms or.other
sociometric techniques that related current conditions to the _'
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txhibit 42: Laramie County Goal Analysis\lnstrument

Source: Laramie County Public Schools, 1978 .
. - K.

You are asked to_respond to_each statement in_two ways as follows:

First: - Second: .
Consider what priority the state- Decide how.well the school is
ment should have in the school doing what the statement says
program and tircle your response” and circle the number on the
a((ordlngly on the Ieft ' righe that represents what you
: . think. -
WHAT PRIORITY . . . ‘ SCHOOL Is . . .
[ £
E -~ ) g -g g
s, ¢ 5o %
& E
& Q2
\.E -g o8 S EEQS
"4 3 2 1 (1.1} Developing skills in oral and written English 5 4 3- 2 1
-4 3 2 1 (1.2) Developing skills in spelling 5 43 21
4 3 2 1 {(1.3) Developing basic reading skills S 43 21
4 3 21 (1.4 Developing skills in basic mathematical 5 4 3 21

compu(atson and problem solving

goal, (c) observatlons of lunch-time ihteractlons, {d) discus-

sions by student council or homeroom groups, or (e) work

schedules. Each type of data has its own characteristics which

lead to a preferable format. -
The'Quality Education Program Study (Bucks County Pu

lic Schools, 1971) in Pennsylvania employs two relatéd in-

struments. In the first, respondents are-asked to rate subgoals

- in terms of their perceivéd importance. The four sub-goals for -

Goal IX ‘‘Understanding Human Accomplishment” are illus-
_ trated in Chapter 5 (Exhibit 23). Each subgoal is rated in terms
of its perceived importance; the mean of these is computed;
and the relative importance of Goal IX is determinad in com-

-parison with other goals. .

The second phase involves identification of current prac- |

tice. Each subgoal is described as a set of behaviors that are

. olnervablo This is illustrated in Exhibit 44 using subgoal two

-
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Exhibit 43: lllustrative Format

for Displaying Data on Means and Ranks »

L

4

i

S . Data on Current Mean ‘
~ Goal ~ Rank Conditions . (5-point scale) Rank
. L. - ‘ V A - ] ‘
. Impréve interpersonal 2 Desire for close friends 432 1
relations among students at current age level
A ~Besire for close friends 2312 4
from another race )
t Extent of out-of-school 3.43 3 :
' contacts ‘
Willingness to work in 4.10 v2
after school activities

or project

He observations of current conditions
__ t ose for desired (goals) to deter_mine
the greatest alaas of need. ~ - | T
- In Pennsylvdihia, state norms for each of the goals are calcu-
* " lated so that local school districts can. compare their results
with state- norms, as illustrated in Exhibit 45. - o
- Note that there is not orily a general déscription of the scale
for Goal IX but also a stated criterion. These two basic sub-
scales for Goal IX are described and sample items illustrated in
-Exhibit 45. Finally, student attitudes computed for the gtate
norms are reported as SSSS graphs while local averages are
reported as LLLLL graphs. : ‘
In, reporting and interpreting information, it is extremely - = .
important to recognize the limits of data. For example, an . =
. instrument may be locally developed with unknown.reliabil- -
.+ ity and tenuous validity. After data derived from the instru-
. ment are analyzed and presented as tables, they may be inter-
preted as more valid than warranted. Recently, a steering
- - cominittes made far-reaching decisions based on mean re-
i-.* ' sponses of a locally developed survey.One need wafaccepted - -~ .
. » . 88 valid because it was rated 4.37 while another was:not since
JEC . it was rated .only 4.31. The differences probably were statisti- ¥ o/
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Exh‘i-bit 44: Relation of Analysis of Current Conditions
‘to Goal IX in Pennsylvania Needs Assessment

. - source: Bucks County Public Schools, 1971 o
; ) _ . i .
s IR o T T e
. . 5 “ . §r ’ g -6 8 ‘%
: : R 3 & 3
Area 2—SHOWS APPRECIATION FOR 2 & 3 <
. * ACHIEVEMENTS OF OTHERS. r 2 3 4,5
21 Admiré¥-a certain’ area of human ) : "
achievement. -t i 2 3 4 . 5
' 2.2 . Shows appreciation for nature or for
an _area of human achievement by
attending an évent, listening, read- _ ' . .
L ing, observing, or collecting. 1 2 3 4 5 Qﬁ -
L I . 1 *
2.3 Makes a judgment orgselects an ac-
. tivity, reading material, etc., based . . e
on how good itis. v 22 3 4 .5 v
2.4 Shows appreciation=for an area of :
. human achievement by using the -
. products and information of same. 1 2 3 4 5.
" . 2.5 Brings materials to class that relate - L
" ' " to topic of discussion, that will help . ,
[in teaching, or that will increase - '
class appreciation. . 12 374 5
. 26 Tells class about an event he went .
to, ot an educatlonal experience he _
* bad. o1 2 3 4 5
. 27 Appreciates the opportumty to léarn ) - .
C about a certain human achlevement T2 3 4 5

«

cally not sigmficant (although this was not tested) but, more .
importantly. they were not educationally different.

o rriormziniNeeds o 3" . L

i B Discmpanciem categorized according to the magni'tude of
" the 8ap between the goal and current status. One procedurs for
prioritizing needs was developed by Pol and Gale (qu ‘1976)
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Exhibit 45: lllustrative Report Format . X

~ for Data on Goal Achievement * , _

Source: Pennsylvania State Department of Education, 1974, p. 54

>~

T W QR PRING TR NAME = RS =T DATE RUN - 0772174
N GOAL X ka&.mnm, HUMAN ACCOMPLISHMENTS
CENERAL SCALEZDES RIPTIOIN: . . 7 < .
TTEMS MEASURE HOW. MUEH VALUE STUDENTS PLACE ON HUMANW}U IN THE ARTS AND SCIFNCES
AND mg)t(.kis T6) WHICH THEY ARE WILLING TO RECEIVE SHMULI THAT THESE ENDEAVORS PROVIDE
>

I

TTHIRTY EIGHT HTEMS INCHCOING LITERATURE ART ATHLETK S, GOVERNMENT SCIENCES, MUSK ECOLOGY,

AND DRAMA SAMPLE VALL ING ITEM PEOPLE WHU PAINT PICTURES OFFER VERY LITTLE 10} OUR WORLD

SAMPLE REC EIVING TTEM 1WOULD UKE TO GO WITH A WATERWAY PATROLMAN 10 SEE HOW HE KEEPS QUR

- STREAMS CEEAN RESPONSE OPTIONS ARE t1) AGREE 12) UNC ERFAIN AND 1}y DISAGREE

CRITERION FOR f%V()RABU RESPONSE 10) 1TEMS

RESPONSE OPJION (11 15 CONSIEERED FAVORABLE 1) ALL RECEIVING ITEMS AND 1O THOSE VALUING §TEMS
WHICH DESURIBE ACTIVITIES IN ARTS, SCIENCES ET( IN A POSITIVE LIGHT  OPTION 131 1S FAVORABLE IN
RESPONSE 1O NECATIVELY STATED VALUING HTEMS . .

APPRECIATING HUMAN ACC OMPUSHMENTS PROFILE

STUDENTS DISPLAYING POSITIVE ATIITUDES ON SUBSC ALES
' UN PER (END ,

SUBY ALE DESURIPTIONS AND SAMPLE (TEMs

Y VALUING  ATTACHING IMP(.)RTAN(f 10)
AC HIEVEMENY\ IN THE ARTS AND YCIENC B3
AND VALUING ROLE PLAYED BY PEOPLE N

© THESE AREAS - STORY WRITERS GIVE A (REAT®
DEAL TO QUR WORLE

WE 0% 0% 0% SO% 60T JO%, 809 0% 1o
~ T

RECEIVING - WILLINGNERS TO LEARN AKORE ] 59555550055 588508055 55 5 5 8 558 558 558555554
ABOUT ACHIEVEMENTS IN THE ARTS "AND CLLLLLLLLE LU L LR LR R Lt R L L L Lttt
SCIENCES AND FO SEER OUT FXPERIENCES
WHIE FE PROVIDE HRST HAND INFORMA TION .
ON WHAT PEOPLE IN 1HESE AREAS ARE SSNSSNNSNEERE5E5555 659868588y ;
DOING P WOULD ENIOY WATCHING A TV i uebe i L L L e L L

PROKGRANS ABOUT SCIENG # . M

> - - .
. Referred to as the Quadrant ‘Assessment Model, it compares
- ideal and real sets of expectations and perceptions for school

principals. While the model was developed for a particular

. audience, it is applicable to other audiences and to other forms
———of data. Exhibit 46 jllustrates and explains the model.

" This process is intended to identify the more crucial areas

. 'needing attentioh. Hershkowitz (1972) derived a similar‘mat-

rix from the needs algorithm. He dichotomized ‘attainment

data (current status) and importance data (ideal conditions) to

derive a 2 X’2 matrix, as shown in Exhibit 47. .

- In the matrix, Cells B and D are classified as more importarit

than Cells A and.C. Likewise, Cells A and B include condi-

tions with greater likelihood of dttainment thah do Cells C and

- D. Thyregult of this, interaetion is that the entries in Cell D

represent thase areas needing most urgent action, while those
in Cell A need less attention. . -

’

- Hﬁl‘bkdﬁ?itz bases- his classifications on _'the mean rating by

e

L3
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EXgibit 46: Quadrant Asséssment Model .
” Sodrce: Pol, 1976, p. &' . :

e Tow

High
tdeal

Low - - Low ’
Ideal ALl T PY YT Yy 1Y YT T) Real . P
S ) N .
To . %
4 -
] B v . .
High ideal High tdeal *
* 1 High Real - Low Real s )

.

1 %

Llow I'al . *

. . l_o\& Ideal . .
! ) High Real

Low Real

“~

Hf;ih Ideal — High Real Quadrant: Statements generated by thjs quadrant indi-

. cate that the compenents of competence described are important and highly 7~ s
expected, At the same time, it means that these components of competence are
postessed by the p‘ri&ipals_and perceived as being practiced at a satisfactory level -
of performance. . Ty .

High Ideal — Low Real Quadrant: This quadrant is called the “needs quadrant’’

because it generates statements that are, an important part of the competence of °

the principal. However, they are perceived as inadequately performed or not =~
- possessed by the prinéipals. . oo )

Low Ideal — High Real Quadrant: Statements génerated in.this quadrant indicate _
that the comporients of competence are of low*importance. At the same. time, it
means that these compdnents of competence are possessed by the principals and T
are perceived as being over-performed. '

. Low Ideal — Low Real Quadrant: Statements in this quadrant indicate that the
componehts of competence described. are of little importance and are not over ,
performed; thus are practiced at low level infrequently; if at all. " , f
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Exhibit 47: 2 £ 2 Matrix Displaying Goal Attainment
and Goal |r_npo;ance Data - .
Sgurce: Hershkowits,

-

1972 . S _-__
. , o

" Atainmentof - - —
Goal : ’ A B.

¢ .

Importance of goal' — 5 -

respondents. The New Jersey needs assessment system, on.the,
other hand, uses a similar approach but bases its dichotomi-
* zation: not on means but on the percentage of respondents
rating the scales. » e
Arguing against these approaches, English and Kaufman
. (1975, p. 14) cite the following example in making the point
that the priority of needs should consider the priority of godals
and should not be based solely on the magnitude. of the dis-
trepancy: ) ’

There may be a 65 phrcent gap in students recognizing Besth-
. -oven's Fifth Symphony, and a-23 percent gap in students being -
' ' able to read the editorial page of the New York Times. If the goal
J : relating to basic skills was ranked higher than a goal calling for .,
. *recognition and appreciation of great music, then the 23 percent
gap must be addressed by the system and its resources first.

Using the same approach to prioritizing needs, Rookey
e. - (1975, p. 17) classifies goals as high, medium, or low in prior: -
*1/ .« ity. Hethen subtracts current congitions from-gdal priorities to
' determine the discrepancy and utilizes a matrix similar to Ex-
_hibit 48. The statements in Cell A represent the greatest needs
while those in Cell E are the ledst needs. The two B cells, the
three.C cells, and the two D cells are-intermediately important
‘" needs. - ‘ o .
: _ Another approach is illustrated in Exhibit 49. Goals are .. = .~
7 weighted in terms of their probable increase in utility and

A | - Prioritizing Needs 135
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Exhibit 48: 3x 3 Matrix Displaying Data
on Discrepancy and Goal Priority

Lot : Sou_r(_g'- Rookey, 1975, p. 17
A Goat Dscrepaney
Prionity " High Medium Low
- High t A 'B C
Medium B . C, . "D
low y I° cC D E

- importance. The format used in the exhibit displays the -

analyses for one goal. A :
In Exhibit 49, 80 percent of fifth graders achieved the
criterion set for the goal. The needs assessment team estimated

_that 95 percent of students should be expgctéd to achieve that

level; thus, the probable increase in goal achievement was 15"

. percent (95 percent—80 percent). In a second part data collec-

tion, participants were asked to rate the importance of thg goal
on a five-point scale. This goal was rated 4.7. The goal’s prior-
ity was calculated by multiplying 15% x 4.7 (.705.) This
priority was highest for all goals and was ranked number 1.
"A more complex system of prioritizing goals than previ-
ously described is illustrated in Exhibit 50. In addition to,
‘needs assessment data, inforrhation is collected on perceived
accuracy of data, cost/effectivéness, interrelatedness with
other goals or needs, criticality of need, and potential feasibil-

>~

Exhibit 49: Format for Displdying

Goal Utiity and Priority Data S g
s
14
(M @ - 03 ") (5) (6)
Goal Current Probable  Average  Priority  Rank
. . Performance Increase .  Rated -+ Value
X 7~ Level in Utility Importance:
In May, 95 percent  80% 15% 47 705 1
of fifth graders will " . R
read at 4.7 grade _ ' _—
* level or higher : .
o - . ‘ : BN
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,  Exhibit 50: Six Rating Scales
_/ for Prioritizing Needs

i Source: Univessity of Florida, 1978 ' ’
> ' ! ) ) ]
YL &8s & ) Y
. ‘0 ‘\o .}\‘_‘ ]
S \5’;0“'
\ @ [ 0\ \\\ .
.

{A) What is the extent of gap between the facts (what -
is) and the values (what ought to be)? -

(B) Haw accurate (consistent with facts and values) is
. the analysis of this concern

G Wh‘at degre‘e of effectiveness (student benefit) for
dollars spent is likely if this need is satisfied?
Cost/Effectiveness : o
(D) To what extent would the satisfying of this-need »
-__aid the satisfying of other needs on the list?
(D} In comparisan to the other needs of children what .
- < is the degree of criticality of this need?  * )

. (P Considering time, cost, and other constraints, how
1o feasible is satisfaction of this need? :

ity of resulting plans. All ratings in Exhibit Sb&e completed
~ for each goal and are used in prioritizing needs.®n some cases, -
- the additional information permits needs assessors to make -
'more rational and realistic decisions. L |
"« In1972, the Ogden City School District completed a study of . -~
the critical needs. of education in its schdols (Drechel, 1972).
Each of the needs was treated in three ways: “(1) a priority
-ranging from important to extremely csitical, (2) a time limit
- by whigh the need was to be resolved, and (3) criteria or *
guidelines which had to be met in order to solve the need:” ”
- The interaction of the two treatments is iHystrated in Exhibit

»

51. : C
»  The Ogden approach suggests two important ideas to needs
‘assessors. First, needs can be prioritized in a few categaries for . -
- ease of communication (in this case, they are ““extremely criti-
~ - cal,”-“critical,” and “imporfat”). Second, not all n_eeds/-(_:an S
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' Exhitfit 51: Needs Prioritized ‘\ ’
by Criticality and Timelines

s . - T e
Soprce: Drechel, 1972 ‘ ', T e
Ao _____”,;._. - --.-:r- - i
T = | EXTREMELY CRITICAD © l |-
DRUES S T | - t el ‘J. 8 - | -
P T T e T i l ERTREASELY C RITIC AL - I l f
SOUIAL BEHAVIOR ¢ Lo _(.;IL:,;_ -m_._.___”._f“.____._,: : :
- | o a el | | -
e F . o Tt N
. | } | [
I B 1 % | -
\ : - . . (R | -
[_‘.’_““__““‘f‘, RN ? I A -|| e te |
L R P S B
B I CRITIC A .
ATTENDIANGCE POILICIES J % [ ~.T______,II Py e o |
- - i e -l N .l N
, ‘ . no P
.- E{.;;]. P -7,..._"’;1'_5;1.__“..'{ S ! '
et et am e e L L L __.-I | : I‘“ | :
| R PI RE R
. T o e e e CRITIC A ' v
x T | o
e — - - l - ! <Rt‘m Al . : :
: b‘ A =~ \ I | ~
‘ T - | i I I, |
“ I IMPORIANT, | - e
s \tH(K)_lwf\(llHIh * A - % + { ;II - : " ,
_ — | | ; ] i ,_
[ INSTRUC lli'iu PR()(;RAMd __JL = lTP( ).RMN' ] : - = ,-. I
1972 J1973 . tava 1975 . e
t .. ’ ‘~ - MAXIMUM TIME ALLOWED UNTIL NEED 1S RESOLVED ‘

. ~ be attended to simultaneously. By determininga timeline
withih which each need can be met, thete can be a more
adequate followup. ., o ’

. The needs, assessar should determine which -of these ape oot

| proaches to use in listing-eritical needs in priority order. Once . -.:
. the decision has been made, a statement of needs (still factual, =~
descriptive, and devoid of.causal implication) should be.made
public and circulated arhong those who have shown previous R
. interest in the program. The needs assessment‘then is ready to - .
- be applied to educational programs and implemented. These
" & °  processes are tonsidefed in the next chapter. . .
; . . - . . . . ‘ \‘ A .' - ™
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Summary ‘ . ‘

To determine the extent of needs, goals are compared with
~ current conditions. Reports should be organjzed to clarify

—'-—-d#fcrenm-tn&'rehﬁommps.—vvhﬂémmnt data require

varied report formats,.the following are useful: tables, charts,
descriptive statements, and decision tables. -
Priorities can be determined in a number of ways. Some
result in 2 X 2 matrices in which level- of attainment and
. importance of goals are dimensions. Others rely on complex
calculations andgormulas, considering utility of results, cost/
effectiveness,. ibility, ‘and optimal time required for at-

tainment. Once priorities are established, factual statements of ‘

‘need form the basis for change efforts. .

“ 4 "‘ -
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Converting Priotities into Programs _

Other chapters in this book focus directly on needs assess-
ments. This chapter places needs assessment within the con-
text of systemic change.efforts. The purpose of needs assess-
ment is not simply t6 collect data but to do so in order to'make _
changes where they are needed. Only when change-oriented -
strategies are initiated and' improvements are made does the .

real value of needs assessments become evident. The needs.
assessment encourages implementation based on targeted

actual needs for institutions. .

Needs assessments can be compared with the diagnosis of
individuals. The diagnostic/prescriptive process is often ad:
vocated as a procedure for improving the learning of children
and youth. Likewise, needs assessment/implementatien pro- - 7
cesses are employed in changing institutions. Thus, needs as-

—- . sessment is analogous to diagnosis and serves siniilar func---
tions. . : '
' In Chapter 1, eight steps in the systemic change-process
t - were outlined and are repeated in Exhibit 52. The first three -
steps are the needs assessment. The next three steps are im-
plementation” processes based on the needs assessment. Fi-
.. nally, program evaluation and revision conclude the cycle but
also permeate &fl stages. While they appear to be linear, the
eight steps are not. Needs assessment i5 an ongoing process; as
implementation is: undertaken, new demands for assessing
needs emerge. When change strategists begin to rely on data,
~ the demands for data and the dependence on it increase.
This chapter focuses on Steps, 4, 5, and 6. Section One is

A Y

5 Priorities into Programs Ty

-~

. 4 . . ) < ]
Lo el s g b e 3 AR P T R S P Py




e N . .
. Y 4+ ‘
v .

Exhibit 52: Steps in Systemic Change Process

1. Formulation of Goals
.._.-.Data.CqUectm»gn_(;urrent-Conlcﬁtiogs------- -

Aspess
Nd}eds !
Y

. Needs Analysis
LY

L

N

13
mentl
NE

.- - Specified Objectives That Are. Based on Priority Needs
5. Strategy Development ’ :
r
Program Implementation

Develop
and
Imple

[o)

7. Prograt’_‘ﬁ Evaluation _ :
. -~ - )
8.- Revision \\

T

Evaluate

and
Revise’

concerned with specifying 'ob)ectives based on priority needs.

Section Two suggests some ideas that could broaden strategy ,
development ‘while the third section is concerned with im- N
plementation of change strategies based on the needs assess-

ment. . /

Specnfymg Obgectws*s
| Determmmg What Could Be « | *

»

The algorithm for assess ng;'needs-sho.wn in Exhibit 53 has .
prov:ded an organizer for this book As ’eds are translated

Exhibit 53: Neéds Assessment Algonthm

WHAT SHOULD Bt oitterince | WHAT IS cnvate] NEEDS

— o { - 7 : . : ¥
into objectives, three levels of objectives becoms evident: (a) .
what might be, (b) what should be, and (c) what could be. \
Understanding the distinctions among these three types of
objectives aids in clarifying change:strategies. As dépicted in
Exhibit 54, Rand and Stover (1973) proposed a schemetic for

comparlng “what is”’ to an ultimate ideal system. ° : //
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Exhibit 54: Conceptual Model Depicting © ¢
. Ideal/Reality-Based Levels for Goals .
K X Source: Rand and Stover, 1973, p. 14

o

e P EOREHEAL HEAL-SYSHENE ——= ~~romr o o e e e e

L
’ e,

WHAT MIGHT BE et - ULTIMATE IDEAL SYSTEM a

‘.

FEASIBLE IDEAL SYSTEM

WHAT SHOULD BE TARGET

WHAT CAN BE

RECOMMENDED SYSTEM

«CONVENTIONAL
APPROACHES

|
WHAT {5

) UNITS OF EFFECTIVENESS  (cost per unit) :
- At the pinnacle of Nadler’s model is the Theoretical Ideal
System, unobstructed by constraints and functioning under
. ideal conditions not found in reality. The second level, What .
Might Be, describes the ultimate ideal system as it might func-
tion.in a real world under ideal circumstances. These are often -
the goal statements found in charters or articlés of purpose
and intent. They provide direction, but their targets are rarely
- attained. - o o ' o o
. The,third level, What Should Be, describes a feasible ideal : '\ -
~system. These statements also provide direction and are not - o
typically achieved, They are within reach; are relatively spe-
cific, and can be related 40 actual conditivps. Goal statements
in the needs assessment process are typically stated at this
level. Co L ‘ :
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*+ Schools and colleges operate under constraints, some of
which are bound within themselves and can be modified; but
others involve suprasystem constraints that limit atfainment .
of goals. T ~may include such constraints as finances; re— ———
sources or buildings, or population configurations. In effect, )

" these limit the What Should Be to What Can Be. Analysis of
them provides more realistic objectives. .

The bottom level in Nadler’s diagram, What Is, corresponds
to the second part of the needs formula. It is an analysis of
current conditions. The distance between these statements

- . and What Should Be is theoretically the discrepancy or needs

.function. This js the formula used throughout this volume. -

However, théte is another discrepancy index that could be ’

" conjured; that is, the difference between What Is and What
Can Be. In implementing programs, this realistic approach
may lead to fewer frustrations and greater successes.

The Western Washington University Teacher Corps Project,
reported by Hite et al. {1977), used this theoretical construct to
illustrate the kinds of data collected during an inservice pro- .
gram planning process. Three levels—What Is?, What Should
Be?, and What Could Be? (Nadler’s What Can Be?)—provide
an excellent illusfration of how realities can be incorporated
into the planning process. This illustration is shown in Ex- )
hibit 55. - . -
Writing Objectives \ ,

*  Objectives are the What Could Be -phase of the change
process—the specification of realistic, obtainable outcomes.
They are derived directly from needs and are designed tg cor-
rect conditions that were identified through the needs assess*
ment. S :

- Because so much has been written-about. the techniqiies and

- processes for writing objectives, the topic is not considered
here. Several criteria for assessing the value of objectives are

listed. Needs assessment teams may wish to revise these to. fit

local conditions, then apply them to objectives. Each objective
should: ' - "

1. Be related diréctly to an identified °neecL- - .

144 The Process of Needs Assessment
N, ” . . N

-

;15‘." S .

PR S U



2. Be realistic and obtains,ble

3. Be short, clear, cancise, and understandable.

‘4. Result in a‘successful resolution of needs.

5. Consider the magnitude of needs in determining extemiveness
— 6. Relate-to-a-single-issue-or pregram.— -

«

Developing Strategies

The strategies selected to achieve the previously idemtified
objectives range widely in scope and impact. They may in-
clude curriculim design and development efforts, organiza-
tional reform, staff development, or resource alloc7t10n Their

g

Exhibit 55: Planning Document.
lHtustrating Current Conditions

Compared with Ideal and Feasible Obijectives
Source: Hite et al., 1977, p. %

<

/. .

A

4

- A -

WHAT 152

WHAT SHOULD BE?

Individual teachers select
courses and activities

' District administration plans °

programs and requires
"“and/or encburaaes partici-
pation

Assessment of pupil.ﬁeeds is
based upon formal and in-
formal observations

College offers programs
-based upon intuitive per-
cepnon of needs - .
Progams mandated by state
and federal legislation re-
quire additional traming of
ttaff .
Distrlct funds for inservice
education are limited

Activities should be dirgcted
at meeting'identified student
need

Programs should be
planned by a team repre-’
senting staff, district and de-
livering agency

There should be a: -
systematic assessment of
needs

Information on specific
needs should be availablé t3

college faculty

District should establish -
local programs -

o

) N
A minimum.of 5% of the in-
“strktional budget siduld be

altocated to's_taff *velop-; _

ment

WHAT COULD 8t?

Student needs could be
identified and an inservice
program planned

Joint committee for inser-
vice education could be
estabiished

v

. There could be a systematic

assessment of needs

o

-

Working relationship with
college could be established -

Required programs do not - ‘

seem reasonable at this time

-
S

Staff develapment could be
establishéd as a budget item

Priorities into Programs
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- target may relate to a tetal school systém,"a school, or a small
group of elementary pupils. Strategies may include only
S . school officials or.may involve social agencies, businesses;
o+ community drgmzaﬁnns;__m..individua_ls.outside the school— .
They may require: special, expertise and epnsultations or’ be
- devised. developed, and delivered by the.school staff.
,~ In selecting the most appropriate strategy, three questions
are posed and answered: :

-

. What aternative strategies could be employed to achieve the ()'.bject.ive?
2. What are the relatjve strengths and weaknesses of each potential
strategy? ,/ _ ' ' :
< . 3. Which strategy seems most-api)rdpriatle?
T ~ . <
Pach of these three stages is explored in the following sec-,
* tions.

Alternative Strategies ‘ ‘
. ' "The first phase of strategy selection is to genqratie a wide
: array of potential strategies. Once the objective is specified; as
many procedures as possible should be developed for attain-
ing the objective. There showld, be interaction with other per-
sons, particularly'with those having a different background qr
perspective. In their desire to move rapidly, innovators often
. . Testrict their cortacts to creative and suppdrtive people. Such
a postute often limits eventual effectiveness of change ¢fforts. ,
Amerigans are often accused of “straightline solutiops”; -
given a’problem, there is a direct and related solution. Fredelle
Maynard (1976, pp. 96-99) capsuled six tecliniques which
might be considered when generating alternative strategies. ,
The first technique is Change a Minus to a Plus. When ad- .
vertisers have a good product with an apparent drawback,

; such as a terrible-tasting mouthwash, they don’t.conceal the
liability but exaggerate jgand make-it special. Maynard de- .
S scribes a 14-yedt-old New?York girl whose father was trans- .
e ferred to England. The harder she'tried to be like the English,

the more they mimicked her accent and made fun of her. The™
~ girl's mother suggested she emphasize her indfviduality and.
foreign background by wearing T-shirts and jeans; that is, she ‘

u
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changed a negative feature intq, a_positive one and soon was

. the center of attention among her ‘new English friends..
In Reversal, situations are turned around to make them ad- -

————vantageous: A-driver ona narrow country road found the path

‘blocked by slow-moving sheép. Rather than creeping the ve-

¥ - hicle through the flock-—and probably pushing the sheep

.ahead—the driver reversed the probkem.' By.stopping, turning

the sheep around,, and driving them past the Vvehicle, the
problem was solved: " o "

In the Redefinitioggtec¢hnique,®he solution tv a pljoblgm

.often depends upon how it is stated. The question of “how to’

~ -build a better mousetrap” may be too narrow a focus. By a’ ’

broader definition of “‘how to get rid of mice,” a greater range

of possibilities 'is opened. Conversely, -the, question may be

iodified from the specific to the general—*how fo get rid of

mice” to-"how to build a better mousetrap.” - . ° SR

' Planning for Results is the fourth techaique. The long-range
results can be considered rather than tha immediate ends, A"

, family considering its-tax refund: might spend it for current
desires or invest it toward a family objective desired in five or

- ten years. There are clearly two divergent ranges.of options in -

such a situation. '

" ‘Breaking Routines provides‘a fifth'-apprdéch ta ‘sol\./ing

problems. Routines that are taken for granted often lead to
problems that can be avoided.. An example described by
Maynard (1976) was that of a family whose father worked from

4:00 p.m. to midpight. The mother was contiffually cooking
cause the main meal was in the evening when the children:
. were home, but the father’s meal was in mid-afternoon before_

; 8oing to work. In addition to the problef about cooking, the
children néver saw their dad. By breaking routine, the main

. meal was served in the morningv—t‘}%wti%er cooked for only
one thajor setting, and the family énjoyed more time together.

. Brainstorming generates many ideasquickly. Following the

problem statement, all group members spill out ideas—wacky,
- funny, far out—in accordance with four prevailing rules. No
 criticism or evaluation is allewed, participants are encouraged |
to be uninhibited in their thinking, guantity'is emphasized

DA
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rather than quality, and participants aré urged to build on or
modify others’ ideas. Regardless of the process employed, the
__ Tesult of this step is a set of alternative strategies for achieving "~
. the objectives. \_ I | -

Resource and Constraint Assessment ' SR

-

In this step, each of the alternative strategies is analyzed to
determine its strengths and weaknesses, its advantages and
. -disadvantages, its positive and negative aspects. In logically
. organizing the analysis for more objective consideration, a
table such as Exhibit 56 may be of value. This approach is =~
similar to and based on Force Field Analysis, described in”*

Chapter 9. .
ExHibit 56: Strategy Assessment System -
. ' 7 '
STRATEGY: y
a4 ‘ 8 i J )
. o
: Strengths of strategy - g Weaknesses of strategy h
Advantages of strategy 1 Disadvantages of strategy
" . Positive features of strategy _ Negative features of strategy . .
1. ' 1. '
2. , 2. »
3. . ' 3. i . \
4, ~ : 4,

Prior -to selecting a strategy, threefurther considerations
may facilitate the process. First, one cfih speculate on the im- -
pact of the §trategy-' on each of the needs assessment targets—

> g people, programs; and organizations. Such a process can
" broaden perspective and stimulate ideas about other positive
and negative attributes that could contribute to the success of _
the strategy. For example, by analyzing negative factors,
' assessors may be able to change some aspect that could trans-
form the negative force into a positive force. Y ,
~ Second, the risk factor should be calculated for each pr
L ..posed strategy. Risk should be considered from two views—if
. the strategy is adopted and if the strategy is not adopted. For
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students involved in a new experimental venture, what arg the
risks involved? What are its long-term psychological and edu-
cational legacies? What are its chances of success? What are

its effects on existing programs? \
The third consideration is an analyses of resource alloca-
- tions. Brieve et al. (1973, pp. 62-63), identified three
categories which affect decisions about most strategies. The
first is costs, including personnel, materials, equipment, and
-facilities. The second category is time—both for development
and implementation. Time can be considered in terms of ac-
tual time devoted to the strategy or in terms of the lapses from _
the time the- strategy is conceived until it is completed. The
third category is socio-psychological and includes such con- .
siderations as social acceptance, the interest a strategy might
generate, and its general political feasibility. As an example of
~ how this third consideration may be applied, a strategy could
be potentially effective but could cost too much, take too long,
or unfavorably affect the political climate of the schools.

Finally, a word about constraints—'‘they won't let us” is not
. acceptable. Too many great ideas have been swept away by
this phase. “They’’ get blamed for too many failures to act.
Sometimes “‘they’’ are identified<-and “they’” are always in
authority. They are Washington, the community, the central
office—but as Pogo said, “We have seen the enemy, and they
is US.” Too often, “we’’ naed to solve the problem. Too often
- swimmers turn away from the sea before the smell of salt water
. i8 in their nostrils, and implementers turn from a unique and
viable process before it has been adequately explored.

Other blocking statements should also be questioned:
“We've always done it this way.” “The community expects
the schools to "' “The ideas can’t be sold.” It is -
beyond the scope of this committee.”” When such statements
are considered rigid and final, many useful alternative
strategies never surface. ' "

5

Selecting Appropriate Strategy -

The generation of alternative strategies is an analytic pro-
cess, but selecting from among the alternatives is a political
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process. The latter may be referred to as & coinbinaﬁon of

systematic evaluation and artful judgement. One of the myths’

of education is that evaluation leads to objective (value-free)
decisions. Such a myth is particularly destructive in education

when it clouds human judgements with pseudo-scientific, -

pseudo-objective assessments. A junior high school music
teacher gave a student with an average of 89.4 a B but would
have assigned the student an A if it had been 89.5 (which
rounds up to 90). The teachers’ actions inferfed that the

.. criteria were so precise that 1 part in 1000 made the difference.
~ Perhaps the teacher was.avoiding professional decisions by

using numbers and pseudo-scientific evaluation.

Since decisioning is a human endeavor, involving those
who are concerned in making the decision is‘an effective
strategy. S ' . "

This should not be a one time involvement. As alternative
strategies are generated, affected parties should be continually
involved in the process. As positive and negative features of
each strategy are projected, those affected should be involved.
The strategy employed is more likely to be effective when
input from significant people is sought; not only is the in-
creased range of ideas likely to improve the quality of the

strategy selected, but support for the outcome is more likely.

|mpl'e,mer-\ting the Program

This is the action step derived from all previous efforts.
Needs assessments count for naught if they do not lead toward
action-otiented programs. Planning is. negated if it does not
lead toward change-oriented strategies. As noted previously,
it is important to recognize that all previous stages in the

- change process are empty without implementation.

. Needs assessment'is not a ong-time process; neither is im-

“plementation. Implementation strategies*are planned, tried,

evaluated, revised, and tried again. Their outcomes may result

. in changed objectives or goals; and they may lead to modified o

statements of needs. | . S,
Two other stages, evaluation and revision, are included in

the systemic process. While not emphasized here, they are -

S
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“integral to the success of the change-oriented effort. The pur-
pose of this book ts to stimulate a more valid assessment of ~
needs which should lead to more effective implementation

~———-and-thus te more effective educationof children and youtty, - -~ ~——

Summary ' -

. Needs assessment is the initial phase of viable change. Ob-
jectives of change are derived from specific needs, and im- .
plementation strategies relate to those objectives. The entire
process is monitored and refined by evaluation and. revision
stages. - ' i

Needs assessment is not a process that is completed at the
beginning of change efforts and never repeated but ig a con-
tinual effort embedded in other stages of the procesd. Needs

. assessment not only defines what occurs .in these stages but is
’ shaped by them. i .
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- Analyzing Models of Needs Assessment .

/

. v . '
A wide array of models andgystems has been developed for
conducting needs assessmerft studies; some are commercially
available while others can be found in the literature, particu-
larly in the ERIC system. A few are relatively comprehensive,
while others are called models of néeds assessment simply”
. . and solely because their authors choose to do so. While several
needs assessment systems are used widely, no one systém can
be considered a panacea or the ‘“best.” » ~ -
Existing systems tend to share the same general characteris-
tics and conceptual frame; major differences tend to be in the
). sequence of specificity of events. Some emphasize one phase
or one process while others are designed for special purposes.

- Another noticeable aspect of the differing systems is an ex-
pected range of terminology deéscribing virtually the same
concept (e.g., the naming of groups as advisory boards, task
forces, steering committees, or charettes). Existing models of
needs assessment function. most effectivigy as sp?ingboards .
for the development of an approach appropriate to particular
local situations. Ideas may be extracted from existirig materi-

* als that fit specific applications. o o

Using the principles of needs assessment and drawing from - .
existing sytems and the staff’s creativity willdikely result in a )
. more satisfactory study than will a lock-step application of
.\  someone else’s system. The key to successful needs assess-
-~ ment is in the systematic evaluation’ of the local situation. _

Needs Assessment Modgls 155 .




-

»
w0

- eral grants, the TREND model

Models of Needs Assessment )

Models of needs assessment can be classified as one of six

- types. depending on their relationship to a six-step systemic .

. planning cycle (Kaufman,"1977). Such a classification implies
= that an institution can perform a needs assessment starting at
any point in the systematlc plartning cycle—(1) identification
of problems based upon needs, (2) determination of solution
requirementggand identification of solution alternatives, (3)

‘selection of blution strategies from among alternatives, (4)”

implementation. (5) determmatlon of performance effec-
tivenss, and (6) revision.

Kaufman (1977, p. 63) identlfled needs assessment types
with Greek-letter des1gnatlons Alphagbrough' Zeta, corre-
spondmg to the six-stage systems approach. Most of the fol- .
lowing examples of néeds assessment medels fall'into Alpha
and Beta types, according to Kaufman’s taxonomy (the first
- two phases of the planning cycle listed above). They are in-
tended to be illustrative of 'the available needs assessment
systems |

Examples of their reports, manyals, and other documents

" are provided in other chapters. Sdurces for more information
" on each model are listed at the end of each capsule. '

Needs ‘assessment models have reflected a wide range of
concerns and scopes. Designed %s a process for-unifying fed-
as developed to be used by
-school. districts concesned with improving the educational
opportunities of children from law-income homes. A number
of school districts modified it and used:the basic concepts in

their own programs. Fhe Phi Delta Kappa model was first .-

developed in nerthern California, then marketed by PDK
Comprehensive in scope, the PDK kit . includes- materials for

~ conducting an assessment. The Worldwide model is another

example of a comprehensive system. The Houston Needs As-
sessment System was designed for ‘a cluster of schools begin-
ning a renewai process. Developed as part of the Texas Center
for Improvement of Educational Systems, HNAS focused on
student curricular needs as well as on those for prpfessional
‘inservice educatnon . , ‘

- \
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The Center for tHe Study of Evaluation developed a KIT for
use in needs assessment after commercially available
achievement tests were analyzed in terms, of their salient con-

—————cepts: Educational “Systems Associales also developed a
commercially available manual for needs dssessment. The Job
Analysis Model (Florida Community Colle es¥ and the model
developed by the Bureau for Education of the Handicapped*
(BEH) are examples of targeted 'needs assessment systems.
Each of these systems is discussed briefly in the following
section. . 2 5 | '

Targeting Resources for the Educational Needs
of the Disadvantaged )

The TREND needs assessment model was first developed for
use in federal programs aimed at disadvantaged youth. It has
been successfully used in diverse locations, and the process

- has been used beyond its “original purpose in general needs,'
assessments. o L . '

Identification. The TREND process consists of seven inter-
related tasks based on the community-wide structure of par-
ent'youth expertise and invblverent, systematic planning and.
implementation procedures, locally developed goals and
priorities, and a programining-budgeting structure which

- méd¥hes resources with spetific.program objectives.
"Scope. Although TREND is designed for use in district-wide
‘needs agsessment stiidies, the model is applicable for use in a
smaller setting, such as a single school br a cluster of schools.
~ Purpose. TREND was developed as a reflection of a
* heightening awareness that'total community involvement is a -
prerequisite 6f successful- program innovation. Its acronomic ~
title acknowledges the movement toward community in-
© volvement and the subsequent targeting of resources in that
direction. According to Kuuskraa (1971), TREND ensures:

1. An identification of the major gaps between desired level of perfor- ¢

mance and actual performance; : . . —
'2. An understanding of the underlying problems and causes why a child .
is not developing rather than a mere listing of symptoms; ,
© 3. An_evaluation® of the mpjor child development gaps that should be |
) corrected; and. ’ B : IR
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4. A determination of the likelifiood of success in corfecting a deficiency
under reasonable assumptions as to current program development,
availability of tesources, and time or personnel demands.

. _ > —

*

*  An overview of the.ten-step comprehensive planning pro-

cess reflects its purpose, which is to consolidate funding into a -
single comprehensive document. . S

Step 1, Conducting the Management Review, generates a
grant porposal (not applicable to all needs assessment
s*dies). a work plan for the planning phase of the project, and
a technical gssistance plan. :

The purpose of Step. 2, Establishing a Community Planning
Task Force, provides community, agency, and school admin-
istration input to the fpeds assessment planners. Community-
participation is insured with creation of the \tgsk force or advi-
sory body. : ’ : .

Conducting a Child-Centered Needs Assessment is Step 3.
Overall goa}‘s aré related to individual children with the iden-
tification of their social, physical, emotional, and educational
needs. ' ' : :

Stép 4, Conducting the Program and Resources Review, re-
sults in identification and analysis of the ways school re-
sources are currently used in providing services to children in
target schools. A systematic document is produced showing
funding sources, goals, costs, and outcomes of theé current
educational program. \ -

Step, 5, Setting Priorities, is designed to incorporate analy-
tic data with-human value judgements in the process of al-
locating scarce resources. It results in a listing of program
areas which call for new or increased attention. ‘
~ Resources Are Mobilized. in Step 6 to organize human and

- fiscal factors to meet the demands of the new or expanded

programs. The procedure results in the determination. of new |
sources of funding and staffing. _ s |

Pro Design is the translation of priority needs into an
action plan designed to meet the needs. The purpose of Step 7

is logically to group o_bjec_ti_v_es, resoyrtes, and time require-
158 * Resources Su"ppogting The Process |

! \ g S U S




AY

ments into a series of programs which complement each other
while meeting the stated needs. _
Determining the Program Budget is Step 8, translating oper-

ational Tequirements and éxpectations into budget Tigures.

N o m e eme e ame

‘The task establishes cost-versus-benefits statements for par- -

ticular programs. .
The Comprehensive Plan, Step 9, integrates the current and
new programs with other community-wide child development
services, resulting in a single plan for the edugational and
developmenital efforts of the school system. o
To end the TREND planning process, Step 10 produces a
Consolidated Grant Application and establishes a single
funding document and application for state or federal funds.

Evaluation

As a plahning proéess. TREND can be applied to general
needs assessments if modified to local situations. A needs as-

.

A\

sessment is not necessarily linked to an application for funds, -

but TREND’s attention to the financial aspects: of program
planning is onge of its strengths. Rather than being an inclusive
guide to conducting a needs assessment study, TREND should
be considered as an historically significant model which stres-
ses child-certeredness and community-wide involvement.
While there ‘is not a specific manual of instructions, there are
several descriptions of steps and assessments using TREND.

Phi Delta Kappa Model Program
fof Community and Professional Involvement

The Program Development Center of northern Californjs’

+ developed its Educational Planning Model early in the 1970’s,
-and it has been disseminated by Phi Delta Kappa to numerous

school districts throughout the nation and in foreign coun-
tries. By 1974, the PDK materials had bgen used by.more than

«

360,000 persons involved in education, and more than 4,000

school districts had received materials in the planning kit.
'Identiﬁcation.\The Phi Delta'Kappa Educational Planning

Model is a comprehensive system in which neasurement of

needs forms two of ten steps ‘in a conﬁnuogs. process. The

' ‘ \ | | Needs Ass.essm~ent Models 159
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Exhibit 57: Phi Delta Kappa _
Educational\annmg Model ¢
Source: Phi Delta Kappai : N
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" planning kit comes with administrator’s manuals, instfuctions
" 'in writing performance objectives, and goal- rankmg materials.
, Scope. The PDK system is basically invended for district- ‘-
- wide use, but it chn be modifi forsmaller situations asweltt
as for larger ones. Its wide use testifies to its durability-and o
adaptability in many settings. ;
Purpose. The purpose of the PDK planmng model is to pro-° -
vide information for the cqntinual improvement of evaluative - '

techniques by educatlonal decision-makers. _ ‘
. "

R 4

Model Design

A number of identifiable tasks may be gleangd from the
-materials associated with the PDK system, but there are ten
- 'major steps divided into three distinct phases. Rose et al. (p.
“vii) illustrated the Phi Delta Kappa Educational Planning
Model, showh in Exhibit 57.

- Phase 1 of the PDK system is divided into procedures as-
sociated with (1) Prioritization.of Goals and (2) Assessment of
Perceived Needs. During these steps, community advisory
committees are formed and a goal ranking/rating strategy is

' 1mplemented A set of markers is used to allow referent groups
to priori/ze eighteen goals. (The goals and the strategies for
involvement are discussed in other chapters of this mhnual.)
In the PDK schematic, the administration of the geal setting

* instruments results in ‘prioritization, and clerical procedures
result in analysis of participant perceptions. .

Phase II — Performance Objectives Design .and production :
of a Goals-Objectives Matrix follow the tallymg of perceived
needs. Two booklets on theé writing 'of performance objectives :
are included in the PDK kit. Phase II results in’ objectives. =~ .

« - which conform to generally ascribed qualitie& of performance .
or behavieral objectives. )

~ Phase Ill begins with Analysis of Hesource Aﬂocatxons, de-

- scribed by Roseet al. (p. 3) g8 ‘an analysis of the way in which :
a major 8hare (over 90% t Tgally) of the school system’s funds
are being expended: salaries of personnel, fringe benefits ex-"

~ tended to personnel, plant operation and maintenance, trans- S
portation of students, and food services.” . - e
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_exampies of target- semng"pr'tjc*ed%imo‘se etal’, pp: 25-36]3

' survhys' schoel records, and demographic er public' souices.

The next step, Prehminary’ !dentxflcatlon of Target Goals
follows the steps in Phase I-—prioritization of goals and as-
sessment of perceptions. The PDK manual illustrates two

In PDK’s terminology, an Expaffed Needs Assessmént fol- -
lows prelimidary targeting ‘to accumulate data from -varibus “
When such mformatlon is combined with the results of the -
performance objectives design, the final Identification of
~Target Goals is"made: Rose et al. (p 43) write that. *“for each
“potential target goal, district personnel.will have ldentlfled (1)
.prioritization data, (2) perception3 of related program: perfor-
mance. (3) relevant ob]ect}ve and supportlve data; and_ (4)‘
statements of indicated needs.””, - S A

Instructional .Program Desrgn determmes the vartnus .
strategies for delivery of the curriculum, and the Management“
Design for. the Instructionq] Program outlines the organiza-
tiopal strategies for implementing the teaching materials.
Fvaluat:on and Recyclmg completes the PDK model

¢ P .

<

The W()rkshop Packet
The Phi Delta Kappa packet mcludes AR

A (omprehensive manual which covers alluh)'ee phases, or .

Educational Goals grd Objectives; A Model Program for Commumty and/
Professional Jrivolvement (Phase | & I Administrator's ‘Manual) :

Phase 1l of the-Educational Planning Model A Progrmh for Commumty
and Professional ‘Involvement

A Programmed Qourse for the Writing of Performunce Objectives . .

Wrmng Performance Obyectwes, Instructors Manual fo~r ‘Teachers and" .

" Administrators
Various goal forms and dlrection&-mdudmg goal selection instruments

in bpamsh -
Source. Phi Delta Kappa, Inc Eighth and Unmn, Box 789 >
Bloommgton IN'47401. ._" ) . W

) ) The WorldWide Needs” Assessment Model o _"‘ ¥ -
" The Worldwide Model was developed by the World,wide S

Education and Renewal Ingtitute of Salt Lake City in.conjunc-
tion® with state agencms and dxstncts in five states.  + - -

~

.¢a .. . . .'[,- -
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Identtffatlon Descriptions of the model are available in
_.several sburces, one of which.is a procedural manual for career

| guldance studies (Timmins, 1974). The model“includes sev-
enteen-activities which ensurgcommittee involvement in the .
needs assessmerycle as well as participation of constituent .
groups. .
Scope. The, Worldwide Model is apphsgle to any school '

. setting for conducting a comprehensive nee ent. .~
§ = Purpose The Worldwide Model may be construed as a set of '

+ * procedures that, according to Timmins (1974, p 19), allow '
planners to derive: _ \

.
t .

g . N )
1. Identification of the critical educational needs of the region; ° - *
2.°C -ategorization of these needs in ferms of their priority (or criticality);
3. The expressed values—or statements of behef——that the committee can ," -
agree upon; and -
4. A summary~of suggestions made by the committee for resolvmg the /
*  educational need.s that have been identified.- . , -

- - .
» 4 K} *
. . i P I A‘

Model Desngn . o - = |

Actnvxty 1.0 of the\"v‘orldwnde Model is the Appomtment of S
a Quality Assurance Cqmmlttee, analogous Yo steering com- L
mtttees and task groups hy other systems.

© Activity - 2.0, Orientatign ‘ofgthe Quality Assurance Com-
mittee to the Total Task, assutes that pamclpar‘ls are aware of )
thelr responsibilities and, functions.

' = 'The Review of Goal Std‘ments for Adequacy (3.0) assesses‘

K tentatlve goals from other sources or those developed locally..

_® . The planning function is critical to successful implementa-
" tion of the World-wide"Model, and 'Activity 4.0 is ‘the De-

. velopment of a Tentative Schedule of Actjvities. Actmty 5.0, - ]

Conducting of Surveys of Opinion, s Knked to Activity 6.0, c e

Summiarization of Test and Measuremgnt.Data. e

 The succeeding steps use termi) ology unique-to theu Voe

- Worldwide Model. Activity 7.0 is-a Chincerns Confgrence and> =\~

v Activity 8.0 is the. Sponsoring of 8pkak-Ups. The Conterns, = '

rence-is. similar to Commiunity Awareness Canferences .

-_.suggested in other madels, but the sequencing fpllows Ahg e

collectlon of data mstead of precedmg it. The Concemeron-)‘

i o f
-0..\ ' >

-

. .
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ference is defmed as 4 organized attempt to 1dent1fy (un- L
solved) problems-. . . that are-currently-emerging or-likely to " .

arise, out of the trends that may be observed. It is a way to "
~systematically tap the ideas and perceptions of a great number
of people in a very short time” (Timmins, 1974) p. 18).
Speak-Ups are identified as student expressions of their
own educational priorities. By conducting meetings away
from their own teachers and building administrators, it is pos-.
sible for students to “‘tepresent the uninhibited identiffcation
of needs by those who are the recipjents of the educational
process’ (Timmins, 1974, p. 18).
, . Activity 9.0 is the Summary of Administrative Data and
' 'Bvaluatzons and Activity 10.0 is the Classification of Concerns
| (analogous to gba)s in other models). Activity 110 is the Ap-
pointmrent. of Needs Assessment Committees (dlfferent from
. other model\s which tend to appomt one representatlve group
for the enhre process).

Documgnting Concerns with Facts and Policies (12.0) placés
the goals in_ the context of the existing situational constrajnts,
and Aetivity 13.0, Cohductmg a Concerns Analysis, results ip ~

o a'prioritizing of néeds. ,
« ° »  Concluding stbps include the Pubhcthon of Statements of
S Critical Needs (14. 0); Pubhcat:on of an Operational Philoso-
phy.from the Agreed-Upon Value Statemer)ts (15.0); Outlining - .
_ . 'of Next Steps for Resolving the Critisal Needs'(16.0); and Péb- ¢ -
- chatLQn of a Revised Statemerit of Goals and Objectives (7. 0) %&..‘(\{
Source:*Worldwide Education ard Reséarch Institute, 2315_ .
- , ‘Strmgham Avenue Salt Lake Cxty, UT 84109. oL

? ~

K

Houston Needs Assessment Systgm o’ / o -' y |
Developed by the Umv,ersify dﬁ{ouston in.conjunction with o
the Texas Center for the tmprovement of Educationat Systems _
(Texas Educatlon Agency),. thé Housfon Needs Assessment U
System was “tested in six scpool dnstncts during 1972»-78 .
# ST

©

!dentufucatmn L T R

" HNAS isa tetf-phase step-by-step approach to the totql pro~~ "
T *cesi of a needs assessment study Beginning with a. spécific o

)
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commltment to mmate the process. it progresses tlirough a

complete study and concludes with recycling procedures. ..
The basic assumptions of HNAS justify the conduct of a
. needs assessment (Houston and Bain, 1972, p. 11)

1. There is a real commltment to an assessment of priority needs. Key
people ip“the community and in the schools are committed to and
support the effort. Schools are willing to provide resources for com-
pleting the needs assessment. Outcomes of the needs asssssment will

be used as a basis for'decision-making ‘in reformulating and restruc-"

. turing the school programs, teagher inservice and administrator in-
 service. .
2, People are meaningfully invo}ved: Significant numbers ofpeople rep-
. resenting the various constituent populations are involved both in
' expressing opinions and in proﬁdlng input in the decision-making
» Process.” : 3.
3. Data analysis represents the mtent of the respondents Ali referent
. groups ‘in the community have an opportumty to exprass their feel-
ings; instruments used in the study are valid; subsequent interpreta-
“tion ceflects the orrgmgl intent of the respondents. :

4. Diverse referent groups exist in the target aren. These groups’ orienta-
tions, perceptions, hopes and fears are divergent, and- the needs as-

-t “—$essment process recognizes and copes with this diversity. -

* 5. .Both compromise and consensus characterize the decisions made®

Trie parity with unanimous consensus is improbable. "l‘herefore the
model relies on compromlse rathér than.true parity. .

6. A “blenl paper charge ,only” should not be Ysed in eliciting re-

“sponses. Individuals:can validly voice their pribrities through well-

VRN developed instruments without locking them intd rigid, unelterable

* choices. .
‘ Samples of behavior and opinion reflect thet of the total group. When
perceptions and opmions of respondents are tapped using stratified

",1 .~ random sampling techniques, they will reflect the responses which

would have been elicited had the total group been surveyed.
8. Teacher and administrator competencies can be identiﬁed and im-
~* proved. Those which need to be improved can be differentiated from
‘the others.

" 9. Schools are committed to imp\roved edlrcation through planned-pro-
_ -

- gram design and inservice education.
10. Needs assessment is a continuel regengrative pr&ess

Scope HNA&is deshned for,use in an.individual school or
" in"a cluster of schools such'as a high school and its feeder’

elementary, jupior high, or middle schools Itis applicable to V

°
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~ found in the typical school system. = . - e
. Purpose. The purpose of HNAS is to identify student needs

. and professional personnel needs through a study which in-
volves the total community as well as administrators, teachers,

* angdAtudents; changes in the curriculum of the school ard the
inservice education of professional educators are outcomes of

the needs assessment.
‘

the diverse range of cultural and socio-economic backgrounds

I

Model Design

The phas@s of .the HNAS are written for use in the spe-
cialized requirements of a Teacher Center. As modified for
potential Teacher Corps users, the system would adjust to the
particular requirements of a project. o _

Step 1 includes procedures for obtaining a Cqmmitment to
an Assessment of Needs. However the project has been ini-
tiated. by mandate or’local impetus, a given agency will have
reached formative stages of tite decisioning process to conduct

a needs assessment study. HNAS- outlines procedures for

achieving commitment from, constituent groups. Among the
- sub-steps are awareness, organization of the- project team, '

meetings to initiate the project. . . .

The selection of a Proje¢t Coordinator, Steering Committee,
and Target Area-.is the task outlined in Step 2 of HNAS. In a
Teacher Corps project, the target area would be defined by the’
project. Included in HNAS are guidelines for selection of a
project stéwring committee and a sample meeting agenda.

. The Training of tie Local Steering Committee’ constitutes
- Step 3 of HNAS; with sub-steps ranging from selection of the
local committee chairperson to determining the agenda and
activities for specific public and committeg, meetings. One -
- section discusses potential problems. ' ‘o
. .Step 4 is an Assessment of Perceived .Program Needs.
- Within the HNAS guidebook are suggestions for selecting re-
* spondert'groups dnd instraments, administerin ¢§e instfu- .
meitts, and analyzing the ddfa. - - o
o

a .
hY

3

AR -ﬁfedsy,ringq . _Out-pﬂo}' 'Present Programs is Step 5-of
. " HNAS.The guic!qub_k, ugses how to use standartized tests
-‘ . * ".': L' f < o ‘ ' » :
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with other instruments in asse}sing current conditions of pro- S
grams. ) _ B : -
— 7 ~hr Step 6, Identification of New Program Priorities, dis-
crepancies between perceived needs anjl present outcomes are
" listed and priority needs and “progfam emphases stated.
Suggestions and guidelines age included for determining dis-
crepagfties. "
+ Step 7 refers to Support of the Professional Staff and could
assist other needs assessors in identifying teaching and ad-
ministrative competencies appropriate to the local situstion.
Ten procedures-are listed for a review of competency analysis.
The Relating of Teacher Competencies to Program Priorities
is Step 8 and portrays a systematic way of relating professional ‘
personnel needs to program objectives. _ _ o .
Step 9 outlines the means of Data Presentation to Decision v
Makers and Gommurity Referent Groups to insure the widest
possible dissemination of needs assessment information. .
The model is completed with Step 10, a plan for Continu-
ous._,Regenerative-_Assessmqnt of Educational Needs. HNAS -
stresses the recycling of the pﬁgess, as an ongoing necessity.
Source. Professional Development Center, College of Edu- °
cation, University of Houston, Houston, TX, 77004,

- The CSE Elementary Schoo! Evaluation KIT:
N " Needs Assessmenf *

The CSE KIT was developed by the Center for the Study\of
Evaluation gt the University of California at Los Angeles. It has
been extensively field-tested nationally and is commtercially

' avatlable. 3 . | - K '
- Identification. The KIT is a ‘self-instructional approach to
; needs assessment that guides a school principal step-by-step
through its five booklets and other supporting materials. A set -
of 106 goals is reproduced on .sorting cards to be prioritized
on, rating mats or through use of a questionnaire. '
- Theneeds assessment KIT is the first of a set of five units for ,
-+ school evaliiation ‘developed by the Center for the Study of - )
' . Evaluation. In addition’ to,Negds Assesyment, the system in-_ .
cludes Program %’lan"ning, Implementation, Evaluation, Pr
) ress Evalutﬁiori..and Outcome Evaluation. ) '

<
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Scope. The CSE KIT was designed primarily for use in ele-

designed to be utilized without a highly-trained: staff.
Pm’p()Se CSE endeavors to help principals Answer question®
about specific goals for their school how progress:toward

mentary scheols but has been more widely a’pplied.,_l‘ie KiTis _

. meeting the goals can be assessed, hew commpunication of .

appropriate data can facilitate decisions, and how policy can '

allow for dlfferences in constituencies’ values (Hoepfner etal.,
1972, p. xn) o - s

Svstem Desaign , ‘ : .

The gundebook enclosed with the @SE KIT (Hoepfner etal,.

1972) outlines the design of the system. Chapter 1, The Nature

-and Scdpe of the Evaluation Kit, describes the nature of evalu-

ation from the perspective of CSE. Background information is
given about the rationale for development of the KIT, and

further informatiop, outlines the remainder of the guidebook.

.Choosing Gbals, h'sub]ect of Chapter 2, outlines two
methods of selecting goals. In one, respondents independentiy
rate goal statements while in the second, groups are charged
with this responsibility. Procedurogare.;lescnbed for selecting

raters through random and stratifisd random sampling. Sam-

ple letters to participants are included in the guidebook:
Chapter 3, Selecting Tests, discusses.the selection and re-

[

view of standardized testirig instruments. The MEAN test re/
view procedure (Hoepfmer &t al., 1972, p. 41) is utilized. -

M-E-A-N is an acroriym for recommended criteria for asses-
sing tests: Measurement validity, Examinee appropriateness,
Administrative usability; and Normed technical excellente. A

number of elementary test batterle,s are'analyzed usmg this -

system.

'T % chapter on Co“ectmg Informatlon (4) gives information
dering tests various types of tests (e.g., essay, true-false),

and

rule which is'a tAinsition from needs assessment to progrant

coring "services. It also discusses test admlmst.ration,-
-sampling procedures, and the use of norms. -,
Selecting Critical Need Area, Chapfer 5, outlines the use of -

*

the KIT and 'discusses a cgnpreheﬂsnve decision model and -
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— the-highest priority. -

s o
?
—

planni}lg. Basically,'prioritytalues are computed M&-

tional goals, and the goals are implemented in the
_Source. Center for the Study of Evaluation, Unjversity of
California at Los Angeles, Los Angeles, CA, 90024.

Educational Systems Associates Needs Assessmegt System

The Educational Systems Assogiates (ESA) nepds 29308S-
ment system was' developed .in Austin, Texas, in the: early
1970’s and is commercially available. - « :

‘Identification. The ESA approach to needs assessment is
through a four-phase - process which encompasses various
sub-activities. ESA publishes a concise manial (1974) which

introduces the concept of needs assessment and outlines pro- -

cedures necessary to carry out a study. o
Purpose. The ESA system manual (1974, p. 2) is desigried to
“describe the procedures which skguld be considered in

" planning a comprehensive needs assessment study. It whs de--

signed to aid.administrators in conceptualizing the tasks

which need to be accomplished and formulating their plans

for conducting ‘such a study.” _
Model Design l ] ’

- - ',-\ ' N
‘The four phases of the ESA system are (1) Planning, (2)
Identificatian of Perceived Needs, (3) Identification of Learner

Needs and Administrative/Support Needs, and (4) Identifica-

tion of Resource Needs (Educational Systems Associates,
"1974). . | _ B |
.. Phase 1 includes selection of a coordinator, training and
" orientation, establishment of committees, and definition of a
time schedule. ' S . ,
Phase 2 established procedurgs for the developinent of pro-
cess and learner-oriented goals or concerns. Several irstru-

“ments are listed and‘ugge’stior'\s made for ihe identification of

goals.
Phase 3 refers to the developtment of objectives, and Phase 4
_is concerried with the allocation of resources. - e
" Source. Bruce H. Read, Educational Eyﬁtems Associates,
- 3445 Executive Center, A‘l‘lstin, TX, 78752, . '
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job Analysis Model, Florida Commumty College
‘Needs Assessment Model

I‘he lob Analysns Model (Phllllpb and Tucker 1975) was
desngned to assist community colleges in Florida in an-
ticipating and meeting the demands for magpower training

~programs. It was developed in 1972 by the Central Florida-

Needs Assessment Consortium, composed of seven commu-

- nity colleges and two universities.

Identification. Fourteen steps and seven correlated proce-
dures constitute the Job Analysis Model (JAM): It is an exam-
ple of a targeted needs assessment process which begins with

generic institutional goals rather than with a perception of -

constituents or a revision of”® gtjals which accompany the
model.

Scope As designed, the model is most applicable to com-
munity colleges, but it can be modified to fit any level of

educatjonal institution. Nine phases-are specified in the de-’

velopment\of the model (Phillips and Tucker, 1975):
-

[l —

. General model design
z Data collection and screening of avhilable informaticn
.3, Processing and synthesis of data collected '
4. Development of the detailed model procedure based on findings
5. Selectio®t of prototype; pilot and test of. h\pdel

6. Development of relevant data tables for Cumculum decisions; evalua- -

tion and refinement of the model
7. Implementation of the model procedure *
8. Provisiog of continucus data on assessed needs for planning
{91 Continutation of evaluation and revision of theé model

.

4

Purpose.. The geal of the Job Analysis Model is to 'p-rovide a
statewnde system useful to educators, manpower specialists,
and any planner concerned w1th the supply of trained persons

~ or demand for trammg servnces” (Phnlhps and Tucker, 1975, p.

5) .
Model Design . N
Accordmg to Phillips and Tucliei- (1972 p. '2), the Job
170 Resources Supporting The Process - e
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Analysis Model “works on the principle that data a'lready' _ _
being collected on a continuous basis is far superior to the . .

development of a (local) survey procedure.”
Step 1 of the model is a teaction to the Legal Charge to

conduct a needs assessment project. The charge might take the -

form of either a mandate or, a prior administrative decision.
Determination of Community Employer Needs, Step 2, is

constituted of statistics and a separate survey. This phase of .

g%a collection is then compared withinstitutional or generic

g

Is to form Step 3, Limitation of Needs to Those Within
Goals. An adjunct to this step is the clarification of institu-
" tional goals in terms of obligations and objectives. _
" Employment Needs are Ranked in Step 4, and Present Pro- )
grams are Ranked in Step 5. A survey is also taken to evaluate
courses in‘programs within the institution. The two steps are
followed with a step which Shows Priority Differences Be-
tween Employment and College Offerings (6). S
After differences are determined, steps are taken to Show
Numbers in Each Program Versus Numbers Needed in Each
Program (7) and to List Programs Needed, Numbers, and Dol- :
lars to Change, Assuming 1:1 Supply:Demand (8). e
Statistics and surveys depict student characteristics and
Show Where and What Type of Student Will Take (a particu-
lar) Program (9). Likewise, Step 10 uses statistics and sutveys
_g_show follow-up informatign on ex-students working in the
ea they were trained for or to Show Holditig Power of a
Program on Students. Step 11 includes Numbers Needed to
Begin a Program to Guarantee Numbers to Fill the Gap. =~
Perceptions of the community and others interested in edu-
cation are used to deterthing Where Potentially Recruited Stu-
. dents Are (12). At that point,.Programs dre Reported in a Pro- -
posed Order with Losts and Numbers of Students Needed (13).
The concluding Atep (14) is in the determination of decisions
and the Sending of Reports ta/Proper Decision-Makers. Exhibit
58 illustrates the modél in schematic' form «(Phillips %nd
Tucker, 1972, p. 10-11): ' S
'+ Source. Center for Community College Needs Assessment,
1212 SW Fifth Street #8, Gainesville, FL, 32601, o
3 v Needs Assessment Models -~ - 171 -
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Exhibit 58: Job Analysis Needs Assessment Model .
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Bureau for Education of the Handicapped Conceptual Model

————The graphic concept of -a-needs—assessment model de=——
- veloped by the Bureau of Education for the Handicapped ’
(BEH) is helpful igunderstanding the steps in.the process. It is
' - presented in Navarro and Schipper (1975). - ' ”
Identification. Typical of the formalization of the federal v
grants process in recent years, the BEH needs assessment
-model was designed to assist in the development of proposals. -
Essentially, the BEH model demonstrates the importance of
social forces on a problem rather than on the determination of
- goals. : N S
Scope. Conceptually, the’BEH model cah be applied to any
problem-solving situation. In its simplicity, it is perhaps more _
applicable to all educational settings than are more sophisti- , .
cated systems. _ o
Purpose. The purﬁ()se of the BEH concept is to enact a ‘pro-
“cess which considers the impljcations of social, political, and
other forces that affect a given situation. By analyzing these

forces, issues and needs are derived.

Model Design _ ' : :
Step 1 of the BEH model is Analysis of Forces; Step 2 is
Determination of Resulting Issues which are.then processed to
Identify Hypothetical Needs (Step 3). The needs are confirmed
or denied through Aecumulation of Data (Step 4), ‘and the -
Confirmed Needs (Step 5) are converted to Program Objectives .
* " (Step 6). The model is shown in flow chart form in Exhibit 59.

2 Summary L , )
. As pointed out:in the introductory section to this chapter, N
no one system or model can completely fit every given situa-
tion. The preceding models have been described to portray the.
range of options available for local decision-makers. They. _
specify the macro-designs for conceptualizing needs assess-
ment systems. R S T
Modifying -designs from other systems can be a seful ap- - K
proach for a local needs assessment. Acquisition of a commer- /__,,
Needs Ass:sment Mod 4" T 173 o
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Exhublt 59: Bureau for Education of the Hand;capped

Conceptual Model ~_,
Source: Navarro and Sc;npper 1975, p. 2

. . ’ TP,

+

Conceptaal Model for a Needs Assessment o

L ; p Use Part D funds to solve

Need confnrmed
Forces ————.:Iy —_— Hx*potheucal Need ———pData = \Soive anbther way

Forces

lssues

Hypothetical ‘Need

-

‘ Data ,'

[

‘Need . .

Major Objective -

\Need dnsproved\ . .

Not an issue of concern

N

-

Terms

4

Directives, gg,nerally outside the system that determme what should be attended toin formulatmg

.an overall plan for training: e.g, laws, court cases, BEH pnormes etc.

\ . 4

etc.

A tentative assumption, based on selected is
between what is and w}hat should be. ¢

-

Factual material used to cdnﬁrm or‘d-isprove the hypothetical need.

A cqnflrmed hypothetical need. Data has demonsthated !hat conditions do-exist that need atte}i

tion and mtervenuon

/
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cially available system might be the path of least resistance in

_._contrast to. thﬁ_mﬂaionntseveral.gource'&lo_meet--indi-v%dual------ S
" needs. Needs are not standardized and neither are procedures SR
for ideqtifying and .assessing them. ‘
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~ This chapter describes a series of.Aechnic.]ixés,‘thét_ dan be ap-
" - propriately used fhrbughout the needs assessment procéss.

W Increasing \'/alidit"y thfqugh Decisioning fechniques

« ’ - : L3

*  Qverview of Techniques, . g

) * . R TN

' Kach technique is described in terms of its purpose, stren'gths‘
and weaknessés; and in most cases, a case study demonstrates
its app]iéatio\ns\. o . O
To be effective, meeds asgessment calls for active participa- ..
. tion of all persons involved in the educational procéss—stu- Cae
: dents, parents, teachers, administrators, ‘and goverimgntal of~_ .~
ficials. This interaction is enhanced: when processes gnd%. :
-meetings of these bodies are designéd to allow hgre ‘effective -

- o=

-

\ inp‘Jt: ) N «A.__.._ B ) o CIMESNE ' = . Y 3 o
' ) © R fre<3 .’ °

: .\‘D\é{dfpti()n Qf.f()?c'ﬁniqlbes Y e _{% . \l,‘. St

" Delphi. This tec;hnique\ is lgaéic‘aﬂy .a-means ‘of,gatherihg S
#0m persans by mail. It.is used in formulating goals, "« _
obtanining cwpsensus, and soliciting-undefined ipformation.

’ ~ 'Cross ImpachArralysis. This, éxfension of thé Délphi tech-
nique -depicts the irgterrelateilrj@sé;-’%tw‘e'ep events using a -
matrix analysis. It @xamines educational eévents.in the context -~ -

+ " aof their local setting or in their cgmmunity contéxt. =~ - =

Simulation/Geming. This makes possible the generation of =~
possible future events by-méans-of a speculative game. It prov. . .
vides an opportutity-to simulate to-consider Wossible -prob- . .

- lems and the effact of suggested program-implementation be-" " -
o~ fore gctually tryfing it. ' TN

) ! L -, " . ‘ ’n-.\.'.. as ,..)._ '_- - .- . . ) 0
;T - Trend Extrapolation. This technique uses past and—pregent °.
’ _— 4 ' -/-p B :\-. ) ' . -\,.'. :,' ."_ - ) - . ".
. - . . ~ NN e ] - . . A @ - .
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trends to predict future trends, future enrollments. building
needs, or staff size. : . ‘

___. Scenario ,Wfﬁin&-f[his calls for the generation. of possible - '

A%

. of ideas by a group. As many creative solutions to prob

K

futures by. speculating about what might or could ‘be. It is
generally used to stimulate thinking about positive changes-in
‘regard to systém goals and priorities. \
Historical Analogy. In this approach key happenings from
the past are related to the present.and the future. The tech-

nique may be used to determine if past pitfalls can be recog-

nized and avoided in future planning.
Brainstorming. This technique stimulates uninhiBite? input
ems as
possible are generated. _ : X *
Fishbowl. Four to six people discuss a topic or problem

while others surround them to listen and ask questions. It is

useful for eliciting ideas of & particular rale group or for pre-

senting ideas from a committee. . - _
Buzz Sessions. This technique is used in ameeting or con-
ference by dividing members into sub-groups to discuss a

. topic and ® share these reactions with the total group. It in-
- tends 'to eliminate the domination of a group by a few indi- , .

.viduals and to stimulafe participation by everyore.
Force Field Analysis. This procedure analyzes problems by

. considéring a goal and listing the factors either for or against

accanplishing it. It helps to identify the strategies that would
enhance goal attainment and to diminish the importance of
factors that would inhibit implementation. - - ) :

Future’Oriented Studjes

) . ~ RS
- Many of these techniques have implications for needs as- -

sessment and have grown out of futures-oriented research.
Futures research is an emerging sub-discipline in education
and in other filds, and its major thrust is'the anticipation of
alternative courses of action that could facilitate social pas-
sage into tomorrow’s-world. )

Cloutier (1977) warned that to solve the problems facing the
~gwhole society “the first step is the recognitign that these

[y

problems reach across traditional disciplineg/find their solu- .

1

k3

BN v
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\..
tions are interdisciplinary. We must do away with ‘tunnel vi-
sion’ in which the investigator ‘quickly loses sight of all con-

-
.

oriented research tends to avoid this tunpnel vision and gives

" _its user a technique to examine alternatives, make insightful

" judgements, copsider particulars with respect to their global

- perspecfive, and account¥or the inferrelatedness ,of today’s

_ rapidly(:hanginﬁ\}%vorld. G : .

L, Because research methods fr studying the future, are new

and often misunderstood, they.afe being continually modified

and:refingd. Educatidnal ingtitutions most often use futures

research ‘techniques for planning and curriculum develop-

. .ment. By atte?nptiqg to predict skills that the student will need

in the future, schools are able to fulfill one of the basic reasons

for their eiistence—'teaching students to deal pffectively.with

" their present envirénment and to prepare themselves for the
~ . A4 *

2 Y .
. *future: . : . '

- o

nections between his wérk and that of anyone else.” l"‘utures-' :

%

»

. The Delphi Technique . o -

The -Delpht technique, originally developed by the Rand

" Corporation, is a conceptually simple’ innovation which may
-beé used to summarjze opinions or judgements obtained from
persons through mailed qgestionnaites. Thus, consensus can

consists of these steps: .
3%

. 1. A panel is selected that may be composed of experts in a field, parents,
students.. or some qther officials. '

2. A questionnaire is mailed to panel members asking them to list their
opinions or judgements concerning the subject being considered (In a
needs assessment, théy may be asked to identify major goals or serious

* prablems for a school).. ; v

. L 4

be drawn without the gr up’s ever assembling. The Delphi-

3. _Recﬁrqmendatiohs from the panel are refined and listed on a second

- questionnaire. This questionnaire then asks panel members to rate each

*. item in terms of its impprtance, need, or chance of success.

4. Items received as responses on the secon estionnaire are analyzed
and reported as means or as being .in interquartile ranges. This sum-
mary of the group response as well as the comparison of each panel
‘member’s responses tp the majority of the group is returned with the
third questionnaire. Mémbers are asked to revise their ratings or to give

- the reason they do not wish to do so and thus remain in the minority.

.
LA
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~+ 5. This th‘ird \quest'icmnair__/is an‘aly‘zed upon its :'eturn. Ag’ain majority
et ratings are determined for the responses.” These majority ratings, as
well as min(}ril_ty ‘(.)p_i_pi_o_“,_ are mailed to the members,“and they are

] gf"éf‘ @ fingl opgqr!unlty to reWiiheir ratings. ) .

LIPS ' . . .

' By,using this process, needs assessors can-gain a consensus of
opinion and an awareness of any diverse reactions to events
ugder consideration.. = 5 :

he Delphi may be used inseveral ways in a ngeds assess-
. ment. First, it can highlight the varying viewpoints on a sub- -

# . ject and the groups of persons’ hplding those viewpoints. Set-

ond, {it.can generate a consernisu§ among persons without
face-to-face discussions. Third, it can synthesize expert opin-
ion of persons fro varying disciplines. According to
Linstone and Turoff (1975), some of the potential applications
of The Delphi include: ) K
_ o - , . |
. 1. Gathering cui'.r'eﬂt.aﬂd;histér'jga'l data not’accurately known or avail- .
ahls. .t ' : )
El:?j.(‘;ating pi)ssi_ble budget alkgcationé. - -
Explgring. regional and urban planning optjons. ' ‘
Planning campus and curriculum development.
Putting together the structure of a systems model.
Delineating the pros and cong associated with potential policy options. _
Developing causal relationships in complex social g economic
' phenomena- | - . ' ’
Distinguishing and clarifying real and perceived human maqtjvations.
.9. Exposing priorities of persqnal values and goals. :

»
-

N g s W

&

« . 4 - . e
Advantages and [bigadvantages of Delphi » ' L.

{38\ a-summgyry of its advantages, the Delphi tqchngqug.‘ N

1. Permits focusédd interact‘ibn between .people who are geographically -
X dispersed. . , { o
Allows persons in separate fields to exchange ideas.
Is relatively inexpensive. - * .
Requires-less time commitment from parg} members.
Provides each panel member with information on the responses of
-, other panel members. 4 - : '
Gives panel members time to éons‘lder their judgements and to make
independent decigions. . o

7. Carr be adapted to a wide range of problems, topics, or areas.
L 3 . . bl !

A

-

-
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~  The dlsadvantages of Delphi
structlon and 1mplementat10n r_ ti

e —a s . . . P J—

mulgfe the questionnaire, mail.to th panel have the panel respond

ang'return the questionnaire, analyze fesults, and prepare for the.next
nd of-the process). - v
, * 4. Lack of stimulation through face-to-fade discussions.

5. Misinterpretation by panel members of Yhe meaning of statements with

RO process for clarjfication. ' .

Case Studles

A Y

Two case Studles illustrate the Delpht techmque—one used

to idenfity goals and the second ich specified ‘needed
- changes in deaf education based on phojected future events.

ase Study 1: A Goals Delphi. Experyence in using the Del- -

phi to.rank goals suggests that consensyis about goals is more

‘readily achieved if the Delphi foguses fidst on.ebjectives rather

than on general goals. Once objectives &re defined, goals can

be specified with'much greater ease thaj, when the process is

reversed. Exhibit 60 shows the Delphi stebs used in one study.

» ' They are helpful in ‘depicting the relatidnship .between par-

' ticipant actions and Delphi administrator.

The purpose of a hypothetical study was to identify the
divergent perceptions of high school studlents, parents, and
teachers in terms of the school-goals. Roynd 1 wgs sent to
participants who ranked each objective. The formks shown in *
Exhibit 61. ' ' _.

- Before Round 2, results of Round 1 were’ dnalyzed and sent
to participants who were asked to rate eagl objective using
information from the previous rouiid as feedbhck. Participants
outside the interquartile range (ratings of middle 50 percent of
participants) were asked to reassess their ratihg for that goal
and either modify it or explain théir reasans for their rating.
The form used ir--Round 2 is illustrated in EXhibit 62. The
effect. of the Delphi process in producing consensus -is lllus-
trated in Exhibit 63. A

L}
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Exhibit 60: Relationship between Participant Actions
and Administrator Actions Using the Delphi Technnque

to Pl’lOl’Itlle Goals

Source: §che|beet al., 1‘575 p. 264
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Exhibit 61: Delphi Round 1 Questionnaire ) t
' ’ . BN
©.Opimonnaire -~ - . ¢ "

: J
Our high school is exdrmining its programs and priorities. A major facet of this
involves the perceptions of a select group of"pare’ms, tedcheis and students.
You are one member of this groug, and becagse of the Small number of people
involved, we hope you will participate fully. This is the first of theee surveys. You
will receive the second in about three geeks. g '

- For each objective listed below, circle your ratiﬁg; 0 = Unimportant objective
tor this high school during the next five years. 9-= Very important objective for
A : !

this high school. Circle your response: o»

Ununporfaf}t - Very Important i * ’

O I 2 3 475 6 7 8 9 1. -Prgpare students for entrance to

) - college .

01 2 3 4 5 6 7 8.9 2 Prepare students for a vocation

. Vo or career

01 2 3 4 5 6 7 8 9 3. Provide work experiences for
students during school hours
with credit :

....................................................... Rgmmmmmem e ennian s

0o, 2 3 4 5 6 7 8 9 44 Organite school clubs*around *

’ vocational interest areas. -
0 1 2 3 4 5 6 7 8 9 45 Provide additional.éounsglors to
. work with seniors- ~

. )
These are only some of the objectives that should be pursued by our high school.
On our next survey, we would like you t(? enter any-others that you feel are
important and that we have missed. Please [ist them below.

v ' . )

. d 1 -
’ . . . A
\ . LI ha . »
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o, _ . Exhibit 62: Delphi Round ZX?Lestionnaire .
[ \ - . s - e aeen ()p’n’onngié - . . . .l . . .. - . S —
' L Round Two !

Three weeks ago you participated in a survey of preferred objectives for our
, High school. Results of that survey are found below The following illustrates how
each objective is to be interpreted. . - S )

0O 1 2 3 4a4—5 ,’" 8 9 ° 1. Preparefstudents for entrance to )
college.

lmerpret:mon: A line drawn through the 4, 5, and 6 indicates that 50% of partici- -
pants marked one of these three\vedues. 25% rated this obﬁew lower and 25%
rated it higher than this. . i

. U e . ) . .
Your Task: Use your previous opinionnaire, and circle your rating on each objec-
: tive. . ' - C

If your rating isswithin that of the middle 50% of respondents (a line through it)
and if you do not wish to change it, leave it as it is. ' .

- if your rating is outside that of the middle 50% of respondents, you may either -
change your riting to within the line or write the reason you belie\'/g your rating is '
appropriate, Do not be swayed by majerity opinion if you believe otherwise. In
previous surveys, a persuasive statement has shifted others’ thinking. Your com-

: - ments will be included in the next survey. . . g

- Feedback to the panel on the responses of other people .
tends to affect ratings, thus leading to greater consensus. -
within the panel: This is illustrated in Exhibit 63 by the smal- . -
-~ ler standard deviation for Round 2 than for Round 1. g
A Case Study 2: Education for the Deaf—The Next Ten Years.
~ 'In another éxample, the Delphi technique.identified changes
over a decade in an effort to improve the education of the deaf
(Prickett, Hunt, 1977). Each of twenty-seven experts was asked
to suggest at least five other persons who were knowledgeable
in the field"and who were in decision-making roles. Distri-
- buted nationwide, 134 people became respondents in Round -
1. - SR | -
Round 0. Each respondent was asked to list at least five

trends in deaf education and to indicate the direction-of
R - \
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' Exhibit 63: Graphs of Responses o ,
. L . to Round 1-and Round 2 of Delfhi £~
) ’ * } , | N T o .'......,,_. * o
77 7 T RESULTS D'F"R(“)'UN"[S'OJFE ~ RESULTS OF ROUND TWO . .

- . . ' . ~ !

: &
r— LNND SN S Fume anse ) \l —y— “r—v,
1,23 4,56 7 89 . 1,2 3,456, 7,89
. GOAL 6 . " ~ . GOAL6 -
" ) Meap 6.48 e Mean 7.10 '
s Standarg Deviation 1.99 Standard Deviat‘ujn 1.43
- " . * ) 1)
Yoe . . ‘ . o, .
el cllange: increasing, decreasing, larger, smaller. The 473

- statements generated in Round-0 weré reduced to seventy-six
predictions of ehanges expected to occur by 1985.
_ Round 1. The resultant questionnaire was sent te 122 of the . .-
. original.respondents. They werg asked to evaluate each item. .
'~ on a seven-point scale (1 = very unlikely, to 7 = very likely)
accordiflg to its likelihood of accurrence by 1985 and to evalu-
- ate ¢ach item on the questionnaire according to the 'desir- -
~ ability” of its actually occurring (1 = very undesirable, .to
7 = highly desirable). ' - RN | .
. Round 2. The data from Round, 1 were analyzed for “likeli-
. hood” and “desirability”” of each item. Mean values were used .
" to develop a Round 2 questionnaire, Which was sent io 85
"~ + respondents who had participated in Round 1. This time the
o ‘réspondent was asked to justify differences from the means. _
K *  The Round.2 documént was analyzed to find the mean of the - °.
o item responses, “and reasons for deviation from mean” re-
~Ssponses were summarizéd. , : AR
. " Round 3. The meén'mﬁ%nsegya_nd summaries of minority -+
*, - opinions from Round 2 were used in the development of a
< Round 3 questipnnaire. Each person (63) who responded to ,
Round 2 was sent the Round 3’ questiongaire. The meante- - *

7
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* sponses for eath item ffom Round 2 along with a summary of
minority opinions were indicated. Exhibit 64 includes a part
.of the Round 3 questionnaire. . . %« =
In Exhibit 64, the mean rating is found in parentheses [e.g.,
(5.5); {4.5)} Under comments, an L represents-a comment by a
perso.n‘ favoring lower ratings. )

’

Cross Impact Analysis ' R T

Cross Impact Analysis is an extension of the Delphi Tech-
nique designed to improve the power of the Delphi tby es-
timating the impact of events oii each other. The Delphi as-
sumes that events are discrete; cross impact-analysis makes no .
such assumption. It is based of the theory that one event may
inhibit or enhance another. The methodology was developed
by Gordon and Helmer at the Institute for the Future. Accord-
ing to.Rochberg, et al. (1971, p. 8): s ‘ )

A Cross Impact Matrix is an array consisting of a list of potential
" future developments' and two kinds of data concerning them.
(First, the estimated probabilities that these developments oceur
within some specified period in the future, and, second, esti-
L - mates of the effect that the occurrenee of any one of these events -
. cghld be expected to have on the likelihood of “occurrence of
edch of the others.) In general, the data for such a matrix are
. . ‘obtained by cellating expert opinions derived through the use o{
methods such as the Delphi Technique. .

' 'K(}rosé Impact Analysis has been used primarily in industrial

"and governmental forecasting and planning. To date, only a

few applications to education have been made, and they have
been small in scale. P2 .

.~ The nature of Cross Impact An&lﬁis can best be described

through an examination of the matrix presented in Exhibit 65

- (Collazo, et al.,. 1976, p. 36). Construction of the matrix irf-

volved the following steps: "

* . 1. For each event, gn initial probability was éstimated, baseq on research °
or expert opinion. In the example, it was estimated that the probability
" of auto use increaging was .75., - . .o
2 A “conditional probability matrix’’ was developed. If there wege three
«events as in the example. the matrix would have been 3 X 3; if there
" " . were 12 events, it would have been 12 x 12. o
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o Exhibit 64: Delphi Questionnaire Round 3
Source: Prickett and Hunt, 1977, p. 377 N
', PREDICTION OF CHANGES IN EDUCATION OF THE DEAF
. EXPECTED TO OCCUR BEFORE 1985 .

Name: ___. i ¢ ‘ 3 Position:

Organization: . — Phore No. -
Address: Lo . 7

« -

Instructions: - }
In the set of items on the following pages you are asked to provide ratings on
the likelihood and the desirability.of certain trends or changes which 'would be of
importance in the field of educatidn of the déaf should they occur. The time frame

is "hy 1985, N

Statements concerning particular changes or trends are given on theleft side -
~ of the form. Your responses should go directly on the form to theright of'each of

. . . L
the. change”statements. Pleasp draw a circle around a ndmber in the continuum

from one (1) to seven (7) w ich best repregents your view of each c‘h_ang‘e item’s-

likelihood and its' desirability. . . *

% Values  “likelihood" terms “desirability’* terms
7 " very lﬂel-y\‘ : : highly desirable A
6 Jikely , desirable
5 somewhat likely . somewhat desirable ¢
4 noncommitted o Jnoncommitted- ’
3 somewhat unlikely somewhat undesirable
2 unlikely g undesirable

| . very unftkely/ = * »  very undesirable

,Change statement  Likelihood: What is  Desirabiliy: Shauld Comments
the likelihood this this chariie occur?

”

* ‘change will occur? - -
R {circle one) {circle one) - '
. N % .,

1. More attention B B . ~ 8
will be given 1234567 _ 1234567 . L doubt'deaf want .
to family life. (5.5) ! (ay this. o

~. education and T L L-Highest uded cap-
sex educatoin : “ 7 tioned film material.
for the deaf - . o

2. BY 1985 the < 7 ' ' | ‘

" residential 1234567 1234567 - I-Multiple hantlicapped
school wi} be 45 B2 -, maydecrease. .
primarily 8 : ¢ .~ L-Change won't take "
school for the v T ' place in 10 years. .

. mul(i-handi-. ] . o .y . <y 5\ D
capped deaf. - - : . ‘.

e : RS
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T o s,

3. The impact of each event on all other events was estimated. In row 1 of

the illusfration, the .80° means that if auto use continues to increase
through 1990, the probgbility that there will be an acute shortage of
- fossti fuetswill increase from .50 to .80. Likewigh, if auto use continues -
. to inchease, the’ propability that all major cities will have mass transit
' - systems in 1990 wgBuld decline from .25 to .15. - _ :
' 4. Results may" be analyzed by a computer to determine the resulting « -

.probabilities for each everit, given estimates of other events occurring.

Exhibit 65: Cross‘Impact Matrix ,
Source: Collazo et al... 19767 p. 36

-~ o -

" - . Initial Coﬁditional
o . ‘ Proba- Probabilities
: . bility
| _Events = 1 2 3
1. Auto use continues to increase through 1990 75 - .80 A5
. 0 " T 7 M
12, An acute shortage of fossil fuels occurs . DO
by 1990 : .50 25 - b0 | ‘
¢+ |37 All major U. S. cities have rapid mass transit . -
systems in operation in 1990 - "t .25 65 .40 - i ]
. : _ )
Advantages and Disadvantages. C
Advantages of the cross impagct matrix are that it: s
R . . N ) T . ) .
1. Provides a statistical method for determining the impact of interactions .
among events based on the original probability¥of occurrence. With a P
- = . '“large number of variables, the technique can be-particularly powerful.
2. Permits analysis of events within a wide social and technological con- " t
‘ text. . - : :

- Disadvantages of the techniques include those listeci_ for the - - _
Delphi and also that: ' - | _ :

1. Implementation is complex, requiring either a series of mathematical

_coniputations or, with larger numbers of variables, complter analysis.

. 2. Events arq assumed to influénce each other in consistent 'ways. _ _

" - 3. The order of events if'not assumed to affect their relative weightings in o~ Y
*. the calculations, yeét {n. realjty, sequence of svents often does affect -

outcomes. - : . ' :

[V ‘ . »
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. | : An in-depth description of' the problems concermng the use
of cross impact analysis as an analytic tool in actually fore-

. castmg future occurrences 18 chuded in the\!followmg sourge: — ——

M

Folk Michael. EPRC Research Report RR 5, A ercal Look at the Cross
- - Impact Matrix Methud, queatloqal Policy Research Center Syrac@se
Umverslty Reqear(h (qporatlon Syracuse, NY 13210. oy

" * Case §lu(iy

. Florida educatms (Collazo et al., 1976) used cross meabt

matrix in two ways: (1) ten_variables affectin educatlonbl

s ofitcomes were. censidered, ‘and then (2) future directions of
-change on five social indicators were forecast. { -

- A list of variables that appeared-to affect studelt outcon}es

was derived by reviewing research in the area. Segbnd, a panel

N

2 of experts identified .variables it considered important. Third,
a forced- choice procedure was e;nployed to determine those  *
variables' -;udged most n portant in influencing school out- \
' comies. - < ;
o The ten vanables havmg the hlghest ratmgs were used as '
7 componentg of the cross impact-matrix. Thege varlables (qur :
: lazo et al 1976) were: . b
o
1.. Socm -economic status of thgmlly R . [
2. Family.expectations; atmudes, and aspirations. o i
' 3. Student's self-concept. . @
4. Peer group characteristics. ' "
v 5. Student’s general ability. , :
. * 6. Student’s fate control. . S
¢ 7. Administrative leadership style... - .~ e
‘ 8. Teachef expectations regarding learnmg ab.\llty of specific students or
classes. -
9. Teacher Behavior in the classroom. - -
~+ 7 10. Student’s attitude and motivations. . . '
. A ¢ . . L - - . /
« . . In addition, five social fndic&rs to be used in making the.
forecast were 1dent1f1ed (Collazo, et al., 1976) oo
d 1. Percentagé of armed forces mductees who fail the mental test upon’ :
induction. ~ o . i | | B
' 2. Elghth-grade test results o L L.
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6. < 3. NAEP reading test results for 13-year-olds. - . . £
v * 4 Number of\newspep'er subscriptions per capita. = T
5. Percentage of labor force unskilled. . - - y A

e A

" Two further steps. were taken. First, the year 1981 (five years . "~
into_the future) was ”astablisfxe'c! as the referent point. Second, =~
... each variable was stated -as an event with a-direction; e:g.;’
number -3 became ‘“‘students’ self-concepts will decrease by’ - -
1981,” Social indicators were also stated as events; e.g., “the .. .
scores on the NAEP test for thirteen year olds-will i_hg’rease by- .~
11981.”. . S - o7 |
~ Because few \ata were available, the researchers drew on -
the varied experlences of members of a university faculty _
“panel to assign initjal and conditional probabilities, The '
means of their ratings were recorded as the initial probability
for thevariables affecting education, while the social indi- -
cators were aly\;ays estimated initially as50. A table was pre- -
+ pared that included the ten varidbles plus oneé of the social
indicators to determine the extent to which they were interre-
lated. This initial probability is illustraed for social indicator
- " three in Exhibit 686. ‘ \ S e .
< ~-In the second step, the impact that each event.would have .

1

. . *
. % . .
\ - W™, .

Exhibit 66: Cross Impact Ahal§sis Matrix - L
for NAEP Test Results - e oo '
- Source: Collazo et al. 1976, p. 40 . g .

A

[ N
- .

.
Ed

E¥ent R - Initial :
. . R = =
. . R N i Probébllltv 1r 2 3 11 ' 4 .
-1, Family expé'ct'ations,nanitudes & s 1 . ' e
°|  aspiragions will decline - * ° 64 - - | .63 .62 41 : -
2. Peer.group expectations, attitudes : ) A
& aspirations relative to education ¢ . ) '
will decline ' 54 .65 ] - 61" .67

3. Percent of children Iiving in poverty . : h '
_will ingrease N 60 .68 | .61 - .63 S
10. Teacher behavior with respect to S T R | ] .
ipstructional practices will improve 50 } .54} .50 - .50 _ O

11. NAEP test results for 13-year-olds |° N >
[+ will jocrease © _ 50 54 | 49} .32 A7

L§
.
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on all other events was estlmated to assign condltlonal prob-
abilities. In Exhibit 66 the flrst question was asked: If “family
expectatians, attitudes, and aspirations decline” (Event #1),
“.how will these affect the probability that “‘peer group expec-
tations, attitudes-and aspirations relative tp education will de-
/’t;ll,ne?” (Event #2) it was estimated that if Event #1 occurred,
it would increase the probability that EVent #2 would accur
frorn .54 to#65. v .

'C8lumn 11 includes the est!mates of impact of each variable
on the sotial indicator, “increase in NAEP ready test results.
for 13-year-olds.” *For example,,m the first row, it was ésti-
mafed that*f family expectations, attitudes, and aspirations
were fo décline, the scores on the NAEP test would decline.
The conditional probability becaine .41 instead of the initial -
probability of .50.

Computer 4nalysis was used to'improve the estimated initial
probabilities of all the events. Ratios between the initial prob-
abilities and the conditional probabiljties were considered in
determining the odds for the occurrence of an event. All

- events and their effect upon one another could thus be seen by
use of the comptiter analysis. ’

/’

Cross, 'Purpose Matrix *

-

The Cross Purpose matrix provndes a pracedllre for
stimulating dicussions about various goals advocated in_the -
. needs assessment. it also provides a ‘'way to prioritize Is -
without using ratings. Competing goals are displayed lp a
‘matrix; then through discussion and deliberation, the relétive
value of each with reference to the others is determined (San-
dow, 1972). In Cross'Purpose analysns a goal is defined as an
event that someone intends to occur. The first step is to iden-
tify the goals for the school and a person-who advocates each
goal.

‘Second, the. advocate estimates the most plausnble date the
goal could be attained, given the time needed to .complete..
fecessary activities and.assuming that the 'goal is the top
priority of the school district. Third, a matrix is constructed

- with all goals listed chronolegically on both the horizontal

T e
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and vertical axis, begjnning with the earliest plausible date. o
Fourth, each advocate completes that portion of the matrix '
__ appropriate to the goal. When responding horizontally frow), -
the advocate answers this question: “assuming this goal is
. attained 100 percent, what will its impact be on the success of
~ each of the other goals as I now .understand them?”” The fol- _:
lowing code is used: +'+ = strong positive impact; + = posi-
‘tive ,imp’a'c‘t; 0-= neutral or no impact; — = negative impatt
and ~ — = strong negative impact (Sandow 1972, p. 38). A "
_ question is answered by marking one of the ratings in the '
- *  bottom half of each cell. ‘ S
Each advocate then notes the same goal vertically (column) -
on the matrix based on the question: “If this goal is 100 per-
cent successful, what impatt will it have on my goal? The .
same response code is employed, but is written in the top half
of the cell. Exhibit 67 illustrates this process for one goal,
-~ number 4. L : C
Fifth, after each advocate has recorded an estimate of im- . .
pact, all are displayed in a common matrix.- With these data
made public, exploration of the reasons for the varigus ratings
.and implications for goals being achi#ved may bé discussed.
Negotiations are held until a single rating ini each cell reflects
the perception of the impact of one goal on another. ‘
"~ The resulting information may be analyzed to determine the
probable impact on one set of goals on the jotal program. Pat-
terns of positive and negative impact may be examined. When
combined: with the Delphi or other approaches to prioritizing
goals, the Cross Purpose Matrix provides a graphic represen-"
tation of relationships among competing priorities.
Advantages and Disadvantages ‘ '

L

/ /, [
The advantages of Cross Purpose Matrix analysis are that it:

o 1. Forces those who advocate a goal to make public their strategies for
- e accomplishment. o IR C '
2: Provides an opportunity for individuals to examine their qwn judge-
ments. S . .
3. Calls upon advocates to eXplain the value of their goals to the institu-

tion. _ - .

+

N . . o ~

-/ ¥ »
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4. Foluses %ention’on the worthiness of individual goals in relationship '
" to.the whele. , ' I . : ' '
5. Identifies goals that may be. in opposition to each other. ) .
. e 2 [ ST W WM o 3 e e e e e - e U,

The disadvantages of Crbss Purposé Matrix analysis are that
it: ¢ ' L .

-

1. Is non-data based. e Y ' -~ :
2. May be time-consuming. . '
* 3. Requires openness by participants. o _ .
4. May be difficult to understand., ° .
]
Exhibit 67: Cross Purpose Matgix . )
Showing Potential Impact from Emphasizing Certain Goals
. . . . ' . '
ADVOCATE
%'bboaie%
NS
£
S o
&8/ .
GOAL
’ .‘.
Improve interpessonal Yeager
relations among sfudents 1
In¢ f;'ase achievement in, \ p : N \
basic skl of math 2 ’ + oo .
and reading ] Smith .
v 3 - .
Broaden social studies ) / - "
inquiry 3 Brown
4 ~
Expand career educ ation X / ® = v
opporunities 4 f .
through work ex@rience 0. - - - Johnson
Extend language arts ’ - ' A\
oppontunities to express 5 P o 4 o
thoughts m writing ~ . . lones - v .
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: Simula'tion/G‘ami,ng, | .

Simulation/gaming processes offer excellent opportunities for.
— % __indirectly assessing needs and permitting- those. engaged in-

the process to 4ry out their own ideas. Simulations, however, ,

- are seldom’ used, since most &ssessors favor morq‘traditional

approaches. - A >( :
Simulatibn/gaming_involvgs partie¥pants’in complex situa-

tions, giving them experience in interacting with certain erivi-

ronments and people? and allowing them to try diffe_fept ap-

proaches. ]
In all applications of .gaming/simulation, certain common
r elements can pe found (Armstrong and Hobson, 1975, p. 83):

situation;’
' 2. A scenarig defining a problem area or a given 'state of the system’;
3. An accounting system designed to record such decisions and events
together with'their conseguetices; or that occur during play; -
© ‘4. Algorithm(s) (implicit,or explicit) which indicatefs) operating proce-
: dures for playing and controlling the exercise. ' -

. c &

. . _ " .
A number of excellent simulations/games ar¢ commercially
. available. Sources are.listed at\the end of this section, Most
“have specific purposes—changing attitudes, t’é{ting ana}ytical
- skills, and putting meaning and.reality into concepts, such a
in économical; social, or pol#cal systems. T« -
. = These probably are not directly applicable to needs assess-
* ment systems and would need to be translated for use. The
-~ basic ‘educational and sociological concepts can be empldyed
. or the basic approaches-can be uged in another,context.

‘ Advantages and Disadvantages St .

= Advarrtages of simulation/gaming are as follows:
' o - ¢ o
. Provides an intgractive learning situation.” . R S
. May be used to help glarify values. .
Allows the tegting of'a plgh before it is put into action. _
. Allows plan o_consider ‘their actions in relation to the total
societal cont ' :

Eg
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20 .May:.be.Gonsidereé-mmer&%harrpgyby-parﬁcipants. -

" tant in getting at true perceptions.
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Disadvgntages may be considered as: '
1. Currently, no hard data about the future.

Case Sfddy . ) o ' , ! S

. One simple use of the technique involves this ‘equipment -
(1) a 8et'of assessor cards, one each for persons to play'the role "s
of parént, high school student, college professor, mayor,
legislator, superintendent of schools, and high schoo eacher;
(2) a set of value cards (-2, ~1, 0, 1, 2) for each assessor: (3)a-.
playing board similar to Monoply; and (4) blank needs cards.
One set of players hecomes “assessors,” playing pre-defined
roles and evaluating results in terms of those roles. A second

*~ set of players becames *presenters,” and each has one minute

to present and convince the assessors that their school need is

“the most mmportant. After four presenters have made their

cases, each assessor assigns a value card to each presenter in
terms of the power bf tég presentation and the potential of the
idea. Each player then turns over the value cards and moves
the marker the tojal sum ofpositions on the board. Since there.
can be negative values, the presenter might actually move
backwards. / 5 L . ‘ .

-In a varigtion,”several -needs for the school are pre-
dgtermined, limited to 3-5 areas, with three cards per area. The.
moveable marker on the board, rather than represefiting a pre-
senter, 'stands for a particular need. Each presenter then draws
a card (on which a need statement is written), e.g., *‘our school
needs to infprove the reading skills of students,” and spends
one minute explaining ‘why it.is an igpportant needs. Other
presenters draw and explain until four cards are drawn. As-

- sessors agdin rate the needs, and a marker representing each
- geed is moved forward the sum of ratings. The round is re-

peated two more times so that each need area is discussed
from thfee perspectives with the “‘winner” being the need

d

whose marker has progressed the greatest distance. Lo

- The gaming aspect permits people to say and do things that

might otherwise be difficult for them and to play roles impor-

< ©
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- plotted’along a time line to’ observe emergi

. ‘constant. .

. . - ¢

N\ : :
» Trend Extrapolation ot
The use of present and past trenmds to predict the fukure is

--called trend extrapdlation: This technigue assumes that what

has happened in the past will likely continue in the future. It
may be used as a method‘in itself or combined with other
methods, such as scenario writing or simulation/gaming.

As a form of forecasting, the use of trend extrapolation
began when accufate statistital record-keeping became a-
commbon practice. It became apparent to stat1st1c1ans that pat-
terns or trends often emerged.

Trend eéxtrapolation uses statlstlcdl data Rtr:at have[been

patterns or
trends. If a pattern is visible; it is projected ahead to make a
prediction of future events. - !

An increasing sophistication of statistical methods, and ac-
curacy of data collection make trend extrapolatuin a more réli-
able technique. When it becomes obvious that the forces that

. have.shaped a particular trend are likely to remain constant,

planngrs may project as far ahead as the forces may ‘remain

»

_ Advantages and Disadvantages -

Some adventages of trend extrapolation are that:

1. The method is well yfined based on mcreased acCuracy of statlstlcal
pracedures. .

2. It may be an accurate predlctor of 'the future if there is a correctly
identified trend. :

A Y
Ay

'Disadvantage_s¥re that: | . o o '

. 1. It does not analyze the underl&ihg causes of trends.
2. Predictions may be highly erroneous if uncontrollable elements, such
as a natural disaster, are present. S Lo

Trend extrapolation has beén used extensnvely in adnnms-
‘trative studies over the past two decades. Predictions of future
“enrollments were matle by comparing past enroliments with -
populatlon trends and by projectmg into the future. .

Y
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The school. tax base, additional costs due to inflation; and

other fiscal matters have been projected using trend extrapq-
lation. Population figures and graphs are av%ble)by census
tracts with a wealth of data on the school .area. Time-based
graphs have been used to diagram ethnic shifts.in populatlons.

‘Scenario Writing : - .

A scenario is a description_ of the future states of factors
influencing society anhd the interconmections among these

factors. Perfected by Herman Kahn and popularized lgThe
Year 2000, it attempts to examine and combine various

" ina systematlc way. Scenarios can be viewed as “future his-
tory”’ (Kahn, 1973). -
Mendell (1971, p. 17) defines a scenario as “narrative de-
scrjption of one version of the future. It purports to show how
a certain train of events will lead to a desirable or (usually)
undesirable result.” In futures research, scenario writing is
‘. v1ewed as oneapproach for generating foreCasts Several
criteria for assessing the quall y and usefulness of the forecast
were set aut by the Institute &f the Future (Amara and Salan-
cik, 1972), p. 112-113)

1.

P

2.
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S;:ecnfrcgty A forecast should be stated in terms which are specnfic
enough to permit unamhxguous determlnatlon of fulfillment or non-
fulfillment.

Uncertainty. Forecasts should be stated in termg 07 probability of oc--
currence or a distribution of a value or a range of possible dates at
which a probability of occurence is expected toreach a given level ot in
other probabilistic terms.

. Time Relatedness. Forecasts reflect stages of change, growth de-

velopment diffusion, disseminatign and the like. Events to be forecast
are determined not by time, per se, but rather by concurrent évents
which take place during time.

. Intraf:xd Relatedness. This requirement recognizes that related de-
ents in the same general area as the forecast event are not likek _

~ to remain static while the forecasted event is evolving.

" Interfield Relatedness. A forecast shouid reflect knowledge or’de-

velopment in other fields that may influence the development in ques-

-tion,
. Recognition .of Costs dnd Beneﬂts A forecast should incorporate
‘knowledgeable judgements-about economic and social costs and bene-

fits and reflect ghe perceived trade-offs between benefits and costs.
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. {_\dvantagés,and Disadvantages -

~

‘Advantages of scenario w'r,i_t.ing are that-it: ,, - -

by generating alternatives thatcould occur. = . .

2 s persons out of the present and forces them to focus on the future.
3% Provides a view which $hows interaction of p‘sychological, social, 'ﬁ\gd
. A Y

political elentents. _ >

Disadvantages of scenario writing are that\if:-_ -

1. May be coatrolling in that it suggests possible alternative futures. -
2. Is non-data based. - :

Case Study | g

» In projecting the needs assessment, a number of different
. scenarios, or alternative futures mgy be used to illustrate the
-effects of various events which might otcur and the ways they
might affect the long-term future of education. The following
. example of a scenario illustrates both the technique and some
possible events: L e
T . P - _
~ Members of the Metropolitan school board convened today: for the ﬁl‘& .
time since taking office in the wake of sweeping politi*hl changes that
- placed the New Technocratic Party into national power in last fall’s general
“electiens. T .
Board members assessed 1996 census updates which have again changed
 the face of the local school district. With amalgamation of suburban school
systems in the past few years, the district now has 300,000 students—the
third largest in:'the country. - : ©
District planners reviewetl the series- of scenaries produced during the
1980’s which predicted the éffects of the transportatidn/energy crisis of
~ 1986. Current enroliment patterns indicate a continuing growth pattern for
at least the next five years, according to the Megropolitan board. . .
.. Thereorganization of local schooling came with the technological inno- -
vations which spawned the New Technocrat Party. The development of the
holographic video recorders in 1988 permitted the first schoolhome televi--

‘ +sion connections which eesed overcrowding pmblems and removed physi-d"

cal attendance requirements. RS R

- .The rapid transmission of dial-access education-bank materials permitted
school ofﬂt_:ial's to begin phasing out most formel classes required of chil-
dren past the age of ten. The modification of existing buildings into pritnary

.. Decisioning Techniques 197

e m e e e

1. Forces persons to loak at possibilities they may never have considered - .

L]




. ~ SR ’ . 3 . .« -
‘ ‘ . _
- . e . - ’ b \ N
socialization centers began with the conversion program of 1990, foreseen in
* the planning scenarios of 1988. - ) ' ) .ot

. At the first meeting ofthe newly elected board, members heard a preview
« -of. the latest devetopment of 'h'dlogf’é{')ﬁi"c recorders which have,sped up . *
N transihigsion times to allow home education ur{it;s to store a full day's pro- .
.. gramining tailored to individual student needs using only two minutes of
.t . _central coniputer time. Fhe playback of educhtjohdl programming will per-
) . ~ mit monjtors and ofder learnets to regulate lealk\ing time according to their .
) self-determined speed. . A : -~
"7+ _The first acfions taken by the board included a directive to focus the
continuing needs assessment on alternati enarios to optimize the newly
advanced holograph syStemis. Additional agenda items included considera-
tion of a broadening of the conveyer transit system’s educational mobiles. At
present, one car on each People Mover is devoted to video recorder units. A
feasibility study was approved to determine the ease of linking portable
- ~ learning. sets with the central data bank by Wkglographic transmission. Ry

Historical Analogy

Anvother potentially ugeful tool.in needs assessment is,the
hist(grical analogy, p%lm‘ly if used for social prediction. If
aiffﬂle'c'i with both breadth of vision and depth of perception, it
‘can achieve unique insights into Ehe needs of a community.

o The quality of thought makes the difference between profound

accomplishment and the many lesser examples of historical

analogy. While few needs assessors may have the resources for

a comprehensive effort, the proces$ may hold promise for pro-

viding insights into alterpative futures. . — :
The historical analogy requires a parallelism in history, an

- essential similarity of key varigbles. Always tenuous, this

-similarity must extend to those factors that are meaningful and _
, . important rather than' peripheral. History may repeat itself in
~ some essential respects, but such repetition is not inevitable.

»

Mvanfages and Disadvantages ' i e '
: / : I .
< Ad\?antag{p of historical analogy are thaf it>

1. May be used to project future as an extension of the past.
2. Allows for reflbcti\_/e view of conﬂiqt. .

Disadvantages of historical anélogy are that it: .

1. May be risky. o
2. Have no defined procedure for an historical analogy. |

-
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+ .7t Brainstorming

Brainstorming is a relatively simple procedure that can pro‘-;‘

%..&ide&wealthd. ideas.in needs-assessment-Steegng-commit- - -

. tees have used it to generate ideas about uniqye ways for col-
" lecting data on particular needs, to identify goals, and te list
different ways for implementing d program. They can consider
. Creative approaches to any of the many problems that faed’
~ them during the assessment phase and later in the implemen-
tation phase. Although well known to educators, this tech-
nique is not always used to its fullest extent.or in the best
corftext. Some ideas for improving the technique are noted
below. _
1. The problem on which the brainstorming session focuses

B should be specific rather than general. if the problem is too

~, large or complex, break it down. . _

" 2. Brainstorming participants should be selected with care.
Persons with a wide range of expertise, as well as some who
have no knowledge of the area, should be included. Some of
the most persuasive social science break-throughs.of recent

" years have occurred when a person from one discipline or .

perspective was working in another field. S
3. Eight to fifteen persons are an appropriate group size for ,
brainstorming. The group should be large enough to generate

a range of ideas, but not so large as to be unmanageable. A few

“self-starters” should be in the group, people who can pro-
duce ideas on anything and.everything at the drop of a ques-
tion. They help stimulate’thinking and get sessions off and
rolling. Administrators and power figures-esill tend to inhibit
participants. They and visitors should be included only with

.

. that awareness by. the organizers.*

Prior to the first session, the participants should be briefed N
on the problem they will be brainstorming. A lefter or .

. memorandum remind\ng them of the date, the time, and the
place, and the topics to be considered will allow for a period of
individual thinking. If this is not feasible the problem should
be posed in the beginning of the seggion, and then participants
should be given five minutes to Wink and make individual
notes before beginning the general session. - S

‘s . . o~

1
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Actual sessions should be conducted according to four basic ANN
ground rules” of bralngtorm%(Mason 1960),

v
- )

S -

2. Encourage unrestricted thinking. ’
3. Seek as many ideas as possible. . " _ e
4. Combine ideas of various people. ' : R

The chair is ¢rucial to a chcessful brainstorming' session; -
the responsibility of the chair is to encourage participants and
to insure that each person has an opportunity to take part.
Chairs often ‘““pre-brainstorm’” problems prior to the session,
searching for categories of possible ideas and.generating
leading questions to stimulate the group’s thinking, .,

Regardless.of quality, all ideas’are recorded. If the session is
fast-moving, two recorders should be used. While'there are not -
any rigid rules on time limits for a session, forty-five minutes -

[

‘to an hour and a half is feasible: After ten minutes in a session,

there is often a lull, signaling the end of edsy suggestions and' -
the time participants must really start thinking and becomlng '
creative. At this point the chair ‘'may have to' draw on pre-
bramstorm ideas to rejuvenate the session. L .

. Advantages and Disadvantage"s : ’ - T v

Advantages of the brainstorming techmque may be sum-
marlzed as follows:
- N
‘1. Generates wide range of creative ideas ‘
2. Provides atmosphere that encourages individuals to feel free to make '
" suggestidns. : ,
3. May uncover new ways to solve old problems ) ' .

In considering the disadvantages of bramstorming, the fol- -

lowing are crucial: ¢ - .

. 3 -

Posstt' .0 difficulty in pinpointlng problems.
. Reluctance ‘of participants because they do not wish to look stupid
Criticism durifig the session. .

. Preclusion of piroblems requiring value judgements S
Difﬁculty in selecting “kind of problems * : .o

-
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Buzz Sessions

The “Buzz”"{echgiq\ue was originally develaped by J.

-/ Donald Phillips-to encourage audience-wide participation in -
~, discussions. His concept of the technique was that groups of
* six persons would discuss a problem gr assigned topit for six -

minutes. This technique is particularly effective when larger

audience thinking and input ingo the process is desired. The '
basic goal of the technique is to encourage dgmocratic partici- .

* pation in a meeting or conference and to limit the influence of
a small but vocal minority who tend to inhibit wider partici-

pation. It can be used during the traditional q\uestiofl-'and- :

answer period following a presentation, ‘as the ‘basis for an
entire meeting, or in conjunction with other standard discus-
sion and participation devices. N

The buzz session is designed afound a carefully prepared

question on a specific point @and has both a stated, objective

(the answer to the question, suggestions for action, or a re-
commendation) and a limited time to reach that objective.

.To begin a buzz session, the audience should be divided.

into groups of six using any convenient method. Each group is
asked to select a chair and a secretary. The chair insures that

everybody has an opportunity to participate and that the -

group keeps moving toward its objective to reach a definite

conclusion. The secretary records notes that are pertinent to-

the subject and maliei_s a list of the ideas producéd. The notes

A4
o

are reported to the total audience (or a sample if the number of -

groups i¢ unusually large, with all notes and ideas filed with

the secretary of the needs assessment steering committee).’
Satisfaction by members of an audience is greates 'when the.

: -'leadership signals strangly’td them that they have been heard,
that what they said is impoftant, and that it will be acted on. -

@,
.

‘Advantages and Disadvantages

Advantages of buzz session are as follows: -

1. Encouragés’ indfvidual participation in a group process.
2. Prevents vocal minority from controlling a meeting.
3. Allows a §jide representation of community views.
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Dlsadvantages of buzz-session may be summerrzed as fol-

\ w lows: T . ?_\ e

e Reqmres ‘h‘“ group leatﬁir be efleent in orgamzanon and diplomatlc

guidance of a large group. - .
2. May not generate any usefv_.xl information.
3. May be. noisy and distracting,

£

‘Fishbowl o o -

"N

" .Another. technique for eliciting ideas for needs assessments
_ is the fishbowl. In its simplest form, four to six persons are

placed in the center of the group and begin discussing a prob-.

not participate m the discussion. In a vanatlon a person on

‘The uses of the fishbowl in needs assessments. are many.

" Role groups gan be placed in the fishbowl to discuss the gon-

t of the sdliool’s needs. ngh school sentors have partici-
piped while their teachers and parents were in the audlehce
So tao have teachers participated with community represen—

ence. The group selected for the‘fishbowl should relate. d11;

' rect'ly to the questions being -posed.

In one assessment project, the steeruig commlttee used the
fishbowl to present its plan to thé:community and school
groups. thle,m the fishhowl, members, presented and dis-

permitted the audience to feel the plan was more open, and
often questions were ralsed (and a buzz session employed)

" The community was more fully ¢ committed than oever to & sug-

“cessful project. - e ”i

Advantages and Dusadvantages

Advantages of the fishbowl are thatit:. ~ o
~1. "Stimulates interaction among a. up_ of experts (however clasgified)
while othem'listen ' = . e .
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~ lem or issue. Those on the outside may look and listen but may

- the periphery may put himself in the center 4y order to par--
- ticipate. In- another variation, the outside group .can ask
clarifying questigfi®, but not mike statements .o

. tatives in the audience or parents with teachers as the audi-

* cussed their plan and decisions. The context. of this strategy. -

d
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2. Allows non- partimpants to observe’ the roles indlviduals play*‘m the -

,~  Broup process. o
: 3 Brings a topie and its discussion before the group o

,

Tﬁe major dlsadvantage of the fishbowl is tha_; _3,, _

1. May be threatening to some people 4 !9 '

quce Field Analysls A
Analyzmg a problem promotes solutlons that are viable. The
“force field analysis™ is one suchapproaeh that encourages
careful analysis by delineating the forces both for and against
successful implementation., Needs asSessment steering com-
thittees will find this to be a useful technique in their own,

planning for completing the assessment and later in ‘consid- ,
ering alternative solutiopns. It-can also be used by groups -at-

tempting to identify goals for the school and in analyzing

., needs with respect to those goéls. A dnagram of a force-field

format is shown\in Exhibit 68.
A# stdtement of\the

gram. The column on the right side of ‘the format is used to

write a description of the way things will be when the problem - -
is solved or, more explicitly, the goal of the analysis. Two -

major . columns dre. reserved -for listing *“Forces For”’ and

“Forces Against’” the achievement of this goal. Forces for

achieving the goal are events that will hove ‘things from
where they are now to where they ought to be. Likewise, forces

that might work against solving, the problem are recorded in i
the column labeled ““Forces Against.” The arrow (~») is used -
cryptically to denote forces for and (4—) isused to label “Forces .

Against "

- After completing the force field, an analysls of individual @

itend) is made. The forces that cannot be changed are deleted
.. before deciding which forcesto-work on. “Forces Ageimt” are
.rankad in order of difficulty in changing. Likewise, “Forces

_For” are prioritized. Each is then considered in turn. Two .
a companlon questions are asked “What can-be done to
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L » Exhibit 68: Force Field Analysis ‘ -
. K . -~ " .
PROBLEM STATEMENT o o
S Forces For—. L - Now'} =« Forces Against- | - Geal- -~
. e . - "
Listed in this column are forces & Z [ Listed in this column
that would assist in goal :‘?’- @ | are forces that are
altainment. ; =< ,% against achieving the.| . S
' g 2| goal - ‘
o a 9’\~ t '
28 \ -
~< ‘ ) :
- . o g_ ] .
X o=
= w Q -
~ 23
s » ,
+ 1 - '
N

’ o
13 . : ~ b

mlmmize the forces against goal achlevement'?” and “What
. .+ . . canbedone toenhance the forces for gbal achievement?’’ The
' strategies ultimately selected draw on_responses to both of
these-questions.

' A}
Advantages and Dnsadvantages

Advantages of force fleld include these faCtors'
: 1. Forces issuas mto the open.
* ' 2. Recognizes unchangeable circumstances. * - .
. # ~ 3. Provides means for analyzing ways to eliminate those things which
- ‘ prevent a goal accomplishment

_The dlsadvantages of force field are as follows: . - .

: - .1 Is subiectlve in nature.

2. May not define all aspects of a problem -

3. May oversimplify relationships in the problem. y

“ | ‘.&- ‘ " sumer‘ | . N | o .

‘ For a needs assessment to be effective, it should involve as
many persons as possible in formulating goals and determin-

ing- needs It also needs to project the futiire. This chapter has R

N
[N
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dealt,with a number of techniques which can be used to in-
valve needs ‘assessment participants and to look into the fu-
ture. Futures-oriented techniques collect information in order

¢ -
v

i ~—terlgok at alternatives for policy-making: Thesetechniquesare - -

.. action-oriented and deal with realistic life situations rather
“than with hypothetical problems. '

. The Delphi technique seeks opinions, judgerhents, and con-

.- sensus from a.wide array of individuals by using the mail.

. Cross Impact Analysis logks at the interrelatedness of events

* while Cross-Purpose Matrix views goals in this same perspec-

tive.as well as forces individuals to examine the strategies for

their attainment. Simulation/Gaming’ permits participants to

see how their ideas will fit into a particular situation before it

is tried in real life. Trend Extrapolation uses present and past

trends to predict the future. Scenario writing calls for genera-

tion of possible futures. Historical Analogy compares the past
~“with the present in order to plan the future more effectively.

g Group pro?}ss techniques aim to involyve a large number of

: people, soliciting their ideas and input. Brainstorming pro-

vides an unrestramed environment so that people feel free to

-

. offer suggestions and solutions to problems. Buzz Sessions
_» structure a group sftuation so as to provide for maximum indi- -

+ vidual participation. Fishbowl s another means for eliciting

. .~ ideas from individuals in a group. Force Field analysis forces _

people to look graphically at forces for and against the solu=
tion to a partlcular problem.

-
- e
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Developing Instrumentation for Needs Assessment -

b
2 N

’

-
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A major task in needs assessment is the selectlon modlflca-
tion, or dévelopment of instruments appropriate for the data to
be collected. Two factors related to the task are demsions re-
garding (1) the variables associated with the people, pro-
grams, and. organizational structures which are the data
Sources for needs assessment; and (2) the instrument formats
~appropriate for the specific information required. Discussion
of instrumentation is organized around these, two factors.
Variables associated with the data sources have been iden-
- tified - through an aralysis of needs assessment models and

instruments. These varlables are introduced in the first section -

and listed in Appendix A. Categories of instrument formats
are described and illustrations of instruments using those
formats are included in the second section of this chapter. A
third section identifies format types appropriate for categories

of variables that may be helpful in selecting or developing -

" {nstruments. .t

Varhhles of the Study ' 7

The first factor to consider in designing and/or developing
instruments is the specification of the variables to be included

in the study. A wide array of variables has beei used in previ-
ous needs assessment studies, a number of which are listéd in
Appendi¥'A. Drawn frofn an analysis of completed needs as-
sessments; this list is designed to stimulate others to the wide
range of variables that may be considered. |

Each variable in Appendix Ais preceded by a box to. assiat
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needs assessors in checking those variables with promise for

their own study. Variables are erganized according to the
three targets of needs assessment—people, programs, and or-

-ganizations. Eachiof the three categories is further divided as ‘"

shdwn in Exhibit 69. :

An illustration of how these variables may be displayed and
how they. may be translated into instruments is discussed in
Chapter 5. Most of the variables specified in Appendix A may

involve more than one collection format and method. After

identifying variables, the next stage is to determine which
‘procedure would provide the most reliable and valid data in

" the most expeditious manner. -

In_gtrument Forlﬁht : .

Designing instrument formats involves two related proce-
dures: collecting data and recording data. Inherent in deci-
sions about these two procedures are questions about the types
of data to be collected and the types of analysis to be used.

‘Data Collection Procedures. Riley (1963) identifies three
primary procedures appropriate for collecting data relative to
the variables in a needs.agsessment. These methods are Direct

Observation, Questioning, and Documentaty Analysis. Al-
though alkthree procedures are appropriate for needs assess-"

ment, each provides different types of information.

Direct Observation. This data collection procedure involves
watching, listening, and recording. The properties—actions,
physical traits, intefactions, or products—of subjects being
studied are observed and recorded. Direct observation focuses
only on the objectivé properties of variables. No effort is made
to record the underlying orientations (intent, perceptions,
causes, attitudes, or- meanings) of the properties being ob-

- served (Riley, 1963, p. 185). |
Direct observation is a procedure extensively used by social .
scientists to study human behavior. Educational researchers .

utilize the progcedure to study the behaviors and interactions

* of individuals within the school setting. In direct observation,

the training of the observer is of utmost.importance. The ob-
server is actually part of the observation instrument (Kemmer,
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Exhibit 69: Categories of Variables ¢ - ‘
f ‘ ’
. ' - : ’ . . ! 9
i._Pecple p— e
* A. Sludem Variables C .- ' .
. ., Personal Characteristics ' ' _
© 2. Attitudes, Values, Interests . % .
. 3. Goals and Priorities
- 4. Behavior ~ S
5. Knewledge ‘<. ' .
4. 6. Socnologncal Context ‘
8. Teacher and Professor Vanables ' C ' ' o, -y
1.- Pérsonal Characteristics
’ 2. Attitudes toward Students, School, and Programs
. 3. Goals and Priorities .
~ 4. Competence _
5. Behavior _ , : - ) ' .
cE - ) ) .
7 ‘aCi_'Administrators :
> . Personal Characteristics )
_ 2 Altitude toward Students, School, and Programs ’ T /
3. Cbmpetence . _ : o
‘ . D Parems and Commumty . y , " <
1. Personal Characteristics . - &3
. -2. _d‘urreﬁnt Conditions ' BT AP
- 3. Attitude toward Students and Schools ‘ ‘ o
e oals and Priorities - \
' 5. iological context ' ' .
' ‘ - <, ! . . i
" ProgramL M. Organization .,
“A. Curricular Programs * .« _ & A. Governance .o,
., . Content and Sequences - -1, Policies : ‘
L , 2. Strategies and Methods 2. Compositipn \ ‘
3 R;! Hirces B. ‘Adminifiation '
B. Lessop, Unit and Module . 1. PerfSonnel :
el 1. Content and Sequence P - 2. Facilities L "
- ) 2. Stfategies and Methods T 3. Students " oL
3. Resources . 4, Instruction : N
L . . ) ¢ K ' ‘
~ G Management Climate =~ S
ca : 1. School Satisfaction = R
' T 2. Interpersong| Relations Vo
v —p - — . ' L
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1963, p. 330); and for this reason, reliability and validity of

observations are affected by the extent to which the observer - -

can record data accurately and inclusively..
. 'Sources of error in direct observation lie th the potential for
bias as observers' perceptions influence the selection and re-

tording of information gnd the extent to which the variables ~ |

are affected or changed by the observation’(Riley, 1963). Both

-of these sources of error are particularly important in the study

of human behavior. Observers are liuman; and their obsetva-
tion of behavior is affected to some extent by their own at-
titudes, emotions, and perspectives. For this reason, recorded
actions are always subject to interpretation by the obserwgr. In
any situation in which human beings are observed, th% ac-

tions most likely are influenced to some extent by the presence

-~

of the observer or by the fact that subjects know they are being

observed (the Hawthorhe effect). It is difficult to determine if
observed behavior is typical behavior or if it has been altered
in some way by the-conditions of the data collectioh situation.

‘ Another disadvantage of observation discussed by Riley
(1963, pp. 186—187) is the necessary limitation in scope by the
physical capabilities of the abserver..The number of variables
and cases that can be obsérved by a single person or. a team is
limited. The types of behavior that can be observed, the
number of subjects, the number and-types of events are limited-
by thre fact that every subject canftot be observed all the time,
and everything that is séid, done, used, or produced cannot be
recorded. Observations apply only to actions taking place in
the present. Inferences cannot be-made thaf* the behavior

under observation is typical behavior unless several obiserva-*

tions under similar conditions are made across an extended
period of time. -

b .

., Questioning. According to Riley‘ (1963, pp. 189-190); ques--

tioning is a means of collecting data by asking individuals
about the variables being studiéd and/or by recording the in-

‘dividual’s response to the problem or sftuation. Questioning

reveals the way individuals perceive events, actions, and in--

- teractions; how they feel about them; how they explain them; ..
. and by what criteria they evaluate them. Questioning can also i
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reveal knowledge about content, processes, communications;
events, and products. This is the basic method used in educa- o ‘
tional testing to determine achievement, attitudes, and ap-_
———titudes.-Questioning is particutarly appropriate for collecting ™~

data about orientations as these properties do naot lend them-
selves to direct observation. S

. Several limitations and sources of error are as,sp’i:iate_d‘ with
Questioning (Riley, 19.4, pp. 189-196). In most cases, ques-
tioning an individual about somé action, interaction, or event

" is not possible until after the fact. Since al %fll data are ex’

post facto, the reactions, feelings, and interpregfi tions may be -
altered by the passing of time, by discussion,With gther indi-
viduais, or by the intervention of other events. Data collected
are specific to the subject, and controls must be exerted to the
extent that representativeness is desired, or, the responses of
one individual are generalized to several individuals. Another,
concern is how responses are altered by the data collection
situation. Responses may be altered by the wording and the _
intPrpretation of the questions, by whether the questions are in -
written or oral form, and by individuals” reactiohs to the data
- collection situation. .- . - Y . -
Documetitary Analysis. This data ‘collection procedure
makes use of information that is already available in some
form. Either artifacts or decuments’ may be used as data
- .. sources, Information may be in raw form (e.g., letters diaries,
photographs, and products) or it may have been previously
compiled or formelly recorddd in lagal documents, such as
deeds, marriage certificates, vital stitistics, court proceedings
or such records as census, schop’l.,'and employmbnt. Docu-
ments and artifacts can be obtained from individuals, librarigs,
and educational or governmental institutions and agencies. .
Documentary Analysis focuses on events that have occurred - .
diready. For this reason, several advantages and disadvan- - -
tages are inherent in the procedure (Riley, 1963, p. 254). One
of the advantages'is that data may be collected about past -
events to allow for the stability of variablés. It is possible to
collect data across time, thus establlzhing changes or trends. - [
Many documents or artifacts were not produced for data col- .
/ .. .
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lection purposés, so sources of error associated with data col-
lection may bg lessened or eliminated. A major advantage is in
~ thetime and resources that-may be saved when compared with
—— - the collection of newdaty. Tn this i way, vast amoutits of data™
about numerous variables mmay be collected at relatively little P
cost. The present use of computers for data storage and re-
trieval has vastly reduced the time and cost involyed in data

4 cbllection related to multiple vayiables. oy
/ ,i Riley (1963, p. 254) identifie$ obvious dlsadvantages as-
e s sociated with the procedure. One is that complete data about - ¢

the variables may not be available or may not be available in a
form meaningfut to the problem. Much time may be required
for locating and assembling data sources and in sorting infor-
mation relative to the studied variables. If data are recotded,
the accuracy of the data must be assumed since there is no way

to assess s validity or reliability. Finally, data collectors may
have to reject much of the available infoymation simply be- -
cause they are not able to establish its limitations.

Data Recordlng Procedures

* Two basic procedures are employed for recording data. In-
formation pertaining t¢ variables may be described or numeri-
cally defined. Data .obtained through description are qualita-
tive; that is, the purpose is to record the naturé of the variables l
in the greatest detail. There is no attempt to assign a value to
the properties described.

- Numerically defined data, on the other hand involve the

- assignment of.meaningful numerical values to the variables or
their. characteristics. Meaningful numerical values are deter-
. mined through measurement according to some type of scale
and to careful definition of variables in relation to it.
, Interval scales and ratio scales are used in numerical defi-: -
N nition (Ferguson,- 1971, p. 14). Interval scaling is used when
> variables or their characteristics have been defined to the ex- :
~ tent that they can be aligned along a continuum (such as a
' numiber line). The assumption is made that distances between
points on the continuum are equal, so that the distance be- -
tween point 1 and point 2 is the same as the distance between
: v :
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point 2 and point 3. Variables assigned the value of 4 possess a

defined characteristic to a greater extent than variables as-, .
* signed the value of 3. The difference between variables 4 and 3

-~ is-equal to the difference betwssn variables ‘assigned the val--

ues of 2 and 1. Interval scales do not have’a true zgro point

because it is impossible to define the total absence-variable -
being measured. For examplé, given all the forms that class- .-

room intera_ction'might take, it is impossible to say that any -
one individual in the classroom is not interacting. An arbitrary

zero point may be defined (individual A does not interact ina -

certain way within a specified period of'time). Time and
Fahrenheit and Celsius temperature measurements are exame
ples of interval scales (Ferguson; 1971, pp. 13-14).

Ratio scales make the assumption of an absolute zero point.
All assigned values represent distances from this point of nat-
ural origin. Ratio values may thus be assigned so that it is

impossible to say a varigble assigned the value of 4 possessesa -

defined characteristi€Twice the/extent of a variable assigned,
the value of 2. Length, weight, and “numerosity of aggregates”

are measured with ratio scales. Using weight as a variable, one. -

individual may be said to weigh twice as much as another
individual (Ferguson, 1971, p. 14). If the situation is carefully
defined, it is also possible to say that Room A with 20 chairs
has twike the value of Room B with 10 chairs (both of these
rooms are ipitially compared with Room C which has'no .
chairs). ' L - ) -
Two other pcales—hominal and ordinal—are often used in
identifying variables. In nominal scaling, numerals are used as
a naming device, and no value is implicit in the numeral, as-

signed. In nominal scaling, a numeral may be used to identify -
.subjects on the basis of the possession of a certain characteris-

tics. Blonde hair may be given the arbitrary label of 1 and -
brown hair the 'label of 2. Subjects may be assigned to one
category or the other on. the basis of the characteristic. No
ipferences can be drawn about the.value of the numerals
givén, and no degree of. difference can be assumed. .

Ari ordinal scale is used to assign values gﬁater than or less

than ‘varigbles. No attempt is made to defirre the degree of -
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difference. Ordinal variables may be ranked according to de-
fined characteristics. Individuals are often placeﬁ in order ac-
cording to observed differences in height. This is an examplé
- of an ordinal scale’if ne effort is mads to d eterminé the exact
degree of difference (Ferguson, 1971, p. 13). Individuals may
also be ranked according to their expressed intensity of values,
perceptions, or emotions. However, ‘without further careful -
definition, no assumptions can be made about differences in
the degree of.intensity. . . s s
— Authorities.generally agrbe that data using a nominal scale
' ~ are descriptive data. There is some disagreement, -however,
) "~ about whether or not ordinal data afe descriptive or numerical
. (see Ferguson, 1971, p. 14 and Erickson, 1970, pp. 10-11). A
general rule that can be used in distinguishing among scales is
the type of mathematical operations which can be performed.
Nominal data allow no mathematical operations. Ordinal data
allow only rank-ordering. Interval data atlow for performing
the' mathematical operations of addition and subtraction while
ratio data allow addition, subtraction, multiplication, and di-
. vision (Erickson, 1970, pp. 10-11). ' "

.« Describing, as a data recording procedure, allow’s for the
recording of the specific nature, characterigtics, or qualities of
a variable. Numerical definition allows variables to be com-
pared across subjects by the degree to which certain charac- ] _
teristics are present. An important comparision between the[ .

two types of data is that descriptive data proyide information' .
.about the content of the variables. Numerical definition pro- -

vides information about the degree or extent to which the

-~ variable is present in a selécted case. For example, if class-
- . room interaction is the variable under study, description
. would focus on the content and context of interaction.. Who.

- interacted with whom, about what subjjects, and under what
conditions  as well as the spécific reactions of individuals

- « during interaction could be recorded. Numerieal definition
focuses on the quantity of interactions. 'fhe.num_ber of timeg:
“one individual interacts with another, the amount of time de- .
voted to a certain type of interaction, and perhaps the total
+ nuniber of interactions is recorded. In this way, interactions -

o

-
.

~
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'+ teraction is disregarded. ‘
Both types of data recording procedures yield important,
————information for a needs assessment; though numerical defini-
tion is used the most. Numerical definition is‘more convenient ' ° L
to record; mathematical and statistical procedures may be M
used; and data are more easily displayed for interpretation and '
reporting. However, the preoccupatiop with numbers may
- eliminate important information about schools and their com- .
ponents. In-depth description of the behavior, perceptions, ’
and characteristics of a few individuals may yield more im-
portant and relevant information than the necessarily geperal .
. - information provided through quantification. The use of nu-
- merical definition may also be premature given.the present
Igvel of sophistication in the measurement 6f human behavior.

can be measured, but the specific content and context of ig-

Types of Instriment Formats - E . _ ' ’

By examining the categories formed by the intéractions of "

-data collection procedures with recording procedures,’ it is o
possible to analyze and describe the types of instrumentation

formats useful for needs assessment. These interactions. are -

- .- illustrated in Exhibit70. = : . o
R As the interactions indicate, there are potentially six types

£

or categories of instrurhent formats: -
Direct Observation using description as-a recording-procedurs. -
Direct Observation ‘using numerical definition. _ ',
‘Questioning requiring descriptive responses. w '
- Questioning using numerically defined responses. - _
Docutnentary Analysis in which informatign is described. "

Dogumentary Analysis'in which information is numerically defined. =~ . '

a

D W o

»

3 S C W TR
Needs assessments have used all six categories of instrument - = -
formats. Examples of each type are included in this section. . v

N

- Direct Observation/Descriptive - - - . o .

. ¢ Thistype of instrumentformat is most often referred to as.an .
o+ Observation Record. Observatitihrecords aré used in collect-
- ing data about social sy’stems.(such as classrooms) when the
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" Exhibit 70: Interactions of Data qulectior?' :
‘and Recording Procedures =

Data Recording Précedures
° Collection e ! .
4
S "Numerical
Procedure Description .
¢ - v Definition
y ‘ )
L)
) v ] “
PR ) . ]“1
Direct Observation '( 1 ) ’ (2) .
I - .
-
A \ o
Questioning (3) RN (4)
bl . \ N
R
- + - o ‘l
by i
L]
s . . .
Documentary - ' LERE : SN
Analysis . ) ( ) ' (6)
- . o .
Y (I . Py >
. ) : A
- - v - 3

intent i# to collect as miich information as‘possible about indi-

viduals, groups, and thel™interactions. Ddta collection often
‘focuses on ¢vents as a means of organizing observations.
-Events are distinct from one another in time and have identifi-
" “able initiatory, consummatory, and. closing phases (Biddle,
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1967, p. 341). ‘Aﬁ'éttempt is rhade to record eilery'impor_tant
feature of the event, including the actors, the content, the
~ context, and the materials used. Events are described ih terms

. of their sequence in reldtion to one another gnd in.relationto

the acts eccurring within each event. , .
Observation records can yield a great deal of information "

and are useful for identifying problem areas and variables

which may require closer scrutiny. They are alsozhelpful in

* identifying such variables as group affiliation, gr((;{;) leaders

>

- (formal and informal), organizational striicfures, and interac- -

tion patterns. As such; this format may be particularly useful

for general needs assessments and for collecting and acording

plannjng information.’ Ethnogrgpﬁic_ records are bﬁg used

more frequently in educational resgarch and promise to be an

‘effective tool for needs assessment studies. .

Because observation records are time-cgnsuming and non-

. specific, several strategies have been used to delimiit observ- t
‘tions and to focus on specific variables. A Stenographic Re-
cord is an example of an observation record which focuses on -

~ verbal and non-verbal interaction. It can be a complete record °

of everything said or it can be selective, chooging only those

~ interactions of particular interest. Tn one study, all nouns and .

pronouns were classified ac¢ording to their referent—the -
. speaker or others. The questions asked by a teacher in a class

. discussion can be recorded, or everything a child says (or is
. said to the child) may be recorded. o '

- Some formats have been developed to simplify the record-

ing process and to eliminate sources of bias related to observer

selectivity. In these forgats the variable to be studied is de-

fined (prior to observatién) in terms of the characteristics to be ,

observed. Formats are developed to allow categorization of

obsérvations as they occur. An example-of this format is the S

' Sign Category System (Good'and Brophy, 1973, p. 337). Thew ' ™

characteristics to be observed are specified in advance of ob- !

~ servation, and the observer simply tallies the occuftence.
This format is shown in Exhibit 7. _ - . '
- Qther symbols beside tallies may be used give more " -

‘meaning to observations. For example, Boyan et §1. (1973, p.
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Exhibit 71: Using Tallies t6 Record Behavior
Source: Good aod Brophy, 1973, p. 337 ‘

ped

. L . s 7
' TEACHER BEHAVIOR . . " Nuymber——
‘Teacher asks question -- B o Y N :
© Teacher gives directions at)oot process e ~ I
) Teacher explains cohcep; ' L ‘
-" Teacher corrects process. ' ‘ I -
/ T
267) used a ootational key to Categorize student behavior:
P - ’ 3
. f = Student raises hand and’ was called on. . .
#ar Student raises hand, but was not called on. '
| = Student was called on, but did not r'se hand. SR .
e mstrument format allows for the descnptlon of specific
e - stydents in tarms of the predetermined behaviors, as shown in
" Exhibit 72. ¢ : .
Exhibit 72 also uses plotting or mappmg when observations
dre keyed to specific locations within the observation setting.'
Exhibit 72: Notatlonal Instrument to Categonze Behavuor N .
Source: Boyanetal 1473, p. 267 ° _
&
- Observation Instrument (This chart presents the raw data results for the six stu-
. dents in this class. ) : ) : . g
A Tete g . g ol
S L S (2 B S FTYY S
4 O .4 E - ° 4 Foo
1o Tt Ny
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" Descriptions of interactions are often recorded in this format.
Mappmg‘requlre reliminary 3ervations to determine the
- lotation of indi lduals before data collection begins or the

are assigned to exact locations. Once this is accomplished,

interactions are recorded by drawing arrows from the initiator

of interaction to the object of interaction as illustrated in Ex-

hibit 73.

~ Mapping allows for ass igning specific observations to indi-
* viduals and can provide information about the focus of in-

teraction and interaction patterns. Movements of individuals

v

__ . preliminary structuring of groups so that specific individuals -
A

may also be mapped if a graphic reprgsentatdon of the physical,

environment is first developed. A sequence of numerals may

be used to mark points on the map illustrating an individual’s

movements—in sequence—from oné& point in the physical en-

vironment to another.

Sequences of interactions or behaviors may also be de--
scribed. Sequential numerals may be used on the interaction

v

Exhibit 73: Classroom Mapping ) ' s

’
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Teacher clarifies student response

g

map to indicate which interaction occurred first, second, etc.
Another method for indicating sequence is by developing a
list of anticipated behaviors and assigning a sequence code

Exhibit 74: Classroom Discussion Behavior
..

Teacher asks question

Teacher calls on student

1
2,4

Student responds

Jeacher indicates that answer is correct

<y .

Teacher calls on another student

Teache'r‘ asks student to claryfy response .

Teacher rephrases question "

L1 delsl o]

f@ul | e

Teacher gives cue to correct response

* Patterns of behavior can be revealed through use of this

format.. However, it is impertant to note that the numerals
assigned have no meaning other than sequence and are thus
descriptive, not quantitative:

These examples of formats are illustrative of those used for

-deseribing-observations. Cqmprehenstve description of obser-

vations is a timesconsuming task. The more the focus is de-
limited and the ecording procedure simplified, the moreg_in-

formation is lost. In developing instruments of this type, deci- - |

sions must be made about the purpose of data collection and
the variables to be observed. Further decisions must be made

about, the scope’ of observation and the extent to which re- -
cording procedures can be simpliﬁed without violating the

purpose of observation. .

220 Resources Supporting The Process e

22 -

-An example-of this-format-is shewn-in Exhibit-74.— ' —————



Direct Observation/Numerically Defined

Two means of measuring observations have bee_rj used ex-
tensively by educators. These.are (1) using rating %tales as a

means_of assigning value to observations and (2) combining —
time as a unit of measure with cumulative observations. _
Rating Scales. Good (1973, pp. 468-469) defines rating as '
‘‘an .estimate, made according to some systematized proce-
dure, ,of the degree to which an individual perspn or thing
\ " ‘possesses any given characteristic | .-.” and rating scales’ as
... a device used in evaluating products;-or attitudes, or
other characteristics of gersons rated.” . ! - v
In developing rating,#ales, behaviors to be observed are )
carefully defined in terms of their characteristits. Aivalue is
assigned to represeqt the degree to which the characteristics - -
-are present, and these values are arrayed along a continuum -
from ““Not Present” to “‘Present to a High Degree.”” Numerals
are placed at points along the contipuum to indicate the de-
gree to which characteristics are present. An example of this
type of rating scale is shown 'in Exhibit 75. Use of this format
requires a rater to observe theﬁefined,behavior, to judge the
degree to which it is present, and to record the judgement on
‘the appropriate poat of the scale,

- Exhibit 75: Typical Rating Scale : L
NOT OCCASION- FRE- : ' §
; - OBSERVED ALLY QUENTLY  ALWAYS -
Teacher gives . i o
positive feedback : — % ,
to student 0 -1 -2 3 o
.+ response PR . . '

- — . T ..

- A variation of_ this type of format assigns indicators and
‘non-indicators of the behavior.to opposite ends of the scale
and uses more numerals as poisits on the scale. Using indi- .
cators and nog-indicators helps define the behavior more
explicitly while using more paints on the scale requires

A . Developing instrun%’éntatiqn 221
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observers to use fineér discrimination among indicators. This
type of format is illustrated in the Classroom Observation Re-
" cord developed by Ryans (1960, p. 861), as shown in Exhibit -
- 76. In this instrumept; adjeetives describing opposite-behavior ———
characteristics marked the, extremes of the continuum. These

v

Exhibit 76: Classroom Observation Record
Source. Ryans, 1960, p. 861

-

R

Pupi! Behavior

Remarks: '
1. Apatheti 12 3 4 S5 6 7 N Alet { .
2:Obstructive” 12 3 4 5 6 7 N Responsible R
3. Uncertain 12 3 4 5 6 7 N Confident .
4. Dependent ' 2 3 4 5 6 7 N lnifiating e
r T .
Teacher Behavior
5. Partial 123 4 5 6 7 N Fair _
6. Autocratic - 1 2 3 4 5 6 7 N Democratic ST
7. Aloot 1+2 3 4 5 6 7 N Responsive .
8 Restricted <1 2 3 4 5 ¢ 7 N Understanding '
9 Harsh 1 2 34 5 6 7 N Kindly - .
10. Dull 2.3 4 5 6 7 N Stmulating ' ,~
11. Stereotyped I 2 3 4 5 6 7 N Original
12 Apathetic . 1 2 3 4 5 6 7. N Alert
13, Unimpressive 1 2 3.4 5 6 7 N Attractive
~ 14. Evading 12 3 4 5 6 7 N Responsible
15. Erratic 12 3 4 5 6 7 N-Steady )
16. Excitable T 2 3 4 5 6 7 N Poised
17. Uncertain .1 2 3 4 5 6 7 N Confident -~ \/
18. Disorganized 1. 2,3 4 5 6 7 N Systematic K
_ 19. Inflexible .2 3 4 5 6 7 N Adaptable, = - -
20. Pessimistic I 2 3 4 5 6 _7 *N Optimistic,' :
21. Immature 1 2 3 4 5 6 7 N.lintegrated
22. Narrow ' 2 3 4 5 6 7 N Broad S ~
characteristics were further defined in terms of indicatorg; for
7 example, indicators for the scale, pupil apathetic-alert be- -
havior, are included in Exhibit.77. o
The utility of rating scales as a means of quantifying obser-
vations is highly dgpendent upon the definition of the We-
havior and the points of the continuum. With this type of
222 Resources Supporting The Process ! .
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Exhibit 77: Indicators .
of Apathetic-Alert Pupil Behavior
\ _ for the:Classroom Observation Record
- rce; Ryans, 1960, p- 861t

e ——

<

). AparhfnciAleq Pupil Behavior

!

APATHETIC| * ALERT |

1. Listless ,‘ 1. Appeared an'xious“ ¢ recite and participate
v 2. Bored II' e Zf«Watched teacher attentively . i

3. Entered into activities 3. Worked concentratedly

half-hea;)edly N . ‘
4. Restless | ) 4. Seemed to respond eagerly
5. Attentpn wandered » 5. Prompt 'and ready to take part in activities

6. Slbw in/getting underway
A

format, it is not possible to determine the degree of difference
between ratings given. For this reason, data obtained from
rating /scales are limited to analyses appropriate for ordinal
scales/and, in the strictest sense of‘the word, may be descrip-

tive in nature. Caution should be exercised in selection of .

.analysis procedures, and interpretation sheuld take into con-
sideration the limitations of data. e "
_ Further limitations are associated with the format. Ratings
' are not records of observitions; they are records of the judge-

ments of the observer. Observers are required to interpret be- -
haviors, actions, interactions, and products in order to make _

judgements. Regardless of the instrument’s precision, exact

—— _measurement of the observation is Impossible. The quality of
- the measurgment is dependent upan the expertise of the rater
-and the extent to which multiple raters agree upon the values

, Assigned to observations. : L
Time as a Unit of Observation. “Several instrument formats

have combined time with frequency of observation as a way to
measure. observations. In this format, observations are made ..
. for a specified period of time (e.g., 15 minutes), and observa- _

- tions are recorded at intervals during the time unit. Observa-
- tions may fogus on discrete behaviors or on categories of be-

4 239
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havior. Following observatjon, recordings for each behavior or

category are totaled and percentage of time devoted to that _
behavior is calculated. Since a time unit is specified, an arbi-

- trary zero point can be established. By recording at specified - -

time-intervals (points), equal intervals between recordings can
be assumed. As long as behavidr by time is the unit of mea-

- sure, data obtained through this format can be considered -

interval data. .

A widely used version of this format is the Observation
Schedule and Record {OScAR). This instrument (Medley and
Mitzel, 1963, pp. 278-282), which makes use of a list of -
teacher and student activities observed for a specified unit of
time (3 periods of five minutes each), is illustrated in Exhibit
78.

At the end of each five-minute interval, all behaviors that
had been observed are recorded by checking that behavior. No
attempt is made to record -the frequency er duration of the
behaviors within the interval, although cumulative tbtals of
check marks are calculated for the three five-minite observa-
tions. Thus, for each behavior, the range of scores is 0 (be-
havior did not occur) to 3 (behavmr was observed in each time
interval)..

. Instrument formats have been developed which encompass
complex verbal behaviors. Flanders’ Interaction Analysis Cat-
egory System (Flanders, 1970) illustratesithis format. The ob-
servations are discrete categories of student and teacher verbal

- interactions. Categorias of teacher behavior are further clas-

sified as to whether thay have direct or indirect influence on
students. Observations are recorded every three seconds. The
Flanders Categories are shown in Exhibit 79. *
With this format it is possible to calculate the percentage of
fnme devoted to each type of behavior. Using the percentage
“scores,” variables may be compared (such as the percentage
of time spent in questioning as compared to the percentage of
time spent in giving directions). It is also' possible to deter-
mine predominant teaching style (ratio of teaches direct/in-
direct behavior) and the locus of interaction (ratio of teacher

. behavior/studént behavior). Because observations may be con-
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Exhibit 78: Observation Schedule and Record (OSCAR)
Source: Medley and Mitzel, 1963, p. 278
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sidered interval data, varh;les may be compared across sub-

jects and subjects may be compared on the basis of overall ;
percentage scores. This format is one of the most useful for e
quantifying observations. =

. If behavioral categories are. used, they must be defined

carefully in terms WViors included. Categories must .
' be mutually exclusive t there {s no ambiguity and so that |

-+ observed behaviors can be easily assigned to only one cate-
. gory. Categories should also be oxhaustive—-—including all be-- -

haviors of the type possible within the category.

Trained observers increse pracision in recording data, thus_
 incregsing inter-observer cprrelaﬁon and imtrumant reiiabil-,
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Exhibit 79: Flanders’ Interaction Analysis Categories
L Source: Flanders, 1970 . .
Teacher Talk - . 1. Accepts Feeling
k] R ) . o . L N . “
{Indirect Behavion). 2. Praises or encourages
T 3. Aqeepts of uses ideas of students
. v4. Asks questions - o '
-~ T ’ . \\
_ . . [}
(Direct Behavior) .~ 5. Lectures
'- - ‘ 6. Gives directions : P -
. 7. Criticizes or justifies authority
S\ Student Talk _ : 8. Student talk——_rdesponsé v
; s . : o
. 9. Student talk—initiation L
T ' Y}
e . .o - 10. Silence or confusion :
> . ‘.
v 8‘:# ' , . LA
3 ‘\ . .
- g ‘ v

.”t
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Exhibit 80: Coding Chart for Graup Behavior

i

- Number of Students

----- Qﬁhsk—Behawor "-*"—‘—Questivnabfe " - Ur‘f-Tq#( éehawor

4

20
17
17
16 .
. 22
23
22
22
23
22
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ity. An advantage of this type of format is that itcan encom-

~ pass numerous categories, thus many general behavioral ob-

servations. It can include non-verbal as well as verbal be-
havior. Becguse behaviors are quantified, numerous analysis
procedures are possible. Observations may be made of rela-

‘tively large groups, although they focus on the interactions of
orie individual with the entire group (student behavior is -

treated collectively). : | o
A variation of this format is illustrated in Exhibit 80. During
each of ten observations, the number of students exhibiting

- on-task, questionable, and off-task behavior is recorded.

Categories of student behaviors are idéntified and observed
at fixed intervals (e.g., every three minutes) during a specified

time unit (30 minutes). The individuals participating in be-

haviors related fo each category are counted and the total

‘number of individuals is recorded, by categery, for each time

interval. This type of format allows for the quaentification of
group behavior. Percentage scores may be calculated for each,
category on the basis of the total number of individuals en-
gaging in a given category of behavior for each interval or for

. - the total time unit. Scores for individials cannot -be calcu-
~ lated, but groups may be compared on the basis of the category

' scores. .

o~ e > ._L e
Sty T et U e : N R .
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' v N s R . .
Direct observation, whether quantitative or descriptive, is a
valuable data -collection procedure for needs assessment.

: While illustrative formats have focused primarily on teacher

— .- - and_student behavior,-the procedure--is--equally: viable for————

- gathering information about the community, institutional or- ..

ganization, and programs. Direct ObservationfDescription-may

. be used to determine the types of businesses, industry, reli-
gious institutions, housing patterns, recreational, facilities,
,  and types and quality of shopping facilities of the community.

' Other information such as the dispeisal of ethnic groups, dif-
ferences in quality of housing, distances from convenience
shopping ‘also can be obtained. '

The organizational structure of educational institytions may
often be revealed through observation. Following a student,
teacher, or administrator through a day at school ‘and record-
ing activities and jnteractions can reveal such information as
the basic structural units of the scheol, the formal and infor-
mal leaders of groups, formal and informal sanctions and rules
for behavior, and availability and accessibility of resources.

Checklists, rating scales, or sténographic records focusing ~

 on programmatic activities (instead of interactions or be-
haviors) can identify discrepancies betweek stated and real

- objectives, the emphasis of instruction, dominant teachjng R
strategies used; reactions of students to instruction, and much
other valuable information about programs. '

.+ - Finally, observers recording the interaction of groups in-

' volved in planning and conducting needs assessment might ~

provide insights about problems, patterns, and types of in-

_  teraction that may be helpful in facilitating the needs assess-

ment. : ' ’ -

Questioning/Descriptive ‘ . T

Several types of instruments make use of the Questioning/ -
Descriptive format. Such instruments may be administered = -
orally'and require oral responses (interviews) or they may be . -+
in written form requiring individuals to record their own re-
sponses in some form. e > o Vo

The format is particularly eppropriate for obtaining infor-
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mation relatéd to the “‘underlying orientations” (Rilefr; 1963, .
p.-184) of individuals. Questioning/Descriptive focuses on the

" -- subjective nature of actions, interactions, evenf;;, conditions, S
behaviors, or products as they are perceived by the individuals - ..
involved. This format is frequently used by needs assessors to o

itientify the attitudes, values, and' perceptions of individuals
about people, programs, and organizational structures of edu-

cational institutionis. Co. <7
The unstructured respdnse is & format frequently used to "
*.obtain thig type of information. Exhibit 81 illustrates this for-
mat. o S ‘ ' -

=xhibit 81: Questionnaire for Administrators
Source: Alaska Teacher Corps Project, 1978

5. Wh‘at.‘/interested. you in seeking your present positién and how digd you go -
about getting it? _ e . ' . _ D
2. What is your‘attitqdé ward theh of “projects’” as part of the small high . g
. school curriculum? N S S
N7 Y What do you think the cial characteristics of your students.are which
) should be._taken inw consideration in ‘_h small high school program?” -

"
- L

cor

" While focusing on specific types of information relevant to "
the needs assessment targets, the quiestions allow for an unpre-
stricted -response which combities facts with opinions. The -
same tyges’ of questions may have been. asked by an inter- . @ °
viewer. In an interview, individuals could’ have, asked for -
clarification so that any. bias associated with question in- -
terpretation might have. been reduced. However, individuals . -
may feel-léss free to-express opinions in an interview, Re- - *
./ ‘cording oral responses also presents aproblem, as.recording o
~ devices {such as g tape recorder the interviewer writing while
st‘lbject is talking) may further bias the response. If interview-
ers are used, they should be trained so that all.interviewers .
- interpret the questions in the same manner and approach the
interview 'sitiation similarly. == = R
" Another illustration of this format is provided in Exhibit 82.
" 'This is referred to as a sentence-completion format. = . -
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Exhibit 82: San‘wpté Format Y
for Sentence Completion Instrument

8 : s '
. ~ [ ’ . » .

—**—Tf)rrdayswhept‘m‘feehngbaﬂ*nudemv e et s —~—

¢

e . ‘ h . ' o o k - ¢y
A . . .- .. . . ‘ N ‘n
oo 2. When students misbehave, |

3. My h‘(inci_pql s

4. 'Spme of thedisadvantages of teaching are .
[ - : S x) . ‘

. - ‘The “TegcherConcerrs Statement’” developsd by Fullerand -~ : |
' ‘ . Case (1971) is another example of-this format. The Teacher
7 .Concerns Statement consists of an unruled 8" by. 10%" sheet ‘
* which is headed by the following instruq}ioga. S L

[ —

o

When you think about your teaching, what are you con(‘,qrn'ed
_ about? (Dd not say what you think others are conggrned about
L TN but only what concerns you now.) Pleasa .be frank.

Preservice or inservice teachers use the. blank portion of the

-paper to write a paragraph or more about their concerns. .

" These formats utilize “‘open-ended” questions. Such for- -
mats are styled to provide a wide range of information about -
* the topic and are less restrictive than more stfuctured formats
which may eliminate .igpportant informatio Thése formats _
. . .are partlcularly appropriate for identifying. fee]ings and con-
, " cerns,-and careful interpretation ‘can feveal problems .that
. sheuldbe addressed. No information is discarded and analysis °
- requ is careful acruti.ny of all information givem. . o
RS ’ )
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" A variation of this format limits the range of responses, thus
the amount of time required for response and analysis. Open-
. -ended statethents are used but are limited to one word. The

-
=

'_Las&umpnonisihauhe..wonduse'd-to-deseﬁbe%bftei&espeets?of;>—— B
~ the educational environment will reveal the underlying feel:

ings and attitudes of the respondent. Veldman and Peck de-
veloped-a sixti#two statenient format which is completed by
the insertion of a single word in each statement (Exhibit 83).
Statements may' focus on a range of variables related to stu- o
dents, administrators, support personnel and services, organj-

zation, parent and community influence, and program goals

and processes. - T

?

RN

Exhibit 83: Sample Format'

- ' for Single-Word Completionslnstrument

Source: Veldman and Peck -
-» .

>2. Children need . . i . : . .
9. The key.to good teaching is ,] |

11. Children usually

30. Teachers should _ _ ' _ their students.

»

v

" Another format used for descriptive data requires respon-
dents to list responses. This type of format is illustrated by
Exhibit 84. . o - o

A variation of the listing format asks respondents to list and
then rank the items listed. Exhibit 85 depicjs the variation
suggested by Kiser et al. (1972). . L .
. This format allows for a range of tesponses.yet focuses them.
'on a specific area of concern. More structured formats Have *
- been used- to reduce the range of tesp_onses by requiring re- "
spondents to choose from among alternatives. These formats
usually include a listing of some type; and respondents simply
chegk the Yesponse most suitable for them. An illustration of
this format is the, *'Learning Preference Profile” developed by
the C. F. Kettering Foundation (Exhibit 86). The instrument

| , Developing Instrumentation - . 231 .
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- ) Exhibit 84: Sample Formats for Listing Responses e ]
. . ) ‘Source: |, University of Hawaii, 1978;
: 11, Washington West School District, 1977; - . -
‘M, Houston lndependent' School District, 1977, g )
. Sample Formats for Listing Responses .. .o E .
. ': . .o ‘ - '. . . I . )
3. List’specific kinds of help (workshop, consultant, material resources, financial
support, etc.) that you feel would enable you to increase your effectiveness in
fulfilling any of the responsibilities listed above. .
1l ? , .
_ ~ Part C: Things which would increase your job satisfaction: - o N
-~ - ) . . . . | . ‘
1. i ’ .
3. 2
= - 4. i
s . > _ g
. Hl: S S o
C. If you feel additional courses or programs should be offered, list them by level.
) ' Elemeptary level: .
' - &7 - -
~ ‘\ ’
Junior High level A '
' ) Y
Senior High level - T
¥ T . ’{;
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. - Exhibit 85: Sample Format for Listing and Ranking
- ’ Source: Kiser et al., 1972, p. QIZ .

e
»

——— b= kst those tems proposed argt discussed at studént goverfiment meetings (or
+ . “bropght to you in your role with the student government) which you perceivé
" as being concerns or problems of our students. '

2. Rank the items listed above according to their priority among students by
.. Plating a 1 in front of the highest priority of concern, a 2 for second priority of
concern, etc. : T 2

asks students to check media and task preferences related to v
instruction. _ '
. * This format has also been used to identify preferred changes
> (University of Hartford, 1978); as shown in Exhibit 87.

Areas of interest may be identified through use of the
checklist format, ilustrated by the University of Maine/Orono
(1978), where respondents mark an O to indicate théir interest -
or potential interest in a workshop (Exhibit 88).

- Another variation of the format is used to identify teacher
educational needs. A Teacher Corps Proposal (California State
University—Fullerton, 1976) included a checklist and com- |
bined it with an open-ended format which allowed teachers to
. explain responses (Exhibit 89). o
*The checklist format has been widely-used to obtain demo-
graphic data related to students, community, and educational
'personnel. Classes of responses are listed in Exhibit 90, and
. respondents can be askéid to check or circle the response most
descriptive of themselves. - N o
" Questioning may also be used to describe underlying T
structures as well as underlying orientations. The sociogram is N
- . an illustration of this format. In developing a sociogram,
questioning is used to identify ““friends” or “status-people”’
~+ within a'group, e.g., “List your friends in this class”; or “List
- the influential leaders in this group.” Friendship or status
patterns are then plotted on the basis of the number of times
each individual is named and of the reciprocity of identifica-
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DIRECTIONS: Chick the learning preference -
Jﬂ_dm thal _seems _medt dppropuate lot_you
(hm‘me answer in aach set.

Task PnleWe Factons;
rd

(] Selt-imposed task = .
{1 Imposed task_ .

("] Ambiguous task
{7} Specific task

-] title guidance
(J Moderate guidance
[J Much guidance
(3 Not difficult -t
[ Moderately difficult
. ] Very difficult
[J Sequential . , ~
0O %ﬁsequenual CE K
[J Problems of immediate concern

0 Probrems of long- -range or
future’ concern -

[ Psoblems that have
short-range solutions

[ Problems with long-range’ solutions

Student Cha'ncféihﬂn:
[0 Gets down to work fast
3 1s slow to get started

[ Works best in the morning
(day person) .

[ Works best in the aftesrioon
or evening {night person)

O Catches on to ideas quickly. '

[J Neels “think time” to
comprehend new ideas -

O Likes to do homework

(J Endures homework

(IR Hates?\‘ommrk «

T

[J Gkes to finish tasks -
{J s not bothered by qnflnlshcd mlu

3 Puts off tasks
O3 tikes to finish tasks early

(] Prefens mental activity (nsdin',
writing)

] Prefers "dolnd’ things (bulldln;,
drawing, sports) - .
O meer&ﬁnl acﬁivity (drama,
speac \
, -

, N .
Exhibit 86: Learning Prefefence Proflle :
. Source I/D/E/A . *
v . N
_Reward Preference Factors:
—_—— e - £ FCertthentesfnbbonsawards - - -
() Grages .
3 (] Gradusuon credits -~
7] Praie trom purents .
s 7] Praise trom tellow students
[} Prase trom teachers (privately)
! (1 Praise trom teachers (pubhc%
! [j Publicity
[_] self-satistaction ¥ "
{1 Sense ot accomphshment -
. Activity Preference Factors: .
\ {0 Avid reader
{3 Listener
O Liketo wnte ]
(1 Prefer to talk over ideas ‘
~ (] Discussions :T studentled -+ ..
O Discussions — tsacher led
. - (3 Field nps
R [J Laboratory experiments
3 Research -
) [ Simulation
] Tutoring
. * Madia Preference Factors:
. ] Audio cassettes
. . [ Audio tapes b
O 8ooks
- [0 Cemputer-Assisted Instruction (CAl)
{3 Chans/graphs/maps,
- —+ O Films
: O Filmstrips . )
O Modals .
O Overhead lranspavencies
(0 Periodicals .
] Phonograph records
. 0 Programmed texts f
_ (] Resource files .
- Slides
.t . O television — commercial
(] Telavision —instructional +
1 Video tapes
! ! Grouping Mnﬂu_’h_cm:
] .Large groups for lectures of movies
- () Smail groups (from 3 to 10)
(0 Paired learning — lesrn together
(O3 Tutorial — teach or help another
- person leam -
‘~ 0 Independent — by o:mlf R
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- ' : Sludem Characteristics (comiwed) v ° Comments: . . . ... ________
. ) 1s usually prompt e L
S ' [T usually tardy P '

T ’ . . [ ts a neat, preC:se well-organized -
. . . . . person “ . 7 / @
o ) {3 1s organized but in a caretree way D . :

‘ [} 1s a lnetle bt disorganized . . - '

. . O s healthy - ) -
"+ 7 [0 Has health problems * )

O ts.an introvert . . : A
ts an’ extrovert .
. s .
Teacher Preference Factors— :
. Q@ Male {7} Formal dress
] Female © [J Casual dress
[J No'preference ] No preference _
< [J Under 40 ' : - . -
0 Over 40 : : _
O No preference

O Orsam‘zed . - - <
- O Oisorganized
{1 No preference
@ a Struclhred : '.,
(] Nonstruclured te e
Q No preference
[ Spectalist ) .-
~ (] Gerferalist - ‘ ~ : .
[J No preference ) .

. =[O Keen sense of humor Y e ' .
(J Down to business, - : .-
a No prefemnce s v =

Personal interest in studenu ' I : - -
Formal . ’
‘0 No preference

. . L]

* [ Same out-of-school intecest
- [[] Different out-of-schoal interest
[:] No preference

{a

X D Striet disciplinatian ) :

© [0 Moderate disciplinarian A Ta

. -0 tax Qisciplinarian - . ' ' - _ :

T . [ High éxpectation S S :

AERER -7 O Moderste expectmod L : -
S 0 lownpectatlon . - ’ '
FERE D No p:eference TRV q

-

~ - N : i ’ c s
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Exhibit 87: Project TeaCor Needs Analysis o .
“Source: University of Hartford, 1978 [ . S . | |
| y ’ T S .
AL CHANGES. ey, 2o —

In the spacé provided please check-any changes, ifany, which you think have
significantly altered, or may alter, the nature|of your job.
J . 5 s

——— 1. A change of schools (not buildings) «

-

~— 2. Our new school building . t
. "I 3. A change of assignments (grade level, specialization) Y :
/
Exhibit 88: Checklist.Format NS
- Source: University of Maine/Orono, 1978 . ‘ va i
A N L L
B . Very , Somewhat Not  Will  Might Will Not
: Interested Interested Interested  Attend  Attend  Attend
1. Design or redesign —_— —J_~ A !
» * curriculum materials ' : "
that will promote a ' -
positive set of assumptions , .
about minorities and AR . . .
“ their cultures S . : .’ )
, ~ Exhibit 89: Checklist with Open,-Endgd format

1. Do you understand _s'trategieé neceséary for effective teather/pa;‘ent/
community relations? o "

N
- f A Y

Yes . No___ Partially____ (éxp_lain) M

» [

>
b

4. Are you knowledgeable of basic bilingual edpcatioh

2

philosophies? .

. . . 3 n} . .
Yes__ No___Partially—__ (explain)” : . .
’ . & .
o - & . = ———
T4 ) — :
¢ ) . .t .. .
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Exhibit 90: Demographic Checklist »

‘o 1. AGE

. b. 25-29 years J*
¢. 30-34 years
d. 35-39 years
e. 40 years or older

2. SEX . ' \

a. male . o — J o~
b. femate | ‘ : . . R

3. RACUETHNIC GROUP

a. Anglo/Caucasian Armericar - '
b. Black/Afro American : “

C. Asian/Pacific American N S

*d. Native American’ : .

e. Hispanic/Chicano American

. . % 7 R4 .
4. WHERE HAVE YOU LIVED DURING MOST OF YOUR CHILDHOOD?
. L 3B ’ R

a rural " " _ e .
b. small town (under 10,000) o - .
. c. small city (10,000-50,000)
d. city (over 50,000), inner city '
e

. city (over 50,000), suburbs ¢

tion (Riley, 1963, pp. 174-176). Exhibit 91 illustrates a sociog-
ram. \ o C -
Each person in the group is identified by a numeral. Arrows
pointing toward a circle or triangle thdicate that another per- .
' son has named the individual as “friend” or “lpader.” Arrows = *
" poinyng from a circle or triangle indicate who that'individual = . . -
. .namt;‘ as "friend” or-“léader.”” This format is valuablq in - .
identifying informal group leaders, isolates, and perceived
. interactionp of groups. It'is'¢*way of relating observed interac-
~ tions with eived group structures. c :
) - With thése types of formats, the range of responses is lim- =
., ted. Time required to_respond to-and analyze responsesis - I
- teduced, and analyses may be more easily displayed. As with - - .
. all descriptive data, the more the instrument format restricts’

- ' -+ Developing Instrumengation 237, .
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Exh:bat 91: Socuogram ' _
Source: Houston et al., 1965, p. 70 - }

' .\hwv\'\\ 7
PURIDNEE g :
responses, the more information. is eliminated, discarded; or
disregarded. Data collecters should be gware of such restric-

tions and make decisions about these formats on the basis of
- “"""the information Tequired.

Questtomng/Numerlcally Deflned . 7

- This f6rmat is the most commonly used in all areas of edu-
- cation dgta collection. While numerous instruments exist, tbl- '
atively 1 variation in the formats is used for quantifying
~data-The formats presented in this section are representative . o
_of those used for collecting data about numerous. needs as- %
" sessment variables. However, the examples have been selected

as much as possible from those developed primarily for ne ]

assessment purposes. - o
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Exhibit 92: Hllustration of a Ranking Format

for Collecting Data
s Source: Richard L. Curwin and Barbara S. Fuhrman, Discovering Your
, _ - Jeaching Self-Humanistic Approaches to Effective Teaching, ©1975, pp.
e - - 2829 Reprinted by permission-af Prentice-Hal-inc Englewood Cliffs, New - --;---—-———‘—
' lersey. © :

’ .

B : 3 X
Below are 22 values that might be displayed in various ways in a’classroom. In
your ideal cldssroom, which are your top three? Place a ‘1" next to the quality
you value most in your classroom, a ‘2’ next to the second most important, and a
"3’ next to the third most important.

e Freedom ) e DOgmMatism -
—— Rigidity . -~ Orderliness T~

« —-— Self-Direchton Fayoritism =+ = $
— -~ Personal Cheice Creativity P
_____ Quiet . e Alienation
e Chaos ' . -.—%_ Mutual Respect

* — Laughter Privacy
e Passivity ~ —-— Equality _ 4
- Decision Making Dominance .
—. Fear N " - Fairngss
- Purposefulness ' Love

Most of the formats make use of some type of rating scale in
“which respondents assign numerals to indicate the degree or -
-intensity of their response. Ranking is a variation of this for-
mat as is the use of “multiple-choice,” “true-faise,” ‘‘yes-no,”
and “‘semantic differential’’ types of responses. .
. Ranking. A frequently used format for identifying educa-
tional values and goals requires respondents to assign a nu-
merical value to rank the values and. goals in order of their ~~- e
" importance. Exhibit 92 is an illustration of this format T
suggested' by Curwin and Fuhrmann (1974) for a workshop
activity. AN .
ith this format, the most important values for a school .
-might be identified in terms ‘of the collective rankings of .
- teachers, students, and parents. Goals may be similarly ranked
_ or-may be defined in terms of perceived importance by using a
-, format illustrated by the “Team Leadels Needs Assessment .
". and Resource Identification Instrument,” California Teacher
Corps Network. This format was developed to identify the

3
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+ most important needs areas and the team leaders who could

serve as resources for them (Exhibit 93). A procedure similiar
to this is used in the Phi Delta Kappa Needs Assessment Sys-

tem to prioritize goals. See Exhibit 29 for an illustration of the .. -

rating form and the dccompanying descriptien of the process.
These types of formats allow for quantification on the basis
of perceived priority. Because they require respondents to

- make finer and finer discriminations among choices, the} may

be a more valid way of obtaining perceptual data than are
some others. Another format offers multiple responses and
requires respondents to choose the one that best fit their
opinion or perception. An illustration of this format (Kiser et
al. 1972, B-8) is shown in Exhibit 94. *

This format is often varied: by omitting the numerals before
responses. In analyzing the responses, however, numerals are
assigned. This format is illustrated in the ‘“Parent Opinion

‘Schoolwide Survey” developed by the Learning Community

High School Change Program (Exhibit 95).

.These formats alldw for more specific definition of the re-
sponses; thus, information yielded may be more meaningful.
However, to make comparisons among variables in terms of
their relative importance is difficult. Variables may be com-
pared if a consistent rating scale is used for all items. In this
type of format, numerals reprBsent points on a mgmber-line.
Points indicate a range of potential responses, and respon-
dents select the one most representative of their-feelings,
opinions, or perceptions. Exhibit 96 illustrates this format
(State University of New York at Albany, 1978). .

This format has been used to assess teachers’ personal and
professional attributes as perceived by students’ An example
of this format, provided by the Student Analysis of Teachers
(University of Massachusetts, 1978), illustrates how data are
obtained to develop ‘a composite or individual profile for
teachers (Exhibif'97).

- Placing the rating scale alongside each item is a'variation

that may decrease time required to complete the instrument as
well as paogsible errors related to respondents’ memory of
scale-point descriptions. Exhibit 98 illustrates - the Student

- 240 *Resources Supporting The Procesé_
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Exhibit 93:-Team Leaders Needs Assessment:
- 1 and Resource Identification Instrument
. Source: California Teacher Corps Network, 1978

-

- J— S S

The instrument requires that you give each description one point, theég go over the
list a second time and give those things you would like tram*ng in a second point,
8o through the list a 3rd time and give the more critical topics a third point. Do

« this twice more for a tota] of five times. When you are through the following must
be t:ue: .

~ 1. Each descriptor must have at least one boim. _ !
2. At least one descriptor must have five points. .,

3. You must have used exactly the number of bomts specified at the top of each
part of the instrument.

4. No descriptor should have more than five points.

-The following steps may help in completing the Needs Asse\ssment Instrument:

1. Give each ite one point. »
2. Go through the list a second time and give each important item a second
point.
3. Go through the list a third time and glve the most important of.the items with 2 _
points a third point. ~ RN
4. Go throygh the list a fouith time and give the most important of the items"with , ‘
3 points a fourth point. . ’

$. Co through the list a fifth time and give the most impottant items with 4 points

_ a fifth point.
6. Count up all pomts given and delete pomts or add points to reach the total at
the head of each list. Q

r

PART 1 (60 points for this part) -

Points  Functional Descriptor ' Resource i .
1. Team Building .
2. Supervision of Interns . - .
3. Documentation of Internship - —_ .
— 17. Facilitating Interns’ Entry into Commumty : :
. ——— 24 Gaining States with Collaborating University

PART Hl (60 points)
Topical Descriptor
1. Multicultural Education
¥, 2 Bilingual Education "
«—— 23. Motivation for Inservice Education
24, Instructional Developmem .

S
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¥+ Exhibit 94: lustrative Multiple Response Format
Source: Kiser. etal, 197X p. 85 =~ + ,

-
\

} h—gemmb—hmﬁmmhmanﬁasﬁ‘w school treat your

; “child fairly?

i

—— 17 Always treated fairly -

——— 2) Usually treated fairly

————3) Treated fairly about halt the time -

———4) Seldom treated fairly o :
- . 5} “Never treated fairly . _ ' o0

———6) | have no opinion a : - L

" 14. How much help does thdchool usually give your child in solving his social
- problems? ¢

——— 1) All or almost all of the help he needs

——— 2) Considerable amount of the help he needs
L . ~——3) Little of the help he needs - i’

. ———4) ¥ have no opinjon . '

o

ra

Opinion Questionnaire developed byVqutlléhd State Univ&-\ ‘v
sity (1978). R : N .

. Another illustration of this format is provided by the “Stu- “, -
- dent Needs Assessment” developed by the Navajo Teacher e
. . Corps Demonstration Project (Northern Arizona Unijversity, , -
1978). In this format, respondents aré asked fo agree, disagree, .~
! - or indicate no position by circling the appropriate response:
s (Exhibit 99). sy Co
"o ~ Many formats using rating scales include the scale in con- « ™
junction with the item. Points on the lirié are defined, and - -*
1 numerals spaced at equal intervals are included. Respondents
! may bg asked fo circle the appropriate numeral, or they may be.
- - 'asked to merk_points,along the line. In many cases, distarices ..
-+ betweerr numerals ar points are:assumed to be ‘equal,‘and re- - E .
- . sponses are assumed to'represent equal-interval data. This as-,
. sumption is questionable. The format does, however, allow for -
. finer discriminations ameng responses and for responses tgbe. -
compared on the basis of ratings given. One illustration of this'
. format is previded in the “Final Evaluation of the Whitaker- - . “
vk gr 242 . Resources Supporting The Procéss
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Exhibit 95: Parent Oplmon Teacher Survey R
S Source: VD/E/A B oL L
8. Do you feel that what your son or 14 How d¢. you feel ab0ul the formal .
daughter is learning will help hnm or rules and regulations § require the stu-
her in the future? e denstofollow? ..
. v 2Py detnately, . More lax thad 1 would allow, |f '
~—— . Somewhat ' I were teaching
— - Probably not % S‘éefn about right . -
7 A . . - . | ¢
No o PR More formal than needed :
- "i) Do you feel that mih my help your T M“m oo strict s
~ sonmdauuhtertweﬁences more suc- 15, Do you feel that 1 have helped ‘
your s——
cess than failuse? - _ child to become a more confident, )
e Yes. do,,,,‘,,,,y : <. ", self-directedsresponsible citizen? ' -
. m f.’l;_()hiblv ves - . N —— Very definitely
e . = Probably no. . : z o Somewhat 5
R <7 Ney” SO . ) Litle coptribution ' >
’ .,.- 16, Are you sahsf)ed with my ;rbdm; -No s ?
IR Wtemt ¢ N 16. Have | helped your child zdenmy his
- . . L Yes < . - St hér s!nnmh§ ‘ .
. ~ . Needs some improvement/ - + - Very definitely o ’
o - St ) L . N vy ’ ‘
. . ) Needs major improvement P , Generally . P - '
' ' - No, shduld be totally ehanged L _'f‘_.‘S'omewhat K
. '} . 11.Doyoufeell giye your son or daugh: %" No L s T
e ':,': w:‘:,:m‘,e i what he or she is . 17, Generally, how do | you leel abou! me A
e . - 8oing . e : s 2 teacher? :
ke N o Frequently e N ¢ - -1 have very posmve feelings P
: Sometimes - ¢ ~.  -about you . .
. e . ] - :
N . SRR Seldom i ) T - Generally.1 approve of you 7 .
¢« Li.No- Y ‘l feel rather neutral - » .
S 12.. Haw do. you rate any conhch such as .. Thave some negative feelings -
. . "'phone calls, notes,or letters you have -7 1 believe yau are in the wrong o
. A had with me? . .. "+ busihess ! -
K Beneficral - - oo A : -~ ’ o .
Helpisl .« - . OthénComments: ’
oo . Adequate + . z ' . - -
N - Ineffective . ' e T J - O
- ‘ w7 Have not comacted you - : o ‘e . <
© * & 13. Alter completing one of . my courses, N R - . N
© « doexyour child havg a'greater desire . : o '
_ ' to leam moré about the kdﬂun . S ' ) .
RV Wﬂmw&ccm! g . A d
'\‘ Lo - ¥as,- he 15 more mteresled m . - LT . .
o e . _learning "~ © . - R .
T - ... There has been definite im-’ I — T —. a
S o provement of attitude toward '_ ST
I the subject . + 7 - - .
LT © 5 There has been little improve. ____* - _ -,
o . “ment in attitude toward the - . P B T
£" sub;ect L) o . . - ‘.,_,_ e b e - '.
. No. it "turned him off” ) S .
.. . - e ) v o < k e * - ."
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Exhibit 96: Sample Rating Scale - .
Source: Etate University of New Yarje— Albany, 1978
. k 2 M

-

Drrections,, fh the column provided, enter a number (1, 2, 3, 4, or 5) after éach

goal indic ating how important you think it is that students achieve that goal in this
. school district. - e - '

"X,

. Goal is: I - Inappropriate for schools

2 - Of marginal importance

3 - OO ayerage importance * ; N

4 - Of considerable importafce = B
S=+'E..xtremely important

Vi

GOALS N ¢ " IMPORTANCE
- J. Develop basic skills in reatling, language arts, and mathe- e
matics. ! . h . .

2. Gain a general education by developing a fund of-informa- )
tion and:copcepts, skills, special interests and abilities. _ -y

3. Learn how to examine and use information.*

14 - RS b

Columbia Middle Schdbl Spring Planning Retreat’’ (Partland
. State University, 1978). An eleven-poiTit rating scale was in-
-cluded for each itemn with the extrethe ends of the scale de®

fined. Participants were asked to rate aspects of the retreat by -

placing a mark on' the scale. The items and scales are illus-

trated in Exhibit 100. Responses were analyzed by reécording .

the numerical values assigned by all respondents for each item °

and computing mean values. In this way, a “score” féreach - -

item was determined and used to judge the success of the

workshop. = | R

This type. of format hasbeen used for teachers’ self;ratings

.

- in relation to teaching competencies. In the Teacher Compe-

tericy Inventory, developed for thé Houston Needs Assessment ~ _
System (Houston and Bain, 1973), points along the scale are
defined.in terms of “‘indicators’g§f the competency. Respon-
dents indicate. their level of perf ance’ along the scale in
relation to the indicators that best describé their own behavior.
(Exhibit 101). Rating scales defined in this wa'y allow fot more .
. definite interpretation of scale points (and competency) by
both respondents and data analysts. Both validity and relia- -
244 ~ Résources Supporting The Process - " . <~
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- Exhibit 97 Student Analysis of Teachers
° ' Seurce: University of Massachusetts, 1978

PART A_. e e e e e e e e

®

. Foreach part of the statements in Part A, choose the response which best: shows

. how you feel your teacher is doing. Write the number of the best answer in the

_ space next to the statement. Your opinion counts. Please be honest THANK
You! ‘

1. This teacher does an excellent job in this area. (No improvement
*b - needed) -
2. This teacher does a gtg ;ob in this area. (Little improvement :
needed)

3. This#eacher does an average job in this area. (Some lmprovement' -
needed) :

Lo 4. This teachér'does a poor job in this area. (A lot of improvement

5. This is not a necessary thing for the teacher to (L in this area.

L}

.

1. The way me teacher listens to students’ questlons \

2. The w_ay the teacher listens to students’ corﬁments. o

"

——~--3." The 'way the teacher helps me if | don’t understand something.
4

s . -

4 The teacher’s patience.

——5. The way the teacher explains things. ' ,

e

bility of mstruments are more. easnly determmed when scales . .
are defined to this extent. o
Some formats have utilized two ratmg scales for each item s
~ so that variables “may be rated along two dimensions. The
Teacher Corps Project at the University of New/Hampshire "
(1978) used thisformat (Exhibit 102) to obtajp-the opinions of
. teachers about the importance and present condition ,of needs.
areas. A number of similar ifstruments ar® illustrated in
~."Chapter 6. Exhibits 39, 40, 41, and 42 and their related discus- -
- sions suggest a range of formats and approaches..
. Another type of scale which may be used for. needs assess-
ments is the Guttman Scale. Riley (1963, pp 464—-499) de- e

r- o S Develo;‘f ing Instrumentatlon' 245
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- Exhibit 98: Student Opumon Questlonnaare/ * .
_ Scale Point Descriptions -
'./ Source! Portland State Umve(snty, 1978

» h ]

’ 1. Not very often .
- 2. Sometimes
' 3. Often ,
4. Most of the time
: 1. linvite school friends to my house * S o2 73 4
] N -~ ‘ » '
Y 2. °Other boys and. girls at this school bother me 1 2 3 4
. 3. My friends want to go on for more education after .
hlgh school. . 1 2 3 4
. ~Jhere is a lot of laughter when our class is - L-or ' :
- her. . ~ I B
Exhibit99: Sample Usnng Agree/Dlsagree chhotomy 4
Sour(e Northern Arizona State Umversnty 1978" P
- A U D 1. My teachers tell us what we will learn before we study the .
" 3 2.1 7 lesson. . '
: A U D 2. My teachers do not make me mterested about kearning some-
' 321 thing new. . . : »
-A U D 3 My teachers tell us what work we'are supposed té do.”
. 3 2 ] . N -l

Exhibit 100: Ranking Scale for Assessmg Retreat
Source: Portland State Umvetsity, 1978

2 . 1. To what extent were thé purposes for havmg the rexreat achieved?
Very little .__ ; ] Very much '
P17 2 3 4 576 7 8 9 1o P
_ 2. Assuming adequate fpllow -up, how valuable wits the retreat for the school?
PR Not valuable _ Very valuable
R o 0 172 3 4 5 6 7 8 9 1o .
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Exhibit 101: Teacher Competency Inventory o

Source: Houston and Bain, 197

Competence: Adminssters and interprets asessment techniques;
sOCromhetri s '

standdr(),‘i‘:zed“eszs and

&

4 T

Towards
'y -8 9

-

A, Administers standar-
dized tests only when
ac heduled by central
administration.

B. Files test re-
sults in mdlv:dgdl
student folders.

1
L]

C. Uses standardized
test data for evalua-
tion of individual.

A. Admmust_ers standar-
dized tests according
to directions in ac-

companying test manuals.

B. Reads test results for
individual students.

C. Uses test data to

determine 'the nature
of the class.

Y

A. Selggils and ad-

ministers standar-
dized tests‘'when in-
formation is needed

. on individual students.

B

Understands and

uses in interpreting
test terms such con-
cepts as reliability,
validity, standard
deviation, Standard
score, national norms,
local norms.

Knows and uses the
variables that can

affect individual

scores when interpreting

test resylts.

D! Uses test information
as only part of total

evaluation.
4

'scribes this scale?in detail. Basically, use of the Guttman Scale T
* . assumes that individual response can be categorized into cells
- in accordance with the presence (+) or absence =) of pre- o
’ ~ wscribed indicators. If a mipimum of two suech indicants is ~ .
" used, numerals may be assigned to scale points on the basisof .,
the cumulative presence or absence of indicants. In other ‘.
words, for any group of réspondeénts, the following combina- '
tions of indicators may be present: ++, +—, —+, - —, This,
scores of 2,1,1,0 may be assigned and arrayed along an equal’
‘interval scale. The assumption is also made that for any ran-

Developing Instrumentation 247 ST
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Exhibit 102:.Two-Dimensional Scale | R

for Rating Importance

and Present Conditions of Goals =~ .

- e A0 S0urce: University of New Hampshire, 1978. .« . .o "

s o - '

_ The scales are as follows:
Vi--Very Important . G—Good
Fl—Fairly Important , F—Fair

g .NI—Not Important - . P—Poor _ .

DK—Don’t Know _ > DK—Don't Know

Lo 20. Portsmouth Junior High School ad- VI FI NI DK G F P DK

ministrators’. educational viewpoints Ty
are understood. "' ' .

21, Student involvement in the evaluation VI FI NI DK G F.P DK

. of programs. _ _ . - s

" 22. Our school reflects its school philoso- VI FI NI DK G F P DK,

phy ' )’. i
23. Communication between reading VI FIl Nl DK G F P DK
teacher and classroom teacher. _ .

.24 Students promoted on trial but not VI FI NI DK G F P DK
working out the first month could be ’
returned to the ‘previcus grade.

- . . Lo

B d

dom sample of a given population, response patterns will be
“ evenly distributed among the cells in such a way that fre- -
quency of response. patterns may be determined and the as-
suniptions underlying the scale may be tested. An jnservice
education survey, ‘‘Needg Assessment Survey—Teacher Corps
Cycle XII, University of Hartford’” (1978), illustrates this ap-~ -
proach (see Exhjbit 103). I AR
v . In this format, areas related to training programs are defined
' in terms-of passible indicants, and respondents rate the degres
to which each indicant would be necessary or destructive to
the training program. The uniquenesg of this format is that it =
utilizes the potential response patterns as scale-points, thus -
- simplifying analysis. The scale may also be applied to other =
formats for which indicarits have been empirically defined. .
The Guttman Scale has been used widely for quantifying *
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Exhibit 103: Hlustrative Guttmann Scgle
Source: University of Hartford, 1978 ’

]

PRIORITIES : ' -

(Please rate each of the following possible elements of an ifBervice training
program in terms of its importance to your participation. Please check one
* of these columns for each factor). ~ C _
CODE: + + A necessary element of the program (i.e.. if it were missing, |
would not participate) *

.

+ A preferable element of the program .'
0 Neither negative nor positive (doesn’t matter to me) .
- A negative. but not critical, element ‘ .
- ~ Adestructive element that would preclude my participation
(te. 1if it were included | would not participate) -
. neces- | prefer- nega- | destruc- ‘G
. _ . sary able | meutrdl | e tive
Credit options for training: ' ++ ¥ o - - -
Univenrsity Credit -
* Board credit
No credit
Other (specify) )
Types of monetary benetit for training:| + + + 0 - -
No tuition charge L .
i No registration fee .« . ‘ ‘ N v
Summ\Kr stipend -
Other (specify) \ .
Time at which the train\p . . :
would be offered:| + + + 0 - - _ e
'~ Before school hours ' B
" During school hours | . : \?\4\ :
Directly after sctiool _ . e P
: Late afternoon ' _ . . ’
Evenings . ) '
Weekends - L
~ School vacations . g N Y L
. Sumemers : -
Other (specify).
. - : - | - @
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~ attitudinal, achiévement; inte]ligence, and social variables._

One of the-few. scales that can be designed to meet the as-
sumptions of interval scaling, it is a valuable tool for needs

" assessment. Y

In this section. examples of formats combining Quesfioning

" with Numerical Definition have been presented. Illustrative .

formats were primarily developed for needs assessment pur-
poses, although manyestandardized tests which also use the
format are available. These tests usually make-use of a multi-
ple choice format in which right and wrong answers are the
primary definition of scale points. Although nermdl scores
which allow individuals to.be compared on the basis of their
performance on the tests have been determined, the validity of
the instruments for all populations has been questioned in the-
last few years. These instruments should be used with caution

as a source of data for needs assessment.
)

Documentary Analysis/Descriptive*
~ s

.The most available sources for Documentary Analysis/De-

.scriptive data are teachers’ and administrators’ logs; anecdotal

accounts of school and/or classroom events; teacher lesson
plans; student work assignments; records ‘of ddministrator-
teacher, administrator-student, teacher-studegt, counselor-
student, diagnostician:student, teacher-parent confefernces;
records or minutes of meetings related to various topics; pro-
cedural handboaks, or memoranda related to procedures.
Textbooks, curriculum guides, and instructional materials are
also sources of this type of data.

In this format, the focus is on the content, contex}, and de-

scriptive properties of the variables under study. Teachers’

and administrators’ logs may be analyzed to determine the
major activities engaged in over a period of time, Principals
who perceive themselves as instructional leaders may find,

'Vlrluaily no_lllustrativo formats have been identified for the categories of .
Documentary AnalysisDescriptive and Documentary Analysis/Numerically Defined.

- For this reason. discussion of the two formats is limited primarily to the sources of

data and potential analysis procedures. All illustrative formats for guiding the collec-
tion and recording of data-are contrived for the purposes of this discussion.

» e
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through such an analysis, that they are devoting the majority ,
of their time to correcting student behavior or completing ad-
ministrative reports. Analysis of tedcher lesson plans and stu-
dent work assignments may reveal that teachers who believe
themselves to be focusing on basic skills may be, in fact rein-
fgrcing dlsruptlve behavior or providing instructional ac-
tivities that promote divergent thinking.

An analysis of the reports or minutes’ of conferences Gt"
meetings may reveal physical settings that do not lend them-
selves to open interaction or ‘‘screening” devices ised to
avoid discussion of critical topics. . ’

In Documentary Analysis/Descriptive, interpretations are
made on the basis of unstructured analysis. Clues to histgrical
. development of institutional practfs, influence of important
] individuals, mterplays of persona ties, and geographical or -

Exhibit 104 Teacher Anecdotal R'ecord
Source: Teacher

In the following account, the teacher is describing the behavior of a pupll in the
class. According tp the teacher, this type of behavior is not unusual and the
teacher is perhaps making a case for further action on the Ppart of school officials. «

< Mon., Mar. 3, 1970. john Blue created another disturbance in class today. Another
student took a pencil from his desk and John became alfost hysterical. As indicated before, .
this is not untypical of lohn's behavior in the classroom. john yelled at the other student and ‘
at me when | tried to calm him down. I first tried to reason with him, telling him his behavior
" was,very immature and that there was no cause to get so ex<ited. He yelled back that | didn‘t
- carAwhat happened to him and that if | didn’t see that other students didn’t bother him, he
- would have to take up for himself. Regardless of my attempts to calm john, he became more
excited and | ﬁnally had to restrain him with force anq virtually drag him to the principal’s
 office. The entire incident greatly disturbed the other students and it was some time before
we could settle down and get back to work. (1)

1' i

(1). It is possible that the entire account is biased in favor of the teacher. John became
“hysterical”’, “yelled”’, and had to be forceably restrained. The teacher was “calm’” and -
“reasonable”, and, even when having to “drag” fohn to the principal’s office, and was
concerned about the effects of john’s behavior on the class. There is possibly some person-
‘ality conflict between the teacher and john as indicated by the teacher’s refegence to John as
immature and over-reacting to the incident. john obviously feels that the teacher is not going

to protect his i when another student is involved. john's percepﬁons mal be-fairly
“accurate as indiciedlby the lack of deference to the teacher's actlons of reprimands re- .
~ garding the stude took John’s pencil. ) L, b
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sociological context of critical events may be obtained and
their interrelationships inferred. Interpretations are primarily

" inductive; that is, given this information, what does it mean?
.~ Information is not systematically treated and no structure is ~

imposed during data collection and analysis (although some
pre-conceptualization usually guides the selection and re-
cording of raw data). Analysis and.interpretation is “generally
rather loose and intugive” (Riley, 1963, p. 242).

Reporting data c‘xsists of nagrative descriptions of in-
terpretations supported by raw data. One form, illustrated by
Riley, uses raw data as the primary content of the report with
introductions and footnotes ¢ontdining interpretations. An
example of this type of report is shown in Exinkgi104.

As evidenced by this illustration, intempretation is based on
rqw data”While interpretations will vary according to the Per-
ceptions of the data collector, inferences drawn must illustrate
logicgl relationships. Data collected through this format may

| be biased by the perceptions of the ¢ollector, and collection

may be time-consuming. However, us\_a of the format can pro-
vide perspectives that may be important for needs assessment.

Docurfientary Analysis/Numerically Defined \ «

!
\ +

In this format; data collection and 'épalysis are far more,

structured. Some type of ‘“model” is developed before data

collection begins. Schoal and college records, census records,

attendance rosters and reports, financial reports, state or fed-
eral audits, membership rosters, student permanent record
files, personnel files, student progress reports, evaluation re-

ports, project reports, registration forms,| and medical and

psychological recordd are examples of sources of data for this

format in addition to those identified r Documentary . -

Analysis/Descriptive. Using* this format, achievement data
across several years may be collected and interpreted in terms

of trends for individual students, defined groups of students, -
or for entire schools or schqpl districts. Changes in institu-
tional or community dem’t%raphic pattergs may be high-.
- lighted through longitudigal data. Programmatjc data may be
quantified and related to student achievement. pudgetary al-

\
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! lotments may be related tc{ the effectiveness of components of
the institution. The use of such data is a powkrful, seldom-
used, and viable approach ifi needs assessment if care is exer-
| " This type of format has been used to relate such variables as __
. pupil achievement to ethnic background, economic status, ~
and teacher characteristics. School attendance, overall '
achievement patterns, teacher job satisfaction, and school
dropout rates have been-related to the demoggaphic makeup of
the community. Use of- existing data collefted through this
format can be extremely useful for needs assessment. Because
so many data are already avwilable and because use of such
data can reduce the resource requirements for needs assess-
ment, full consideration should be given to use of this format
before decisions are made to collect new dats. o
Basically three variatious of this format are used to facilitate
the collection and recording of data. One variation consists of
a listing of the type(s) of information to be collected with .
blanks to record the information. This format & particulatly
appropriate for collecting summarized data that has already
been quantified, as shown in Exhibit 105. |

\

~

Exhibit 105: Summarized Data Form . ’
" for Documentary Information '
SUMMARY OF STUDENT INTELLIGENCE SCORES
Year Range School Enroliment
Sunbiddbeb b b L I LD T Tt TS L R *: ------------ ‘-
1969 67 - 154 1,026 '
1970 62-156 1,125
1971 °, 647 160 1,008
1972 | 54 149 1,008
Yo . 1973 68-139 / - 1,003 :
: 1974 ©82-151" . 605 v
1975 . 85-161 636 - _ '
1976 84.159 710
1977 #5161 @ 703 -
. 1978 8" - 162 R 723 . e
7 — _ ' v
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As illustrated, these data may simply be recorded from
existing documents. The data to be recorded have been pre-
determined and can be recorded in summary form. This for-

—-- - mat.can be used for recordingdata’ about many variaBles.

‘Family income, average yearly income for the community, av-
ergge daily attendance, student achievement scores, number
of families residing in the community with school-age chil- |, .
dren, number of professional staff members, ages of students .
and/or professional staff, years of experience of staff, years of *
professional education- for staff, and number of absences are
orily a few examples of data that have already been quantified
N in many schools. |
This format also allows for preliminary analysis of data by ;
recording data by groups. For example, the format in Exhibit .
\ 106 might be used to examinegrelationships between income
level and average daily attendance. N

Exhibit 106: Relationships between Income Levels
and Student Attendance

L/ s ,._‘_‘_ — —

| AVERAGE
INCOME LEVEL ‘ NUMBER OF . DAILY . RATIO
’ STUDENTS ATTENDANCE
Less than $10,000 . 356 297 83
$10.000 - $20.000 678 660 .4 . .97
_ _ \
\ 50000 - $30.000 454 448 99 -\
; - \
$30,000--.$40.000 215 - 209 .97 -\\
. - :
Over $40,000 58 _ 42 .84

~ 7

Groups may be formed on the basis of many factors, such as
ethnicity, number of years in the school or community, grade
level, sex, family characteristics, institutional affiliation, and
membership in organized community groups®Data collection -

i
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combinations can provide data appropriate for identifying
corrélations among numerous variables. :
Another format variation makes use of coding of variables.

In'this format categories of content are identified and defined
in much the same manner used for coding direct observations.
Each category is explicitly defined in terms of indicants
(Riley, 1983, p. 331). As with categories for Direct Observa-
tion, the categories must be exhaustive and mutually exclu-
sive. Rules are established for assigning information to a‘spe-

~ cific category and are used as a guide in data collection. In-
struments using this format consis}, of two parts: “(1)acode, or -
a set of code designations, made up of numerals, symbols, or
names of categories, the code lists all the points or intervals or
categories marked off on each dimension of each property. . . . !
(2) coding instructions which, on the one hand, define each
dimension and.its categories in terms of the conceptual model,
and on the other hand, specify the kinds of data to be taken as
indicants nnder each category” (Riley, 1963, p. 331). .

In other words, development of this format requires (1)a g
conceptualization of ‘ghe properties of variables; (2) explicit
definition of variables in terms of their exhaustive indicants;

(3) identification of variables in terms of some type of code—
numerals, symbols, or category names such that specific cases
can be classified into only one code designation; (4) coding
instructions or the rules by which specific cases are assigned
to one category or another. Information is examined to identify
cases which meet the criteria for <ategory assignment, and-
each case is coded (tallied) into the appropriate category.

A simple illustration of this procedure is the coding of indi-
viduals according to categories (levels) of income. Categories
are specifically defined to include all cases of incomes within

- a given range and to exclude all cases that do not fit within a
defined category. As specific cases are identified, they are
examined to détermine their “‘fit” with categories and tallied
within those categories. This is illustrated in Exkibit 107.

Categories may be defined for any meaningful unit of infor-
mation related to needs assessment. Leadership styles, teach- .
ing styles, categories of student-achievement, and categories

\_ | Developin7_'lnstrumentation 255
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’{ Exhibit 107: Income Categories Used ’
to lllustrate Tallies in Categories

L4

—— - - ppto. o 10:000- - o 20,000 - 30000 - - above T
: 10,000 20,000 30,000 40,000 40,000

LV TR VI Y VI TR VT T YR VR ™
N r'ununu' LR R T TR YO T
MU N TN TN NN M W

of parent interactions with schools are examples of types of
categories that might be defined. Once categories are defiried,
data related to the categories may be obtained from a number -
of sources. For example, categories of parent interactions with !
schools may be defined and déta obtained from teachers, prin- .
cipals, Bounselors, and nurses’ records; from PTA attendance °
rosters; from school visitation reports kept by teachers or prin-
cipals; or from “Back To School” sign-in sheets. '
Categories might be defined and symbolized as shown in
Exhibit 108. While these categories have not been empirically
determined, they may be assumed to be inclusive and mutu- /
ally exclusive for illustration purposes. With these definitions,
‘existing documents can be examined to determine spedific
cases which fit into each category. A more systematic ap-
proach.is to identify a random sample of parents, then to
examine records:to classify cases into:each category. From this
~ type of analysis, an overview of the types of parent interac-
tions with the school could be determined. s
Another .variation of this fMat;ng'scales as a v
© . means of assigning values to the variables being studied.'T e .
rating scale ‘is particularly useful for examining curricular
materials and documents related to programs. ‘Teacher lesson .
* ., plags, for example, can be rated on the basis of inclusion of
' pre-determined desirable components, such as objectives,
prepssesstment activities, variation of learning activities, and .
evmtion and feedback dctivities. o '
In developing such formats, the specific components of the |
* variable to be studied are explicitly dgfinetlig. Rating scales are’
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Exhibit 108: Categories of Information

for Needs Assessment ' .
: Parents who have had no recorded interactions with the scifool !
———————|~ during the past

Indicants: ‘These are parents who have neither contacted nor been '
contacted by the school; and who have not interacted with the
4 schoolin such a way that they can be classified into any one of the
following three categories.

Parents who have negative interactjons with school. . : 2 _ ‘

Indicants: Parents who come to schodl only when contacted o
- about a problem. Parents who tontact school only when there is a )
problem. (Problems may relate to- student behavior, grades,
- truancy, absenteeism, illness, dlscuihne grade-placement,
. teacher-student confitct, pupil-pupit conflict, teacher- -parent ‘con-
flict, conflict between pupil and other school personnel, student
yse of drugs, smoking, dress & haircode violations, vandalism, -
excessive. tardiness, fighting, disrespect to others, abusive lan- | *
.| 8uage, leaving- school without permission, refusal to accept
,pumshment from_schdol personnel, excessive punishment (or
' un;ust pumshment) ob;echons to school rules or practices).

' Pamuwhohavematwcmteuctmwithscbools. . ' 3 7 K
- Indicants: Parents who seek contact with the schoot 1and with . C A
whom contact is sought) when there. is no student problem or| -
. conflict. (Such contacts may be in.the form of school visits to R et
' discuss student progress, school curriculum or extra-curricular ac- S S
tivities for students; PTA or FTO mee!mgs or functions; school . . -
~ activities to which all’parents are formally or m(ormally o : )
_ invited—e.g., plays, programs, school.visiation activities, gculture .
. " fairs, open house, athletic functions, concerts, awards programs, - Lot
. field days, mtprscholaéhc league competitions; planning meetings | “
e for needs assessment or program development;. volunteer ac- [ _
tivities, such as tutoring, sponsoring parties, driving students to | -
scHool outings, giving talks or demonstrations.in a curricuum- |5; .
related aréa; sponsoring or coaching school events or teams; in- T S
formationat. meetings related to some aspect of school 1 '
' functlons-—phnmng for school panies, @edeadef umﬁ)rms, etch|

g -bhnnu who have hoeh podtive and negatlve lnleracﬂom with 4 T RS
- . Indicants: These are parties who have 4ntera‘ttlons whcch fitinto] .

-+ .| both categoties 2.and 3. Do nat make judglpents based on fre-{ .
BRI quency of type of mheracnon above the other type..If parént | .
: has had IQ positive contacts and only one negative contact, that| ~

parent is still’ classnfted’mto thls category. ., <. .

4 4 . v
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devéloped to quantify the components on the basis of absence,
‘ presence, and quality of desirable characteristics. For exam-
ple, for objectives found in teacher lessoh plans, a rating scale

R

—— -~ might be-developed which defines bd&fs" on the scale as
shown’in Exhibit 109. - . e i
N A - L )
‘. Exhibi't'l()‘)‘: Sample;Rating Scale for Lesson Plans
3 \\ . ke ) -
v U=Objectives not included. ___ - s
L--Objectives qh('luded. but-intended outcomes. are vague or ambiguous, no,
’6’ performance critienia or conditions included. Il o B
2-—Objectives ¢learly stated in terms of studdnt Behaviors. ' - : L

s . - : e ¥
.

S=Objectives cleardy stated ih terms of student behaviors and perfogpance **

S . criteria. y ) . -

7 ~ ’ ! : o~ * ST )
) . . o .

“4-~Objectives clearly stated in terms of student behaviors, performance ir',@'a" -

¢ . and conditions under which behavior shguld‘ occur. T '
- - . " : e 5 L4

e . . - > .

‘,45

With this type of ratjng§scale, in which successive ratings
are based:on an accumiulation of desirable charagteristics, it is
relatively easy {o'make objective judgements in assigning rat,.
. ings. Instrupaents including such scales may be used to collect

\/v data“abg;.it' a number of programmatic, organizational, ‘and
people variables that can be useful for a needs assessment.
Such data can be obtained from a variety of sources which

RN

- - presently exist in documentary form. - S
-~ These formats are illustrative of the types that can be used
o for quantifying data obtained through Documentary Analysis.
R While data obtained ‘through ‘this format are subject to. the
' " limitations described in earlier sections of this chapter, this
- format is certainly a viable and useful one for needs assess-
S ment. Vast quantities of data are already available related tg g
| - educational institutions, the community, and their various i\
components. These data should be considered as a means of -
- conserving needs assessment resources. In’ addition, these .
data must be considered if a total picture of the targets of

-
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_ needé:arssessméil‘t is to be developed during the data collection
3 - phase- ' :

- In this:section of the chapter, six different instrumentation
formats have been ‘discussed .and iMustrated. Each of these
+ formats can provide useful datafor needs assessment. While
some formats are more appropriate for Collecting inforfation
~+  aboutt some variables, it is not'only possible but desgable to
.- use combinations of formats to collect data. For exa ple, the
"co‘b_in_ation of Documentary -Analysis/Numerically efined
s and Direct Qbservation/Descriptive can provide a comprehen: .
"7 sive overview of the demo raphic characteristics of the school ‘
or commiinity. Student ag\hie\'/ement data collected through
use of the Questioning/Numerically Defined format can be
* verified through Documentary Analysis/Descriptive of student - -
products, such as worksheets, reports, notebeoks, or unit tests,
-~ A more thorough assessment of teacher competency ¢an be
’ obtained if both Direct Observation/Numerically Defined and _
student perceptual data obtained - through . Quest{onin /Des-
criptive are uged. Again, it is emphasized that choice of in-: .
strument format is a matter of determining the “best fit” be-.
" "tween information desired, the_analysis and reporting -proce-
dures to be used, and appropriatg formats. a

AY

»

PS
‘\
.

.Needs Assessment hstrumér;.tsaﬂ-?“g.

In prteviou&sectiohs of this cljgpter. categories of variables
rélated to the targets. of a needs sessment are identified. In- “
$trument formats have been discussed in terms of combina- "
tions of data-collection procedurés with data-recording pro-
cedures. In the latter discussion, examples of needs asséws;

+ + ment instruments were used to illustrate the fotmats and, to
some extant, their appropriateness for some of the ' variables. |
- Needs Assessors have been cautjoned to makefdecisions about e
.., Instruments in terms of which Tormats ptovide the most reli- _
<" able and valid data in the most &pedi;iop;%nanner. In this _
;section, formats that can bé ‘used to tollect data about .
. bategories of variables are identifted. In making selections, the *  *,
" advantages, disadvantages, limitations, and data yleld for each_ L

. -format should be consideted. KX ¢
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"Exhibit 110: Categories OK/ariables

L 1—Dirgct Observation/Descriptive  4—Questioning/Numerically Defined
) . ? 2—Direct Observation 3—Documentar{ Analysis/Descriptive
o ’ Numerically Defineg - 6—-Documentary Analysi/ ~
. : \—Qusnuwomwm Numerically Defined

L3

. Instrument Formats \
- , 12134 |5]6

! PECIPLE _
| . A Student Vanables : 4 ”1 .

Personal Charactenstics - x| x | x| x
Altitides, Values, Interests i ’ x| x
Ghals and Prionties ' x| x J.
Behavior. « x| x x .
. [} <10 .
Knowledge. ’ x . -
socilogical Context : . . ’ x| x [x

B Teac her and Protgssor Variables,

[ N L A
-
s N

-2

“
.

1 Personal Lhara(tensu(s _ x| x
2 ‘Altitudes ttiward students, school. programs

Goals arkf %onhes s . e
(ompetémé R ! x
Behavior ., - | . x| x x| x -

¢ Administrators ' : o

[V I o
x Mox
A o x x

. - .
» 1 Personal Chacactensticst x{ x Ix] x|

< Attitude toward pedqb school, programs . x
’ 3" Competence S . ' x x x )
R ' ' D Parents and Commumry e ’ . . . ._"
I Personal Chara(tens:rcs N ) x| x x| x|
2 Current Conditions . x| x
3 Amtude toward people. s;chool programs x| x ) \
I P‘OGRAMS : _ : .
A CurrTcuIar Prognms Lesson Upn and Modulc . af
Content and Sequence . ) .
-~ 2. Strategies and Methods . x| x
] 3 Resources . ., - xhxpx| x| x]x
L _ M. ORGANIZATION - ' o .
oo ’ ) A. Govermance * e [ _
) ' 1. Policies . . -~ - . 1 Il xE x| -
2. Composition . S x x {x]
_ -8, Administration S R
N I Personnel - - - 1.x
- S 2. Faulmts v . . ol x X,
.ot 3 m . T . k =
: 4 insruction : L 11 ,-
' T C Mammdlmate“ e L A R
IR 1. Schoot Satisfaction” R x| x| x| LN
. : N N wmn Refations, - R Ed I B I ) I

x x

»

,.
o 2 o X-

»
x M,x X
-

»n

x

»n
o
')
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Exhibit 110 lists categories of variables. Instrtiment formats

which may be used to collect data related to each categmy are. [ ... -
identified in the columns on the right. : : :

© Summary

Two factors related to the selectlon and develo.pment of
-8 needs assessment l’nstruments are determination of the vari-
¢ - -ables associated with- the people, programs, and organizg-
,tlonal structures which are the targets. of a needs assessment
- and the instrument formats appropriate for obtaining. data
‘about the variables. Categories of variables related to pach of
‘the targets have been_ identified. (Speciflc variables within
- each-category are listed in Appendix* A) Specific variables
and their indicators or properties consntute the content of the ¢
Needs Assessment instrument. - . '
Six ‘instrument formats have been identified based on the*
interactions of Qata-collectlon procedures with'data-recording
7 procedures. Thamat types aré (1) Direct Observatlon/Descnp-
tive, (2) Direct Observation/Numencally Defined, (3) Ques-
tionihg/Descriptive, (4) "Questioning/Numerically Defined, (5) e
Documentary, Analysis/Descriptive and (6) Documentary .0
- Analysis/Numerically Defined. All.of these formats are useful =~ -y
for needs assessment, though some may,be more appropriate
_than others for ‘specific variables. Thorbugh data.collection . -
would probably require the use of all formats, p 'cularly .
those employing Documentary Analysis. ' |
_ Finaf* chart has been presented that should - help needs A
assessors make decunons about instruments based on selec-
tmﬂ\of variables and appropriate formats. X

£
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APPENDI(A " . \z ’

Listing of Potential Stu'dy Va’riable§

4 PO

&

On the followmg page ﬁre listed a number of potential vari-

" ables for a needs assess ent. Drawn from a survy of previous
' smdles, this listing is designed to stimulate ideas in needs
assessors. A box precedes each variable as a way to ldentlfy
promlsmg ones for your study.

Variables are:
three targets.o

e needs assessment, Exhibit 110 (in Chapter

10) provided a perspective of this orgamzatlon anda guide to
i vm}ables ' . -
. -People. ; '
A Student variables
1. Personal characteristics | T, -
[Ja Age *
- [O b. Ethnicity T
v O c Grade ‘ .
- [ d. Religion '
m a. S.x - ]
[ f Place of birth
{0 8- Current address
h.. Length of time at'current address
- [J 1. Location and length of longest residence
0. - Number of siblings :
\, O k. Birth order in family
(] I. Mode of transportation to and from school
T m. ﬂ,\(lntime to reach school
0 O n ountnecessity of outside work e
" [ o Punctuality _ <
(O p:  Degrea of responsibility displayed . "
‘" [ q Speaking vocabdlary@ _ . o
[ r. Other . o < * ) .
Potential Study Variables 265
2 . v

anized according®® syb-categories of the

*
R



- 2. Attitudes. values, interesg ' /
(J a. self-concept *

o e e e E} (,1) As. vwwed_by self. .. U e
[J (2) As viewed from perspective of others

Locus of control

Feelings about peers—those of same race and those of

another race .

d ration with peers

e Per tions about school, transportation, comnmunity

f.  Effect of parents’ attitude toward academlc excellence

g. Attitude toward school '
h.
i
]

o

Amount of reading time in the home .
. Amount of time spent watching television ‘
i Amount of study time
k. Participation in extracurricular activities .
I.  Attitude toward 'work, success :
m. Willingness to sacrifice
n. Attitude toward property
o. Desire to'learn-
p
q
Is

Alienatjon and estrangement
Other

als and priorities .
a. Desire for higher education .

b. College and career plans .

c. Desire'to excel
d
e

f

QDDDDDBDGDDDDDG 0o

()

“DNDDDDDDD~DDDDDSDwDDDDDD

Preferred occupational level
Lifelong learning plan .-
Other '

avior ' _ _
Signs of overt and latent hostility . : Ty
Incidence of laughter and anger - .
Disturbance in class _ :
Vandalism C
Withdrawal and non- partic1pation _
‘Response to strangers in school environment
Behavior in peer. group -in classroom and on the play-
round' .
[Participation in schopl activities , ~
Fighting o .
Haragssment - - 1 . PR
Sweari . . ’ . 7‘ . -
Name-¢iling . ' )
. Arrests 2T . ’
Other . . o : S
wlede.'- ' A
Cognitive abilities. (sensorimotor, labeling, patterning, '
oo ~ and attribution) .
- b’ Pre-school attendance (nursery, kindergarten) ' .
e v ! E] C. lQ » : v *
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(0 d. Verbal ability
(] ¢ - Reading comprehension
[t Mathematics achievement __ \ e
¢] 8. Learning problems
(0 h. Learning styles
[(J & Listening skills
[Jj. Communication skills ’
0 k. Other ' : .
8., Sociological context
0] a. . Type of dwelling (héme, apartment, mobile home)
. O b. Size of dwelling (number of rooms)
(] c. Number of appliances in home
[J d. Number of persons living in home
(] e. Number of generations living in home -
(J £ Type of community (urban, suburban, rural) !
(] 8. Head of household (male, female)
(J h. Languge spoken in home aKRE
(J i. Educational level of parents
. B j. Primary source of income for parents
k. Mother's occupation
(J1L Other
B. Teacher and professor variables

1.

00 000 CO0O0CO0 CO0000CO000 ™

T

TR -0 a0 o2

nal characteristics ) - : .
Age . '
€thnicity - -

Appearance
Personality
Marital status © .
.Sex .
Political affiliations -
Grade or subject taught i e
Tenure _ . :
.-» Geographic area ‘of high school from which graduafed
k. - Teacher trainjng institution attendgd—type of teacher- .

- g

training program
. _Highest degree hel . . .
m. Certification ° T T -
n. “Years of teaching service '

. " Yeats spent teaching in minority situations _
Years teaching in present school - _ . .
Annual salary - o L
Professional association membership ,
First entry as teacher or re-entering profession after ab-
sence o : . ' o
endance at summer institutes ' )
Participation in inservice training : : :
ition in formal power structure (tedm leader, head -
er, otc.) . \ S
in informal power structure . -

»napo

< g

* g
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2. Attitudes toward students, school programs -
a. Alienation and estrangement : .
(J b. Feelings abouf school organization and leadership - .
- [J ¢.." Relationship with peers
Perceived locus of control and autonomy
Preferred student ability level -
Preferred socio-economic background of student
Expectations for students to excel
Attitude toward ability grouping
Degree of sex bias.
Attitude toward change . -
(gncetn for educational improvement
£lf-image
Enthusiasm .
Degree of adaptability to innovation
Support of school administration
Support of Affirmative Action Program _ -
Racial bias : .
View of students as perspns
. Respect for teachers of other subject areas or grade level
Pride in teaching ' o
Other
s and priorities .
Plan to-teach until retirement
Career and educational plan .
Job satisfaction based on salary ,
Job satisfaction based on working conditions
Other . . ' B
petence . 5
Knowledge of subject matter
Reading of educational journals
Hours per day spent in lesson preparation
Time spent in counseling .
Hours per day spent in classroom teaching
Participation in school activities T
Communication skills ' — .
Classroom management- skills
Time management ability -
Decision- style ' o
Problem-solving approach ) -
Planning ability (goal formylation, instructional design, -
evaluation, e.) - -
Professipnal participation : o g
"Ability to work with/ people from different ethnic groups,:
cultural backgrounds, and. socio-economic ehvironmenui'-
. Supervision of aides and volunteers
Understanding of different cultures L ¥
' Devalopment of teacher-made materials
Student evaluation .
Motivational techniques
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Wide variety of teaching strategies
Recognition of specific skill deficiencies
-Knowledge of corrective strategies - :

-

teer

-
Use of outside resources (msource persons, field trips,
etc.)
Ability to develop good self- concept in children
Languages spoken - :
Ability to specify behaworal obiectwes \ D ——
Other -
hav:or ‘
Employment of strategies for turning kids *‘on’—ob-
» - servajion of action opportunities, individual feedbacks,
s : communication patterns
' Evidence of warm, positive regaf'd for all students
Grading styler ¢
Interaction with teacher aides . - '
Individualized instruction—-—sensitive to different learn-
. ing styles
Positive reinforcement of culturally different values
Use of seating patterris—teacher controlled or free choge
of students
Use of alternative o:ganizational patterns, such as team-
ing. grouping, open classroom, tracking
Flexibility
‘Support for exceptional child in regular classtoom
Rapport with parents - -
Home visits and telephone calls
. Ability to handle discipline problems
. Accuracy of record keeping
" Other .
B. Administrator variables
1. Personal characteristics
Age

Ethnicity ' . :
Sex m ’
Marital stalus oo v _
. Appearance - SN B
Personality - - . _ ' v
Undergraduate institution attended h
Highest degresheld
Credit beyond highest degree held -
Socio-economic background
Religion N -
Political affiliation
. Experiepce with various ethnic, socio/economic groupa R
Certificiion
Salary T
Teachi perignce
. Names ol'Sdministrative positions. held (vice-principal
principl.l curriculum mporvisor)

-
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s 7 JYears in administrative position fh that school /
Other '

>00

e

e - 2. AltItUd @-toward-students—school; programs B —
_ : a. Attitude toward change.  *
b.  Relatiogship with teachers, other administrators
¢. Concern with, school’s reputation
d. Attitude about school's problems
e. Attitude toward extracurricular activities ¥
f.  Attitude toward homework
8. Professional participation | .
h. Policy regarding student suspension
i. Promotion policy
j.  Attitude toward remedial programs *
k. Role perception, value, attitude, interest
I Attitude toward student transfers (both in and out)
m. Support of academic programs :
n. Other o : : -
mpetence o :
Problem-solving ability - .
Personnel practices '
Student attitude toward administrator
Knowledge of administrative theory
Implementation of sound administrative practices
Application of knowledge of teaching competencies
Budget management
Communication skills : '
Time-management ability : * o
Decision-making ability - ‘ .
Ability to preside at faculty meetings, P.T.A.
Long-range planning ability
. Supervisory skills . ‘
Teacher/counselor evaluations _ .
Staff development : e
. Rappott with community - :
. Other )
it and community vastables
nal characteristics :
Geographic location . ' .
Racial mix of community - . ST
Population/size/rate of growth '
Rural/suburban/urban/inngr’city community -
Phiysical characteristics :
Major economical/industrial employers
Special community characteristics
Community participation patterns
Political climate " - ' x
Relevant 1970 census information on community and
school attendance areas '
Size of PTA/PTO
Public relations
L .
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RN o CL ,
‘[], m, Economic index . o T

- 0 n.' Numbes of adults in households

_____.._'..Q,-o,_._mc,uwipn&[_wm’i_ e
- O p. Parks and mcxmtioMcilities e
O eq YMCAorYWCA . , ST
(3 r "Other. * . . : A A
2. :Currenf conditions ~ 7 . - : I ;
" [Od-a -Agedistribution , ©© 7 . ‘ '
' Birth rate g v
Crime and delinquency rates s o .
Bugsiness and commercial enterprises . ‘
-Industrial influence - . -
- Agricultural-influence ' _.
- Socio-gconomic condition . s
. Transportation faciliti ‘
Recreational facxllties%lrdults and youth ' '
. Cultural opportunittes . . g e,
. Financial resources—tax base. response of citizens to -
taxation requests s
l.  Job opportunities (community, state, netional) ’
m. Residence requirement
n. Voter participation - -
"©0. School-parent communication level
. p- Citizen attendance at all governmental body meetjhgs
q. Adult educational opportunities- :
r. - Community resources available
- 8.
t.
u.
v.
w
titu

TrrreTean s

Community resource file : < .
Yoush services L ‘
Probation and pe;ole services v .
Speakers’ bureau 7 : y Vo -

de toward students and schools - - ST
Parents’ degree of schoollcommunity involvement
Frequency of PTA attendance . .

“Attitudes and expactations of business‘community lead- - - °
ers, of civic organizations and civic leaders; of religious -
-leaders, and local politlcal ofﬂcials including police offi :
cials ‘e
Attitudes and )galient concerns expressed by community
groups .
Feelings about the echool/teechersladministrators T o
Concern for student survival skills . _ : L’
Perceptions of educators/administrators :
Participation in parent volunteer program
“Booster” clubs and their involvement in extrecurricular -
activities . - N\
Newspaper publication of school activities, disclpllnary
actions, academic rankings -
Number of visitors to schoola i = s
Oth" ’ " ’ . T . e o ) .
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: . ~
‘ ’ e ) .
4. Goals and priorities b Co .
{7] a. PBarents' desire for academic excellenca
—l - ) ] -b. . Parents' desire for children's-atthinment " e
R Oe tFc)‘.;nphae;m an college preparation, vocatienal education :
. e [
(] d. Citizen response to schoo! bond " lssues oo
’ [J e. - CitiZen response to school taxes- Lo _
[ f. Other | [ o ¥ .
' 5. Sociolagical context .
[J a Size and racial mix of PTA/P'I'O :
[J b. Existence of parentcommunity. advisory committee’ _
[0 ¢ Percentage of children transferred to private schools yesr_. R
' beforefyear after desegregatlon _ _ C
L (] d. Dominant language spoken in homes .=~ - -+ . .
[ e. Number of single-parent homes S . - :
~ £ - Commumty ;upportlresources '
a i (J g Other
| Program,s ' .
' A. Curricylar programs , -
1. gﬁﬂ:’m and sequence i
‘4] a.© Curriculum areas , _
'_ (L b Extracufricular areas - C Lo
~ “ {J ¢ Multicultural areas - : -
[0 d. Ekceptional children educatlon
, J e.. Community education ,

. - O f.  Adult education: C .

. (] g. .Free kindergarten ~*~, . =~ - .. ) -
., [J h. Drug/crithe education . T C
- _ J i. . Semior citizen program - Y g ' . :

' - (] j- Vocational education - ' .
y Jk- _TCounseling program.. RN :
. . [0 1.." Inservice program . ey
. - O 'm. After-schoel programs o .
= [J].n. Bilingual education LS o S
4 7] o. Alternative education | L : .
3 " . [J p* Health/nitrient education = 3 B
« 0O q eer sdycation, . PR - . R
= [ r.. Sex education o P C
.-0Os Cultural knowledge S . - o
+[J-t. * “Youth programs - ' ' e .
Y . 0w Depmdence-‘lndeppndence training ' ' L
V O v. Summerrecreational programs =~ . T ot
: [] w. Standard children's literature’ - . oS
O x. Examination and-use of information - . '
. Oy Acqigtsition of information and skills to enter world of
. -~ wer : . .
[ z. 'Nusture of desire for continual leaming
. ' [0 aa. Development of ability to adiust to changing demands of
_ aocwt - .
{7 bb. of leisure time ) .
ks b
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. .

0 ec Devcldpment of skills in management of resources ahd '
T e " man's environment . . : L
o CdeL Family living skills =~ . . ... ...
: [) ee. Vogational rehabilitation NI
.. ] .. Upwaid Bound Programs o ‘ ' i
" "] gg- Other :
. 2. Strategies and methods _ : .
o O e Disciplinary program _ T
[0 b, Media program - e
© [0 c. Values clarification .
0 d Usa,ogscientiflc method to solve gveryday problems
- [ e. Appreciation of arts and crafts
{1 f. Behavior modification and attitude toward change
- through reading.program
. [ 8. -Classification and reasonirig - - ;
. [0 h. Creative flexibility and fluency a v A
&« [0 i* Cultura) insight through a foreign languagg ! C
' (] j. . Experimentation in science . L
k. Expressive skill in arts and crdfts g _ .
-0’1, Formulation of generalized conelusions in sr:ience " o LI
[0 m. Academicsengaged time ., " i
(] n. -Individualized apprdaches R
. [0 o Large group instruction S | et _
- 8 p. Small group instruction - R S PR \
M q. Scheduling °, - C =
te, (3 r. .-Long-range curriculum plans.and objectives . - _ ,
, . o . O s’ Student evaluation used .for contlnual instruc(ional plan— Ly
S ning and improvement -’ : .
.. 7t Multi-cultural.approach ' U o RO
~_ K] u’, Creative self-expression through varioua media S L.
. N " Accelerated programs’ ‘- ¥ . o S
- : w. Remedial programs .. 7 w500y '
- =[] %>~QOther : R
' . Reso - ’ s “
3 R D . - ‘w‘_ : . . !
N 8 . libraty books + . * Y ’
C. . :
] '_‘~ . G d. : .\‘ . .
O o7 Auditorfum > T -
s O Iy, Playground equigment = - N . -
- - [0 g Readinglab .. - .- - " L S e s
. . O h. Media equipment ° % B
: 8 1 * Business locations willing to hlrp student tx‘hinoes T
3 ) Tochnology (use of TV, radi& ,etc.). J - .
o (0 k. Tutoring ‘services - S S,
; : ,’ a)x . Supplemontnry bobks ﬁlms, etc. . .. e N
e - 0 m. Other X LN e e BRE
/’\ . B. Lesson, unit,-and module \ < S
’_;_‘ et Content and sequence - - L SRR SV
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Citizenship

N o

t

Fractions _
Integers

Oral reading
. Penmanship

BT ow mo B

4
-

Vaocabulary

SXE=sECcenOomQoy

Reading

. 00000000DOOCOOOODEON0E OO

v
Comprehension of equations arid_ ineqyalities, numb
principles, sets, positional notation o
. Geometric facility and vocabulary
Grammar and usage
Knowledge of governments and history,
Decimals and percentages

Phonetic recognition .
Health and safety principles P
Punctuation . .

symbolic information

: g

-

- «

T

2

Foreign language (oral-and reading coniprehension)

»

Literarydevices ) ' : o
Word meanings—roots, prefixes, suffixes, syllables
Main ideas and details _

Research skills in sbcial studies X

Graphs and tables ' .
Referenae skills :

Written expression

[ (1) Thinking-feeling procbss
O] (2) Understanding ‘of how children process visual .

*2J (3) Use of reading as skill tbol o

(] (5) Decod
Other

N

000 0Oogo

oo &N

Classification

writing skills

™o

»

Relational-im
logisms
IIL. Organization
A. Governance
1. Policies

(0 (8) Comprehension

" O (4) Reading in content areas : .

ing

1

egies and methods

and generalization in science,

Hypothesis formation in science
Independent applications of mathematica} skills_’and
. A _

‘Inference-making from reading selections
Observation and discipline in sciénce

plicational ‘reasoning—analogies: and 8);1-' '

N

+ [J a. Grading Policies

oooo
aan o

1)
-

T 2s9

. Dress/hair codes - , : v

. Community standards , '

- Professional certification requirements
"State/local graduation requirements
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g f. Budgetary polncnes by funding source
'(J g Personnel pollcnes
2 Composltlon : : ' e
-~} Local schoot board " 0 0 - } o
(] b. State Board of Education . ' .
[] c. Ethaic distribution by staff by positioh | : .
[J d. Staffing patterns . o,
*[J e’ Student participation

. Administeation - \ ' ¥.
1. Personn . . \ )
Ja ents of professional and non-pr fessional per- . .
[J b. Staff development plans and procedures ' a-
(] c¢. Teacher tenure \ e ¢
% Guidande counselors , ' . ' -
B e. Special teecherﬁor art, musuc speech, etc.
(3 £ Libratian - ’
- [0 g Nursé"’ ' . - '
2. Facilities . ' ' '
.e. Typology of school——tradltlonel bureaucretlc progres- ¥ \
sive, experimental ’
* [0 b. Planned/actual size ofsschool
[J c. Physical design of school apd playground
(0 d. Transportation plan for students; busing overall and by
: race; amount of time .
[J e. « Adequacy of fdcilities B .
] (1) Acreage of plant site . ' ,
(] .(2) .Age of building and equipment
8 (3) Cafeteria/hot meal kitchen .
N (4). Athletig'field o .‘ .
(J (5} Ifirmd@y or health room o -~
[J (8)' Adequate air conditioning/heating . ,
- [0 £ Degree of vandalism .
3. Students. ' v
' [0 a. School enrolment plan
(] b. Percentage of transients
(] c. Tracking
Od Tastlnglplacement
- O e. " Annual audit report - ' _
-[Of  1Q Testing - L S
4. Instruction’ - : '
(J a. School book-turnover - ' "
(] b. Remedial programs , .
(] c. Mainstreaming - - : : o )
(3 d. "State accreditation A >
(] e. Regional accreditation: .
[J £ Achievement testing '
8 8. Interest.testing _
h. Other P < . .
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; .
‘ " :
.

.
*

C. Mahagement climate, . v ) .
v 1. School séitisfaction "
(J a Rrbp- -out rate—causes and characterlstlcs

w3 b an of sducation e
' C. f-education (extracurricular, counselmg atc.)
records .
[J e. Crime rate . ‘
T 3 f. - Attitude and philosophy of admmlstrators (classified by ,
. typology)
() g Expectations and concerns for pupil performance
. O h. Pacing instruction ’
[J i. Locus of résponsibllity for educétlon——typology autocra-
: tic. shared goals, laissez-faire " .
(J J. School valgies and norms
(J k. School spirit . _ .
(J ] Role understanding '
[J m. Attitude toward change _ -
£7] n. Teacher tenure*
[J o. Teacher turnover
2. Interpersonal relations = ‘
l:] a. Teacher interaction, involvement in planning for educa-
.tion
D b Behavior of school cafet? ia workers janiters toward
g black. white students and tacuity
(0 c. Interracial gtoupings, friendships among facujty
O d. Tension in bghaviorpattgrns of faculty/staff " .
{.] e. Degree of camaraderie between faculty and st.udents
3 1 Ay
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' '/Dufing the course of writing this publication, the authors

found several documents to be particularly helpful. For sev- *

eral vafying*magons, readers will also find that their under-
. standing and implementation of needs assessment will be en-

in tlis section. . . _
1."The November; 1977, issue of Educational Technology,
17 (11), was a special issue on needs assessment. Particularly

. enlightening are articles entitled* ‘A Possible Taxonomy of v

Néeds Assessment,” by Roger A. Kaufman; ‘“The Politics of
Needs -'Assessmen_t,”"-by Fenwick W. English; *Assessing
Learner Needs with Criterion-Referenced Tests: A Working
Apfproach,” by Ray L. Sweigert, Jr.; “Needs Asse§sment Kits,

Models and Tools,” by Belle R. Witkin; “Needs Assessment |

and Instructional Designs,” by Walter Dick and Lou M. Carey;

and “Applications of Needs Assessment ir the Public _Sg:ho_ols: ‘

Three.Case Studies,” by Raymond G. Melton? . |
2. The Bucks County Quality Educational Program Study

was an early needs assessment project. Ten goals were deter-

mined for the state of Pennsylvania, and instruments for puptl

"self-assessments and.general needs assessment were de- -

- veloped and outlined in a series of twelve booklets which may
be studied and modified for current studigs. The bookléts are

available from the Office of the Bucks County Superintendent .
of Schools, Division of Educational Services, Cross Keys |

Building, Routes 611 and 313, Doylestown, PA 13901.

3. Phi Delta Kappa has compiled a Workshop Packet for

3
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Educational Goals and Objectives, subtitled, A i’rog_ram for

Community and Professional Irivolvement. A’ listing of the )
- packet’s contents'fails to convey the significance of the en-

closed materials. With goal .cards; a displgy board, and goal

. . rating discs, the packet includes manuals®ind rating sheets.
. * The manuals intlude wery specific instructions on the

writing of performance objectives, antd a myriad of forms
which can be used without modification in completing a basig
needs assessment. The PDK materials are clearly written, and
are capable of being used without an extensive background in
statistics or data prpcessing. The packet may be obtained.from
the Comm”lssion’o Educational Planning, Phi Delta Kappa,
Inc,, P.O. Box 789, Bloomington, IN 47401.
4. The University of California at Los Angeles, through its
. Center for the Study of Evaluation, has produced the CSE/
Elementary Sghool Evaluation KIT.-Desighed for use by prin-
cipals, the KIT contains goal cards, rating mats, question-

. naires, goal-rating forms and a guidebook. Particularly signifi-

cant in the CSE KIT is its rating of standardized tests. The

‘guidebook also provides a sound theoretical outline of the -

concepts of needs assessment (particularly as applied to the

elementary setting). The KIT was first published by Allyn and ’

Bacon, Inc., Longwood Division, 470 Atlantic Avenue, Boston,
MA 02210. Later materials can be obtained by contacting the
Center for the Study of Evaluation, UCLA, Los Angeles CA.

5. Belle R. Watkin's article in the speciiﬂ issue of Educa-

tional Fechnology was a summary and updating of her valu-
able book, An Agalysis of Needs Assessment Techniques for
Educational Planning at State, Intermediate, and District

Levels: The book contains three sections, the State ofthe Art in

Needs Assessment, exhaustive destriptions of existing needs

" assessment models, and how to do a needs agsessment. For its
. concise descriptions of various models, the Witkin book is still

valuable; at the time of its publication (1972), it represented a - -

' significant effort. THe Office of the Alameda County Superin-

- tendent of Schools, Hayward County, CA 94540, published the
book. ' L .

6. The NAP Game: Neéds-AsSessment_ Package Game (B.

4

.
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4

James, S. Freedman, and B Hubkaby)?is a “Monopoly* type

A

game for illustrating the toncepts of needs assessments. A

--simulatien/gamingapproach; the NAP-Game includes a play-

ing board, cards, discs, and instructions for an exercise which
will help train needs.assessors in a given situation. It is avail-
able from the“Florida State University, Teacher 'Education
Projects, 415 Nérth Monroe Street, Tallﬁassee,. FL 32301.°
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