
Who and What 
fire To Bg Evaluated?

"The decision is not whether to evaluate or not evaluate, because evaluation is con 

stantly taking place formally or informally. It is, rather, to determine why you are 
evaluating, what you are evaluating, and whom you are evaluating, then evaluate 
regularly."

Barbara Hunt

Who and what are to be evaluated? These 
are prime questions in both evaluation and lay 
circles. However, these questions may not be 
directly answerable without consideration of a 
more basic evaluation question, which is, "why" 
evaluate? The "who" and "what" of evaluation 
are derived from the answers to the question, 
"why" evaluate?

Why do you evaluate? What do you want 
to know? Do you need answers to questions that 
arise? Do you want student achievement data to 
make curriculum decisions or justify expendi 
tures? Do you want to make decisions about staff 
based on student achievement data? What are 
your questions? Why are you evaluating a project 
or program?

Questions are the essence of evaluation. An 
initial question by an evaluator is "what are the 
evaluation questions?" The answer to this be 
comes an immediate entree to the evaluation. 
Questions needing answers are the planning base 
of good evaluation. Certainly there are enough 
questions in education today demanding answers 
that evaluation has become a necessity.

Why Evaluate?

Why then do you evaluate? The response 
should be to answer questions natural to any edu 
cational project or program. Should you continue 
the program? Is the program effective? Which 
program components are effective, in need of 
change, should be continued? Is the program cost 
effective? This consideration of natural questions

can create a positive atmosphere in which to con 
duct an evaluation.

Often the answer to "why" evaluate is be 
cause it is required. Such a response creates the 
most negative attitude toward evaluation for all 
concerned in the evaluation process. Furthermore, 
the collection and quality of data suffer through 
lack of interest and focus, and thus interpretation 
of data is highly suspect.

Equally denigrating to the process is evalu 
ating because it is the popular thing to do. Eval 
uation, to be effective, must have a purpose clearly 
stated and integral to the design. Let's face it, 
evaluation is being done continually either by 
design or by default. It is far better that an eval 
uation should be accomplished on a planned basis 
with checkpoints and discipline than by informal 
and possibly emotional procedures. Formal meth 
ods allow for analysis and reanalysis of data; 
informal methods seldom provide for the re 
assembling of pertinent data for rechecking.

An honest answer to why you are evaluating 
puts "whom" and "what" you evaluate into per 
spective, relates it to a context, and allows an 
evaluator to develop an evaluation design that 
will develop meaningful, usable information.

Figure 1 provides a way of looking at "why" 
evaluate. After the decision has been made "why" 
the evaluation is to take place, "what" and "who" 
to evaluate are brought into focus. The illustra 
tion is based primarily on outcome evaluation. 
Formative evaluation procedures have not been 
integrated into this particular illustration although 
formative evaluation concepts may be inherent in 
several items, such as program design.
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What Do You Evaluate?

What do you evaluate? Everything in the 
context of "why" you are evaluating. For ex 
ample, do you want to know about program effec 
tiveness? If so, "what" you evaluate is every 
thing that relates to program effectiveness. You 
look at costs, student impact, adoption pro 
cedures, district goals, and objectives, and the 
regulations, policies, and decisions that contribute 
to these components.

Commonly, program effectiveness is evalu 
ated by student impact data only. In most in 
stances, student impact data are traced to one or 
more teachers, and the common assumption is 
that the teacher is solely responsible for student 
achievement. In reality this may not be the case; 
for example, data relating to costs may prove the 
program is underfunded or understaffed. Data re 
lating to student impact may reveal many prob 
lems in the tests and measurement system. 1 Per 
haps program adoption procedures were changed 
or altered sufficiently to change the program from 
its original design; in which case, you may be 
evaluating something other than the intended 
program. Even more importantly, perhaps the 
goals and objectives of the district do not rein 

force program goals and objectives or there is an 
incompatibility of goals.

One district, concerned over its poor show 
ing in math skills, found an incompatibility be 
tween the tests and the curriculum. In adhering to 
the curriculum, teachers had not yet taught the 
skills the test items were developed to measure.

Program effectiveness is only one element to 
evaluate; however, the concept has assumed gi 
gantic proportions in today's search for effective 
educational practices. It needs to be evaluated 
clearly and fairly. Conclusions about program 
effectiveness can lead to evaluation of program 
components or any of the interrelated evaluation 
questions; but in all instances "what" you are 
evaluating should be kept in mind in connection 
with "why" you are evaluating and lastly "whom" 
you are evaluating.

Whom Do You Evaluate?

Whom then do you evaluate? The answer 
is "everybody"! Everybody who has any relation-

1 Barbara Hunt. "The Evaluation of Compensatory 
Education at State Level: The Evaluator's Dilemma," 
1977, is on file with the Education Resources Information 
Center. E.R.I.C. number can be obtained from your local 
microfiche center.
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Figure 2. Whom Do You Evaluate?
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ship to the project or program. For years educa 
tional evaluation has focused on teachers and 
student achievement. Rarely has evaluation con 
sidered those factors that free or constrain the 
education program. Decisions by school boards 
or administrators often affect program, as do 
other factors such as the curriculum, its scope, 
and sequence; the parents and the community; 
peer teacher or student pressures; laws and regu 
lations; or textbooks and instructional materials.

An example of parent and community influ 
ence on education is provided by the setting of 
minimum standards for public schools in Oregon. 
After three years of study and development and 
29 public hearings and workshops, Oregon citi 
zens determined that every student in the ele 
mentary and secondary schools shall have the 
opportunity to learn and to function effectively in 
six life roles: Individual; Learner; Producer; Citi 
zen; Consumer; and Family Member. Each of 
these goals suggests the knowledge, skills, and 
attitudes needed to function in these life roles. 
Further, the Oregon minimum standards say 
"Each school and its community should establish 
priorities among the goals to meet local needs. . . ."

Graduation requirements are detailed, "each 
local district . . . shall implement board-adopted 
high school graduation requirements . . ." and, 
"the local board shall adopt and make available 
to the community minimum competencies it is 
willing to accept as evidence students are 
equipped to function in the society in which they 
live."

Oregon communities and school boards have

a lot to say about Oregon schools. Their impact 
must be considered in evaluation of any school 
program. They are part of the "who" in educa 
tional evaluation.

Whom you evaluate has developed into the 
most explosive issue in evaluation. With a wide 
spread grassroots feeling that "a good teacher is 
a good program," educational evaluation has 
often focused on the teacher, and this has fre 
quently been carried out through the vagaries of 
student achievement measurement or through 
personnel evaluations. Both methodologies are so 
bursting with inequities that "who" evaluation 
has turned out to be a threat to job security and 
is viewed with consternation by teachers and 
administrators.

At this point it appears necessary to stress 
that evaluation is a far more pervasive concept 
than simply student achievement measurements. 
Critics of student standardized testing write and 
speak vociferously and tend to subvert the issue 
of evaluation. Evaluation is a far more compre 
hensive issue than tests and measurements, which 
are a part of evaluation, but not the total concept. 
Tests and measurement are tools, and an eval- 
uator needs both skills and tools to conduct an 
evaluation.

Whom you evaluate is directly related to 
"why" and "what" you evaluate. Your evalua 
tion is conducted in relation to a ll those persons 
who have any impact on the "why" and "what."

This may involve teachers, administrators, 
the school board, parents and community mem 
bers or groups, and the students themselves.
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These are the persons then who should be eval 
uated in terms of their relationship to the pro 
gram. Your concern is not necessarily with what 
good people they are, but how they impact the 
program.

Whom then do you evaluate? Everybody 
who impacts the program, and how they provide 
this impact in relation to the goals and objectives 
of the program.

What impacts do you evaluate? Both cogni 
tive and affective impacts, and you measure as 
effectively as available tools will measure. The 
adequacy of the tools must be kept in perspec 
tive with the apparent impact they seem to meas 
ure.

Figure 2 provides a view of the "who" in 
evaluation and details some of the ways in which 
they might affect the program.

Conscientious use of this information brings 
into consideration all the efforts that can be made 
to optimize human potential. Program improve 
ment should not be a hit-or-miss affair. Such 
evaluation results can detail specific areas need 
ing attention and provide a sound basis for tailor 
ing program improvement techniques to these 
specifics.

In-service, as one technique for program im 
provement, may be directed to develop skills in 
teachers, or it may focus on the school board and 
community groups, guiding them to develop con 
temporary educational goals. Or in-service may 
be developed for parent groups, giving them 
skills to develop an effective parent organization, 
parenting skills, or adult-child tutoring skills.

In-service may even be developed for stu 
dent groups, teaching them skills of classroom 
participation, organization, or an endless array 
of student effectiveness techniques.

Any number of program improvement topics 
can be considered, but the important thing is that 
evaluation data allow improvement techniques to 
be targeted, recorded, evaluated, and reevaluated. 
Good evaluation ensures baseline data have been 
recorded with the result that change can be meas 
ured, traced, and compared.

With so many "who's" and so much "what" 
in a comprehensive evaluation, the evaluation de 
sign that sorts out all the relationships and inter 
relationships becomes complex and of prime im 
portance. To avoid this complexity, educators

have tended to dwell on the two dimensions of 
the program: teachers and student impact. This 
narrowness has presented problems. Too much 
complexity can present problems in another di 
rection, that of too much information without 
proper focus.

Evaluation questions and goals and objec 
tives can guide an evaluator to primary, second 
ary, and possibly teritary focus, thus providing 
manageable information. Also, the complexity of 
comprehensive evaluation can be solved by de 
signing an evaluation cycle for more than one 
year (possibly a three- to five-year cycle).

Concern for good evaluation in education is 
becoming widespread. Nearly all federal educa 
tion programs require evaluation, and many 
school districts and educational organizations are 
hiring evaluators. The U.S. Office of Education 
recently funded a project to develop evaluation 
designs for Title I of the Elementary and Second 
ary Education Act of 1965.

Several states have adopted one or more of 
these evaluation designs to be used statewide and 
many more states have pilot districts implement 
ing these evaluation designs. Every district spend 
ing Title I ESEA funds is involved in some form 
of evaluation, and this is the majority of school 
districts in the United States.

Evaluation then must come into its own; it 
is here to stay, and has an integral role in edu 
cation whether it is in planning or operating an 
educational program. The decision is not whether 
to evaluate or not evaluate, because evaluation is 
constantly taking place formally or informally. 
Rather, it is to determine why you are evaluating, 
what you are evaluating, and whom you are eval 
uating, then evaluate regularly. S.

Barbara Hunt is Pro 
gram Planner and 
Evaluator of Title I, 
ESEA, Department of 
Education, Salem, Ore 
gon.
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