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The purpose of this study was to examine social support for stu-
dents as it related to individual and provincial characteristics
in Canada, with data from the National Longitudinal Survey of
Children and Youth and census data. The data included 7,648
students aged 8 to 11 years from 10 provinces. Factor analysis
indicated two latent factors underlining social support for stu-
dents: perceived personal support and perceived institutional
support. Results of hierarchical linear modelling show that per-
ceived personal support did not fluctuate with provincial char-
acteristics. Students who were immigrants to Canada, with low
socioeconomic status (SES), and with poor prosocial behavior
perceived less personal support. Students in provinces with
higher birth rates perceived less institutional support. SES and
family size had strong effects on perceived institutional sup-
port in some provinces but weak effects in other provinces. Stu-
dents from both-parent households, with emotional problems,
and from large families perceived less institutional support.

Cette recherche avait comme but d’étudier l’appui social pour
les élèves en tenant compte de traits individuels et de caracté-
ristiques provinciales au Canada et ce, par le biais de données
provenant de l’Enquête longitudinale nationale sur les enfants
et les jeunes d’une part et du recensement d’autre part. Les don-
nées touchaient 7648 élèves âgés de 8 à 11 ans et originaires
des dix provinces. Une analyse factorielle a révélé la présence
de deux facteurs latents à la base de l’appui social pour les élè-
ves: l’appui personnel perçu et l’appui institutionnel perçu. Les
résultats d’une modélisation hiérarchique linéaire indiquent que
l’appui personnel perçu ne varie pas selon les caractéristiques
provinciales. Les élèves qui avaient immigré au Canada, ceux
dont le statut socio-économique (SES) était bas et ceux affichant
un comportement peu prosocial percevaient moins d’appui per-
sonnel. Les élèves des provinces avec un taux de natalité plus
élevé percevaient moins d’appui institutionnel. Dans certaines
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provinces, le statut socio-économique et la taille de la famille
influençaient beaucoup l’appui institutionnel perçu; dans
d’autres, leur effet ne se faisait presque pas sentir. Les élèves
provenant de foyers avec deux parents, ceux souffrant de trou-
bles émotionnels et ceux de familles nombreuses percevaient
moins d’appui institutionnel.

A healthy transition from childhood to adulthood is criti-
cal in an individual’s life span, and it requires considerable social
support (Hamburg, 1993). There is increasing recognition among
parents, educators, and policymakers in various Canadian provinces
of the importance of social support for students. For example, Al-
berta Education has identified five key areas for improvement, one
of which is to work with other government departments to provide
more preventative, community-based social support for students and
their families (Council of Ministers of Education Canada, 1998). Al-
though there is consensus that social support is crucial in reducing
the risk of poor mental and physical health and promoting educa-
tional attainment for young adolescents facing various risks and
challenges (Price, Cioci, Penner, & Trautlein, 1993), little effort has
been devoted to the systematic study of social support for students
across Canadian provinces.

Using data from the National Longitudinal Survey of Children and
Youth (NLSCY) (Human Resources Development Canada & Statis-
tics Canada, 1995) and census data from Statistics Canada, the fol-
lowing research questions were addressed in the present study:

1. What is the relationship between social support for students
and student background?

2. Is there significant variation in social support for students
among provinces?

3. Can this variation among provinces be explained through
province-level variables?

The results of this study provide insight into the variation among
provinces in social support for students and the individual and pro-
vincial factors that contribute to this variation. This knowledge is
important for the development of federal and provincial policies and
programs on social support for students. The need for such knowl-
edge is particularly marked today because Canada is experiencing
a major technological change (Lavoie & Roy, 1997) that can “dis-
rupt social cohesiveness and stability, which in turn have negative
effects on child development and the population’s health and well-
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being” (Keating & Mustard, 1996, p. 7). This knowledge is also im-
portant for the design of program evaluation of social services for
students in Canadian provinces. Sax (1997) has reminded evalua-
tors that effective program evaluation is always rooted in an ad-
equate understanding of research literature and an effective adoption
of research evidence.

Although the importance of social support for homeless children has
long been recognized (see Stronge, 1995), social support for all stu-
dents became a sensitive social issue only recently. Thus, the re-
search literature in this area is relatively thin and so far has focused
on documenting the positive effects of social support for students.
Overall, adolescents’ social adaptation is highly influenced by the
availability of social support (e.g., Bowen & Chapman, 1996; Ying &
Liese, 1994). In particular, the research literature points to two posi-
tive effects associated with social support for students. The first is
that social support for students promotes better educational attain-
ment (Kleemann, 1994). For example, Brooks and DuBois (1995)
found that social support for students leads to a significant increase
in students’ grade point average. Specifically, Guinta (1997) reported
that after-school social support programs significantly boost partici-
pants’ achievement in reading and mathematics.

The second effect is that social support for students reduces the risk
of mental and physical disorders. First, social support for students
seems to prevent mental and physical disorders. Students perceiv-
ing higher levels of social support have lower levels of physical and
psychological distress and adjust to social changes more easily
(Ainslie, 1996; Brooks & DuBois, 1995; Solberg & Villarreal, 1997).
Social support for students also reduces the risk of using alcohol
and drugs (Christmon, 1994). The low suicide rate of African Ameri-
can females is related to the social support they receive (Nisbet,
1996), and satisfaction with social support generally reduces sui-
cidal ideation (deMan, Leduc, & Labrèche-Gauthier, 1993). Second,
social support for students appears to help heal mental and physi-
cal disorders. Brooks and DuBois (1995) and Mallinckrodt (1996)
concluded that social support reduces psychological disorder symp-
toms. Victims of school violence are more likely to have poorer so-
cial support (Furlong, Chung, Bates, & Morrison, 1995), and social
support for students does moderate the stigmatization process
(Feiring, Taska, & Lewis, 1996).

The unit of analysis in the studies cited above has usually been the
individual. However, the public and decision makers are often inter-
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ested more in knowing how cities and provinces can shape and influ-
ence social support for the benefit of their students. Issues such as
how the provinces are doing in providing social support for students,
whether there is significant variation in social support for students
among provinces, and which provincial variables are responsible for
this variation contribute directly to the process of policy making. The
present study addressed these questions; its results can fill in many
gaps in the research literature on social support for students.

METHOD

Data Sources

What Works for Children — Information Development Program is
part of the Canadian federal government’s initiative, Brighter Fu-
tures. Human Resources Development Canada (HRDC) and Statis-
tics Canada have designed the National Longitudinal Survey of
Children and Youth (NLSCY) to “develop information for policy
analysis and program development on critical factors affecting the
development of children in Canada” (Statistics Canada & HRDC,
1995, p. 1). The NLSCY started in the winter of 1994 with a sample
of approximately 25,000 children from the 10 provinces. Children’s
ages ranged from newborn to 11 years old. The first cycle of the
NLSCY was conducted in 1995, with a national sample of 22,831
students. After the first cycle of data collection, the NLSCY will con-
tinue to be repeated every two years on the same sample of children
as they grow into adulthood.

The household was the sampling unit in the NLSCY. The NLSCY
staff randomly selected households from Statistics Canada’s Labour
Force Survey sample frame.1 For children too young to complete the
survey, the household member most knowledgeable about the child
(in most cases the mother) provided information about the parents
and children. The present study used data from the first cycle of the
NLSCY. Realizing that children have to be old enough to experience
social support (to be the recipients of social support), this study se-
lected a subsample (children of age 8 years and older) from the first-
cycle data. The sample size was 7,648 children from 10 provinces.

Measures and Variables

The instruments used in the NLSCY were developed in consultation
with the Expert Advisory Group, subject matter specialists, and fed-
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eral and provincial officials. The NLSCY covers a wide range of char-
acteristics and factors that affect children’s development. The present
study was a multilevel analysis of social support for students, with
child at the first level and province at the second level. All child-level
variables in this study came from the NLSCY. However, the NLSCY
contains little information describing provincial characteristics on
various aspects such as demography, education, and health. To over-
come this problem, this study also drew data from Statistics Canada’s
census data in which many factors were measured on a province-by-
province basis. Therefore, this study used some census data as prov-
ince-level variables, carefully selected measures collected around
1995 when the first cycle of the NLSCY was conducted.

At the child level, age, gender, socioeconomic status (SES), family
size, the number of parents living in the household, immigration to
Canada, prosocial behaviour, emotional disorder, conduct disorder,
interpersonal relationship, and social support for students were in-
cluded in this study (11 variables in total). Social support for stu-
dents was the outcome variable, and others were explanatory
variables. These explanatory variables provided adequate control
over children’s background, and some of them were closely related
to the potential need for social support, such as prosocial behaviour,
emotional disorder, conduct disorder, and interpersonal relationship.
Most variables were based on single measures, but a few were com-
posite variables based on scales or multiple items. These composite
variables included prosocial behaviour, emotional disorder, conduct
disorder, interpersonal relationship, and social support for students.
Items forming each measurement scale are listed in the Appendix.

Prosocial behaviour was rated on a scale of 0–20, with a higher score
indicating more prosocial behaviour. Emotional disorder was on a
scale of 0–16, with a higher score indicating more anxiety or disor-
der. Conduct disorder was on a scale of 0–12, with a higher score
indicating more disorder or aggression. Interpersonal relationship
was on a scale of 1–5, with a higher score indicating more interper-
sonal problems. Finally, social support for students was on a scale
of 0–18, with a higher score indicating more social support. Cronbach
alpha value was 0.82 for prosocial behaviour, 0.79 for emotional dis-
order, 0.77 for conduct disorder, 0.71 for interpersonal relationship,
and 0.82 for social support for students.

The upper part of the first column in Table 1 presents those vari-
ables taken from the NLSCY, with coding information. Parent re-
cent working status and parental use of childcare came from the
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Table 1
Coding Information and Descriptive Statistics of Outcome and Explanatory Variables

Mean SD

Variables from the National Longitudinal Survey of Children and Youth
Age (8–11) 9.49 1.11
Gender (female = 1, male = 0) 0.49 0.50
Socioeconomic status (SES) (standardized) 0.00 1.00
Family size (2–6) 4.40 0.99
The number of parents (single-parent = 1, both-parent = 0) 0.14 0.35
Immigration to Canada (1 = no, 0 = yes) 0.94 0.24
Parent recent working status (working = 1, not working = 0) 0.75 0.43
Childcare (parent) (using childcare = 1, not using childcare = 0) 0.23 0.42
Prosocial behavior (0–20) 12.88 3.67
Emotional disorder (anxiety) (0–16) 2.87 2.79
Conduct disorder (0–12) 1.27 1.83
Interpersonal relationship (1–4.5) 1.71 0.57
Social support for students (0–18) 14.47 2.88

Variables from Statistics Canada
Population (136.20–11100.90 thousands) 2957.23 3583.66
Percentage of visible minorities (0.70–17.90) 6.61 6.19
Percentage of internal migrants (0.11–0.20) 0.14 0.03
Birth rate (0.009–0.014) 0.01 0.01
Infant mortality rate (0.46–0.91) 0.63 0.15
Approved health-care beds per thousand (12.30–21.40) 15.32 2.77
Percentage of people with low education (33.83–47.16) 40.56 4.67
Percent increase in divorces (1995 to 1996) (-0.15–0.08) -0.03 0.07

NLSCY, but were aggregated to the provincial level and thus used
as province-level variables. Parent recent working status was re-
named as “employment” at the provincial level and was intended to
measure the effect of provincial employment condition on social sup-
port for students. Parental use of childcare was renamed as “childcare
usage” at the provincial level and considered as a measure of the
availability and accessibility of childcare facilities in a province. SES
at the child level was also aggregated to the provincial level, creat-
ing another province-level variable named “provincial mean SES.”

As mentioned earlier, most province-level variables came from Statis-
tics Canada’s census data.2 In some cases, variables were created
based on the census data. These variables included population, per-
centage of visible minorities, percentage of internal migrants, birth
rate, infant mortality rate, approved health-care beds per thousand,
percentage of people with low education, and percent increase in di-
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vorces from 1995 to 1996. Together with the three provincial variables
aggregated from the child level, there were in total 11 variables at the
provincial level (see Table 1). These province-level variables were
considered as being related to social support for students.

Statistical Analysis

Statistical analysis comprised three procedures: (a) factor analysis,
(b) hierarchical linear modelling (HLM), and (c) graphical analysis.
Factor analysis was used to unfold latent constructs underlining
the outcome variable, social support for students. Principal compo-
nents analysis was performed with quartimax rotation to minimize
overlap between latent factors. Two latent factors were located,
measuring different aspects of social support for students, and these
factors were examined separately in the subsequent analyses.

HLM analyses were performed to address the research questions,
using, as dependent measures, the two latent constructs describing
different aspects of social support for students. Three HLM models
were developed. The first model was the “null” model used to esti-
mate the proportion of variance between provinces in social support
for students. The second model contained individual characteristics
only. This partial model estimated the relationship between indi-
vidual characteristics and social support for students. For example,
the model estimated the gender gap in social support for students.
The third model was the full model containing variables at both in-
dividual and provincial levels. It determined which variables at the
provincial level influence social support for students over and above
the effects of individual-level variables.

For a fair evaluation of social support for students, the effects of
SES at both individual and provincial levels have to be removed.
The SES-adjusted provincial means, rather than the unadjusted
means, were used for graphical analysis in the form of profile. As
will be discussed later on in this article, the relationship between
SES and social support for students was significantly different across
provinces on one of the two latent constructs. The relationship be-
tween SES and outcome variables is often referred to as “socioeco-
nomic gradient” and is of interest to both researchers and decision
makers. From the viewpoint of social policies, a shallower gradient
is usually preferable because it implies more equality among social
classes. Therefore, another graphical analysis was carried out to
investigate the pattern of the SES gradients among provinces.
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RESULTS

The second and third columns of Table 1 present descriptive infor-
mation on variables obtained from both the NLSCY and Statistics
Canada. Means for dichotomous variables indicate percentages (fre-
quencies) for those categories coded as 1. A factor analysis was per-
formed on items measuring social support for students (outcome).
Results are presented in Table 2. The factor-analytic outcomes clearly
showed two latent factors or constructs. One factor had meaningful
loadings from all items in the first block, and the other factor had
meaningful loadings from all items in the second block. The two la-
tent factors accounted for 49% of the total variance among items
measuring social support for students. A careful examination of items
loading on the first factor indicated that they all describe personal
or individual support. This factor was then labelled as “personal
support.” On the other hand, items that loaded on the second factor
all depict institutional or organizational support. This factor was
then labelled as “institutional support.”

Table 2
Latent Constructs of Social Support for Students from Results of Factor
Analysis

Personal Institutional
Measure Support Support

If something went wrong, no one would help me. 0.53 -0.04
I have family and friends who help me feel safe, secure,

and happy. 0.73 0.01
There is someone I trust whom I would turn to for advice

if I were having problems. 0.78 -0.04
There is no one I feel comfortable talking about my

problems with. 0.72 -0.00
I lack a feeling of closeness with another person. 0.73 0.00
There are people I can count on in an emergency. 0.77 0.00
Did community or social service professionals help with

your personal problems? 0.02 0.68
Did health professionals help with your personal problems? -0.03 0.73
Did religious or spiritual leaders or communities help with

your personal problems? -0.02 0.62
Did books or magazines help with your personal problems? -0.04 0.69

Eigenvalue 3.06 1.85
Percentage of variance explained 0.31 0.18
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These factors are not only “statistically clean” but also theoretically
sound in that they describe the two most important, distinct aspects
of social support for students. A close inspection of the items also
revealed that these items all measured the perceived availability of
social support. Therefore, in the present study, the concept of social
support for students highlighted the perception of individual stu-
dents on the extent to which social support is available to them when
they need it. Factor scores were derived based on these two latent
factors and were then used in the subsequent statistical analyses.

The first HLM model was aimed at estimating the proportion of vari-
ance in social support for students between provinces by separating
the total variance into individual- and province-level components.
Results showed that the vast majority of the variance in perceived
social support was between individuals. Only 2–3% of the total vari-
ance was between provinces in both perceived personal support and
perceived institutional support, although this proportion was sta-
tistically significant for both outcome variables. This indicates that
provinces varied much less than individuals in terms of perceived
social support for students. This was the reason why a partial model
(with only individual-level variables) was set aside for analyses at
the individual level. However, the between-province variance was
indeed significant (p < 0.001), indicating that provinces did vary in
perceived social support for students, though less significantly in
comparison to individuals.

Graphical analysis was used to profile social support for students
among provinces. The NLSCY contained a composite variable named
social support for students, which is the same as personal support
for students in the present study. To be consistent, this NLSCY com-
posite variable was employed for the graphical analysis. One HLM
model was fitted on this NLSCY composite variable, social support
for students, with SES at the individual level and provincial mean
SES at the provincial level. Therefore, the provincial means were
adjusted for both individual and provincial socioeconomic back-
grounds. The profile was then graphed separately for each province.
Results are presented in Figure 1. The dots represent provinces in
each line, and the large, empty circle indicates a particular prov-
ince. Thus, the standing of each province in social support for stu-
dents in comparison to other provinces is illustrated in the figure.
To present the graph in a way that is easy to interpret, scores on
social support for students were scaled to have a mean of 30 and a
standard deviation of 10. The reference line in the middle of the
graph represents the national mean.
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Figure 1 clearly shows four bands that separate provinces. New-
foundland, Prince Edward Island, and New Brunswick clustered
together, while Nova Scotia, Quebec, Ontario, Manitoba, and Brit-
ish Columbia fell into another band. Alberta and Saskatchewan were
well above others, but also well separate from each other. Scores on
social support for students ranged from 17 to 49 among provinces
after adjusting for individual and provincial socioeconomic back-
grounds.

Table 3 shows simplified HLM results on the relationship between
different aspects of social support for students and individual- and
province-level variables. Again, the partial models contained only
individual-level variables, whereas the full models contained vari-
ables at both individual and provincial levels. In interpreting the
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Figure 1
Profile of Canadian Provinces in Social Support for Students

Score on Social Support for Students

Note. Scores on social support for students are scaled to have a mean of 30 and a standard deviation of
10. The reference line in the middle of the graph represents the national mean. The dots represent
provinces in each line, and the large, empty circle indicates a particular province.
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results, it is necessary to note that the coefficient associated with a
particular variable should always be considered as the effect of that
variable on the outcome measure with all other variables in the model
held constant (statistically controlled). To avoid repetition, a simi-
lar statement was not made each time an effect was interpreted.

In terms of personal support, the partial model was equivalent to
the full model — no province-level variables were statistically sig-
nificant. The largest effect was immigration to Canada. Because, as
a dichotomous variable, non-immigrants were coded 1, the effect
reported in the table is the effect for non-immigrants. Non-
immigrants perceived significantly more personal support than im-

Table 3
Simplified HLM Results of Social Support for Students

Personal support Institutional support

Partial Full Partial Full
model model model model

Explanatory Variable Effect SE Effect SE Effect SE Effect SE

Individual effects
Socioeconomic status

(SES) 0.20 0.01 0.20 0.01
Family size -0.07 0.02 -0.07 0.02
The number of parents 0.59 0.04 0.59 0.04
Immigration to Canada 0.47 0.07 0.47 0.07
Prosocial behaviour 0.14 0.01 0.14 0.01 -0.06 0.01 -0.06 0.01
Emotional disorder -0.14 0.01 -0.14 0.01
Conduct disorder -0.05 0.01 -0.05 0.01
Interpersonal relationship -0.05 0.01 -0.05 0.01

Provincial effects
Birth rate -0.47 0.16

Note. Presented in the table are effects that are statistically significant (at 0.05 level). Partial models
contain individual variables only, whereas full models contain both individual and provincial variables. At
the individual level, age and gender are statistically insignificant across all models. At the provincial
level, population, mean SES, percentage of visible minorities, employment (aggregated from “recent
working status” at the individual level), percentage of internal migrants, infant mortality rate, the number
of approved health-care beds per thousand, childcare usage (aggregated from “childcare” at the indi-
vidual level), percentage of people with low education, and percent increase in divorces are statistically
insignificant across all models. For institutional support, the slopes of SES and family size are signifi-
cantly variant (different) across provinces. These variations cannot be explained through any provincial
variables included in this study.
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migrants (with a size of 47% of a standard deviation). Rosenthal
and Rosnow (1984) have classified effect sizes more than 0.50 as
large, effect sizes between 0.30 and 0.50 as moderate, and effect sizes
less than 0.30 as small. The immigration effect was moderate.3 For
every 100 immigrants perceiving personal support, there are 147
non-immigrants perceiving the same amount of personal support.

Socioeconomic status was the next important individual-level vari-
able. The positive sign indicates that individuals from high SES per-
ceived more personal support than those from low SES. Because
SES was standardized for the analysis, the effect size indicates that
for two individuals with SES one standard deviation apart, the score
of the one with higher SES was 20% of a standard deviation higher
than that of the one with lower SES. Consider a scale for the per-
ceived personal support score to have a mean of 100 and a standard
deviation of 100. If the perception of the one with lower SES is 100
on personal support, then the perception of the one with higher SES
would be 120. Such an effect is considered small according to the
threshold introduced above.

Prosocial behaviour was the next important individual-level vari-
able. The positive sign means that individuals with good prosocial
behaviour perceived more personal support than those with poor
prosocial behaviour. The effect on personal support was 14% of a
standard deviation for one standard deviation increase in prosocial
behaviour scores (prosocial behaviour was standardized for the analy-
sis). Imagine two individuals with prosocial behaviour scores one
standard deviation apart. If the perception of the one with poor
prosocial behaviour is 100 on personal support, then the perception
of the one with good prosocial behaviour would be 114. This effect is
small in size and not as strong as the previous two variables.

None of the other variables at the individual level was statistically
significant. These unimportant variables included age, gender, family
size, the number of parents, emotional disorder, conduct disorder,
and interpersonal relationship. In addition, none of the variables at
the provincial level were statistically significant. Therefore, perceived
personal support appears to be truly “personal” — it was not influ-
enced by provincial characteristics including population, mean SES,
percentage of visible minorities, employment, percentage of inter-
nal migrants, birth rate, infant mortality rate, the number of ap-
proved health-care beds per thousand, childcare usage, percentage
of people with low education, and percent increase in divorces.
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Table 3 also lists the HLM results on the relationship between in-
stitutional support and individual- and province-level variables. In
terms of the individual effects, the partial model was equivalent to
the full model. Six individual-level variables turned out to be statis-
tically significant. Among these significant variables, the number
of parents was the most important. Because, as a dichotomous vari-
able, individuals with single parents were coded 1, those from sin-
gle-parent households perceived significantly more institutional
support than those from both-parent households. According to
Rosenthal and Rosnow (1984), the effect was large — for every 100
individuals coming from both-parent households perceiving institu-
tional support, there are 159 individuals coming from single-parent
households perceiving the same amount of institutional support.

The next important individual-level variable was emotional disor-
der. Because emotional disorder was standardized and coded in such
a way that a high score indicates the presence of behaviours associ-
ated with anxiety and emotional problems, a negative effect (14% of
a standard deviation) showed that individuals with emotional dis-
order perceived less institutional support than those without emo-
tional disorder. Consider two individuals who are one standard
deviation apart in emotional disorder scores. If the perception of
the one with more emotional disorder is 100 on institutional sup-
port, then the perception of the one with less emotional disorder
would be 114. This effect is small, according to the threshold intro-
duced above.

Respectively, individuals with better prosocial behaviour, worse con-
duct, and worse interpersonal relationship perceived significantly
less institutional support. However, with effect sizes ranging from
5% to 6% of a standard deviation, these variables were far less im-
portant than the number of parents and emotional disorder. Indi-
viduals from large families perceived significantly less institutional
support than those from small families. With a meaningful unit,
one person, family size was not standardized. The effect size (7% of
a standard deviation) means that for two families with one person
difference in size, if the perception of the one from the larger family
is 100 on institutional support, then the perception of the one from
the smaller family would be 107. Family size has a potentially im-
portant effect on perceived institutional support — the effect can
mount up to a substantial amount when the difference in size be-
comes large between families.
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At the provincial level, there was only one statistically significant
variable — birth rate. In provinces with a high birth rate, individu-
als perceived less institutional support than those in provinces a
with low birth rate. In this study, birth rate was defined as the ratio
between the number of newborn babies and the total population,
and it was used as the number of units with 0.01% as one unit. As a
percentage unit, birth rate was not standardized. Consider two prov-
inces with a difference in birth rate of about 0.01%; if the perception
of individuals in the province with a higher birth rate is 100 on in-
stitutional support, then the perception of individuals in the prov-
ince with a lower birth rate would be 147. This is a moderate effect
over and above significant individual effects. All other provincial-
level variables were not statistically significant, including popula-
tion, mean SES, percentage of visible minorities, employment,
percentage of internal migrants, infant mortality rate, the number
of approved health-care beds per thousand, childcare usage, per-
centage of people with low education, and percent increase in di-
vorces.

The relationships (slopes or gradients) between different aspects of
social support for students and individual-level variables were also
examined across provinces in the HLM analyses. These relation-
ships were not significantly different among provinces for personal
support. However, the relationships of institutional support with
SES and family size were significantly different across provinces.
This indicates, for example, SES had strong effects on institutional
support in some provinces, whereas in other provinces SES had weak
effects.

Thus, SES was mainly a province-level characteristic, particularly
given that SES was not statistically significant at the individual
level. In contrast, family size was statistically significant at the in-
dividual level. Thus, family size was an individual as well as a pro-
vincial characteristic. The same group of province-level variables
were used to model these differences in relationships among prov-
inces, but none of the province-level variables could significantly
explain these differences. As mentioned earlier, the SES gradient is
of particular interest to many researchers and politicians. A graphi-
cal analysis was then carried out to investigate the pattern of the
SES gradients among provinces (see Figure2).

The SES gradient of each province was examined separately. Eight
out of 10 provinces did not show statistically significant SES gradi-



LA REVUE CANADIENNE D'ÉVALUATION DE PROGRAMME 15

ents. Two provinces (Quebec and Alberta), however, indicated statis-
tically significant SES gradients. Because a higher value of the out-
come variable indicates more perception of institutional support,
individuals from high SES perceived significantly more institutional
support than individuals from low SES in these two provinces. The
other eight provinces had flat SES gradients (and thus were not
graphed), indicating that overall, individuals from different SES per-
ceived similar institutional support, although the level of perceived
institutional support could be low in some of the eight provinces.

DISCUSSION

This study examined different aspects of social support for students
as they related to individual and provincial characteristics. The ana-
lytic strength of this study was the use of HLM that takes into ac-
count the hierarchical structure of survey data (e.g., individuals
nested within provinces) and simultaneously estimates the effects

Figure 2
Significant SES Gradients for Institutional Support
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of individual- and province-level variables. These features are im-
portant because policy initiatives implemented at one level of a so-
cial system are influenced by characteristics of the system at other
levels. By separating total variance according to the hierarchical
structure of the data and analyzing each variation in relation to
others, HLM allows researchers to derive more credible policy im-
plications.

Principal Findings

This study found two latent factors underlining social support for
students. One factor was perceived personal support exclusively, and
the other was perceived institutional support exclusively. Perceived
personal support for students did not fluctuate with provincial char-
acteristics. Three variables were influential at the individual level.
Students who had immigrated to Canada perceived less personal
support than non-immigrant students. Students from disadvantaged
socioeconomic background perceived less personal support than those
from advantaged socioeconomic background. Finally, students with
poor prosocial behaviour perceived less personal support than those
with good prosocial behaviour.

As to institutional support, individual students living in provinces
with relatively high birth rates perceived less institutional support
than those living in provinces with relatively low birth rates. SES
and family size were also province-level characteristics — they had
strong effects on perceived institutional support in some provinces,
but weak effects in other provinces. Three factors were influential
at the individual level. Students from both-parent households per-
ceived less institutional support than those from single-parent house-
holds. Students with more emotional disorder perceived less
institutional support than those with less emotional disorder. Fam-
ily size had a potentially important effect on institutional support
— students from large families perceived less institutional support
than those from small families. Three other factors — prosocial be-
haviour, conduct disorder, and interpersonal relationship — had mar-
ginal effects on perceived institutional support which are not
practically appreciable.

Policy Implications

Province-level variables were selected in this study to reflect (a) con-
textual characteristics of a province (population, provincial mean
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SES, and percentage of visible minorities); (b) economic character-
istics of a province (employment and percentage of internal mi-
grants); (c) health-related characteristics of a province (birth rate,
infant mortality rate, and the number of approved healthcare beds
per thousand); (d) social services characteristics of a province
(childcare availability and accessibility); (e) education level of a prov-
ince (percentage of people with low education); and (f) societal char-
acteristics of a province (percent increase in divorces).

This list of province-level variables is, of course, far from compre-
hensive (secondary analysis of survey data is subject to what is avail-
able in the data). Any of the above categories may not be measured
adequately with the included variables. This is the reason that the
names of individual variables, rather than the names of general cat-
egories, have been used in all interpretations so far. Another word
of caution with regard to policy implications is that scales used in
the NLSCY measured perceived social support for students rather
than actual social support for students. Although these two may be
highly correlated, they are different conceptually and practically.
Finally, the two factors of social support for students accounted for
only 49% of the variance in social support measures. This situation
may impose some limitations on this study. Rather than being con-
clusive, the findings of this study open new doors for more investi-
gation into the issue of social support for students.

The significant province-level variable, birth rate, has an important
implication. This study implies that provinces with relatively higher
birth rates need to examine their institutional support for students
to make sure that both quality and quantity are adequate. A re-
lated finding is that family size was a province-level characteristic.
Common wisdom states that students from large families may not
have enough attention from their parents in comparison to students
in smaller families. When personal problems occur, students from
larger families may need more institutional support. Provinces, how-
ever, were divided on this regard — the perception of students from
large families was not disadvantaged in some provinces, but was in
others.

In the context of the variables included at both individual and pro-
vincial levels in this study, individual-level variables turned out to
be more important than province-level variables. The following policy
implications come from the individual level (all of the problems to
be discussed are common among provinces). One major concern is
that immigrant students perceived far less personal support than
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students born in Canada. Commonly, immigrant students have many
problems that non-immigrant students do not have — for example,
they need to adapt to the new social cultural environment, their
parents are overwhelmingly preoccupied with earning a living, and
language problems may prevent them from making friends. Immi-
grant students in provinces with few visible minorities may feel even
more isolated. There is a common need for all provinces to examine
social programs and services that help immigrant students feel at
home and merge into the society so as to ensure the adequacy of
those programs and services in terms of both quality and quantity.
Many organizations in the public sector, such as religious commu-
nities, can help with things like “friendship groups” where immi-
grant families are peered with local families to grow friendship.

It is important for students with poorer prosocial behaviour to per-
ceive more personal support. But this study shows that the opposite
was true — they actually perceived much less personal support. The
reason may be twofold: (a) many adults usually like to help, or feel
comfortable with helping, children with good prosocial behaviour;
and (b) students with good prosocial behaviour make friends more
easily. Programs are needed that motivate adults to work with and,
more importantly, educate them in how to work with children with
poor prosocial behaviour. Meanwhile, some counselling programs
may help treat students with poor prosocial behaviour.

A similar concern to the above is also raised about institutional sup-
port for students — students with more emotional disorder perceived
much less institutional support. This certainly does not mean that
social institutions have largely left them alone. It is very likely that
many institutions are not aware of these students in need. School
staff and social services professionals may need to play a bigger role
in identifying students with emotional disorders. This may not be
an easy task because emotional problems are more hidden than be-
havioural problems. Parents, teachers, and peers can provide use-
ful information to help identify students with emotional disorders.

In this study, the number of parents in the home had the strongest
effect on perceived institutional support for students. It is certainly
a trend in the right direction that students from single-parent house-
holds perceived more institutional support than those from both-
parent households. However, the magnitude of this effect was
somewhat abnormal, that is, there is a concern about students from
both-parent households. In fact, an effect size of nearly 60% of a
standard deviation indicates a big concern for students with two
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parents at home. No one would argue that students with single par-
ents need more social support, but the belief that two parents can
provide adequate social support for their children has to be put in
context and not taken for granted. This point becomes even more
informative if one connects the above finding with the finding that
students with single parents perceived as much personal support as
students with both parents.

In this study, family size is a unique variable in that it was both an
individual characteristic and a provincial characteristic. Students
from large families perceived potentially far less institutional sup-
port than those from small families. The word “potentially” is worth
emphasizing. If family sizes are different by one or two persons, the
difference in perceived institutional support may not be appreciable
practically. The attention needs to be paid to really large families.
For example, perceived institutional support was far less for a stu-
dent coming from a family with 6 or 7 persons than for a student
coming from a family with 3 or 4 persons. In addition, as discussed
earlier, family size also played a role at the provincial level. The
problem associated with family size was small in some provinces
but big in others.

Equality Issues

Equality issues have often been sensitive public concerns. Many
equality issues are worth investigating, with the major ones being
gender, socioeconomic, and racial equalities. This study found that
gender was one of the two variables (age was the other) that were
consistently insignificant across aspects of social support for stu-
dents (personal and institutional support). Male and female students
perceived similar personal and institutional support — there was
no gender gap in perceived social support for students.

However, socioeconomic equality appears to be a concern. Students
from low SES perceived less personal support than those from high
SES — a typical scenario of socioeconomic inequality. As to institu-
tional support, although SES was not significant at the individual
level, it was a provincial characteristic. That is, in some provinces,
SES had strong effects on perceived institutional support (less equal-
ity), whereas in other provinces, SES had weak effects (more equal-
ity). It is encouraging, though, that 8 of 10 provinces showed a flat
SES gradient, indicating socioeconomic equality in perceived insti-
tutional support for students. The mechanism that makes Quebec
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and Alberta have significant SES gradients needs to be investigated.
Overall, social programs and services need to be examined to make
sure that students from disadvantaged families cope with their per-
sonal problems through both personal support and institutional sup-
port in a way that is adequate in quality and quantity, particularly
in the provinces showing salient SES gradients.

The racial equality issue cannot be addressed with available data.
However, the variable of immigration to Canada offers some partial
clue on this regard, given that most immigrants have come from
third-world countries in the past decade. As discussed earlier, a huge
gap in perceived personal support between immigrant students and
non-immigrant students existed in the data. On the other hand, no
appreciable gap was detected in perceived institutional support.
Social institutions seem to have created a positive image of promot-
ing equality among immigrant students, but individuals in the soci-
ety seem not to have created a positive image of promoting equality
among immigrant students. The public and private sectors may need
to encourage and train individuals to participate in helping immi-
grant students, perhaps generally helping minority students with
their personal problems. Awareness programs aimed at the general
population may aid in this effort.

NOTES

1. The Labour Force Survey contains a nationally representative sam-
ple of Canadian households. It includes individuals representative
of the civilian, non-institutionalized population 15 years of age or
older in 10 provinces in Canada. The sample is obtained through a
stratified, multi-stage design that employs probability sampling at
all stages. The NLSCY is designed to select a representative sample
of Canadian children on the basis of the sampling framework used
in the Labour Force Survey. As a result, the NLSCY has a national
probability sample of Canadian children in 10 provinces.

2. The use of single-item scales (including dichotomous scales) may
impose limitations on data analysis in the present study. The major
concern is that these scales cannot adequately represent constructs
of interest, measuring only one specific aspect of a construct. For
example, to adequately measure the economic condition of a prov-
ince, one needs more information than just the employment rate.
To alleviate this concern, the interpretation was closely tied to the
meaning of each variable (at the individual and provincial levels).
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With this caution, the results of the present study can still be used
with confidence in spite of the above potential statistical problems.

3. Theoretically, the effects as reported in the table cannot be directly
compared with the standards in Rosenthal and Rosnow (1984). Ef-
fect size unit, which is the ratio between the effect of a variable as
reported in the table and the variance component (standard devia-
tion) at the relevant level (individual or provincial) in the HLM
model, needs to be calculated. The classification of effects as small
or moderate in the present study was based on effect size units. This
common metric allows for comparison of effects across variables.
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APPENDIX

Items Measuring Social Support for Students (Outcome),
Prosocial Behaviour, Emotional Disorder, Conduct Disorder,
and Interpersonal Relationship

Social Support for Students

ASPHQ01A If something went wrong, no one would help me.

ASPHQ01B I have family and friends who help me feel safe, se-
cure, and happy.

ASPHQ01C There is someone I trust whom I would turn to for
advice if I were having problems.

ASPHQ01D There is no one I feel comfortable talking about my
problems with.

ASPHQ01E I lack a feeling of closeness with another person.

ASPHQ01F There are people I can count on in an emergency.

(1 = strongly disagree, 2 = disagree, 3 = agree, 4 =
strongly agree)

ASPHQ02A Did community or social service professionals help
with your personal problems during the past 12
months?

ASPHQ02B Did health professionals help with your personal prob-
lems during the past 12 months?

ASPHQ02C Did religious or spiritual leaders or communities help
with your personal problems during the past 12
months?
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ASPHQ02D Did books or magazines help with your personal prob-
lems during the past 12 months?

(1 = yes, 2 = no)

Prosocial Behaviour

ABECQ6A How often would you say that your child shows sym-
pathy to someone who has made a mistake?

ABECQ6D How often would you say that your child will try to
help someone who has been hurt?

ABECQ6H How often would you say that your child volunteers
to help clear up a mess someone else has made?

ABECQ6M How often would you say that your child, if there is a
quarrel or dispute, will try to stop it?

ABECQ6U How often would you say that your child offers to help
other children (friend, brother or sister) who are hav-
ing difficulties with a task?

ABECQ6BB How often would you say that your child comforts a
child (friend, brother or sister) who is crying or up-
set?

ABECQ6GG How often would you say that your child spontane-
ously helps to pick up objects which another child has
dropped (e.g., pencils, books, etc.)?

ABECQ6OO How often would you say that your child will invite
bystanders to join in a game?

ABECQ6SS How often would you say that your child helps other
children who are feeling stick?

ABECQ6UU How often would you say that your child takes the
opportunity to praise the work of less able children?

(1 = never or not true, 2 = sometimes or somewhat
true, 3 = often or very true)

Emotional Disorder (Anxiety)

ABECQ6F How often would you say that your child seems to be
unhappy, sad or depressed?

ABECQ6K How often would you say that your child is not as
happy as other children?
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ABECQ6Q How often would you say that your child is too fearful
or anxious?

ABECQ6V How often would you say that your child is worried?

ABECQ6CC How often would you say that your child cries a lot?

ABECQ6II How often would you say that your child appears mis-
erable, unhappy, tearful or distressed?

ABECQ6MM How often would you say that your child is nervous,
highstrung or tense?

ABECQ6RR How often would you say that your child has trouble
enjoying himself/herself?

(1 = never or not true, 2 = sometimes or somewhat
true, 3 = often or very true)

Conduct Disorder

ABECQ6G How often would you say that your child gets into
many fights?

ABECQ6X How often would you say that your child, when an-
other child accidentally hurts him/her, assume that
the other child meant to do it, and then reacts with
anger and fighting?

ABECQ6AA How often would you say that your child physically
attacks people?

ABECQ6FF How often would you say that your child threatens
people?

ABECQ6JJ How often would you say that your child is cruel, bul-
lies or is mean to others?

ABECQ6NN How often would you say that your child kicks, bites,
hits other people?

(1 = never or not true, 2 = sometimes or somewhat
true, 3 = often or very true)

Interpersonal Relationship

ARLCQ06 During the past 6 months, how well has your child
gotten along with other kids, such as friends or class-
mates (excluding brothers and sisters)?
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ARLCQ07 Since starting school in the fall, how well has your
child gotten along with his/her teacher(s) at school?

ARLCQ08 During the past 6 months, how well has your child
gotten along with his/her parents?

ARLCQ09 During the past 6 months, how well has your child
gotten along with his/her brother(s)/sister(s)?

(1 = very well, 2 = quite well, 3 = pretty well, 4 = not
too well, 5 = not well at all)
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THE TEMPORAL LOGIC MODEL CONCEPT

Molly den Heyer
Ottawa, Ontario

This article proposes an alternative program logic model based
on the concepts of learning organizations and systems theory.
The piece redefines time from a space or duration in which the
preset program activities take place, to time as an evolutionary
process in which the implementation of the program stimulates
learning and adaptation. The latter concept of time was embed-
ded into an alternative logic model, titled Temporal Logic Model.
It provides a space for stakeholders to record changes in pro-
gram context, interim assessments, and program modifications
in a format that requires periodic updates. The documentation
of how and why the program changes over time should enhance
the program’s accountability as well as learning.

L’article qui suit propose un nouveau modèle de logique de pro-
gramme axé sur les concepts des organisations d’apprentissage
et la théorie des systèmes. L’article redéfinit le temps non comme
un espace ou une durée où les activités pré-établies du pro-
gramme se déroulent, mais comme un processus évolutionnaire
dans lequel la mise en oeuvre du programme stimule l’appren-
tissage et l’adaptation. Ce concept du temps a été intégré à un
nouveau modèle de logique intitulé le modèle de logique tempo-
relle. Il offre aux intervenants un espace où ils peuvent consi-
gner les changements au contexte du programme, les
évaluations intérimaires et les modifications au programme et
ce, dans un format qui exige des mises à jour périodiques. La
documentation expliquant comment et pourquoi le programme
change au fil du temps devrait rehausser l’imputabilité du pro-
gramme, ainsi que de l’apprentissage.

The Logic Framework Analysis (LFA) was invented in
the 1960s by a team of consultants led by Leon Rosenburg (Gasper,
1997). Despite widespread criticisms, its use has proliferated
throughout the international development field. Over the last 40
years it has become part of standard procedures for program and
project management and evaluation at the Canadian International
Development Agency, the Danish International Development
Agency, the German Agency for Technical Corporation, the Norwe-
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gian Agency for Development, the British Oversea Development
Agency, the Swedish International Development Agency, and the
US Agency for International Development

The LFA is part of a family of logframe analyses that includes re-
sults chains (primarily used in the Canadian domestic development
field) and program logic models (primarily used in the healthcare
field). Given slight variations of terminology and structure, the pur-
pose of a logic model is to illustrate the program’s components and
how they logically link together. A logic model is also used to meas-
ure the success of the program against its original plans. Although
current logic models can be continuously revised to reflect new pro-
gram realities, they do not capture the contributing factors and fluid
motion of how the program adapts to a chaotic environment and the
stakeholders who are constantly learning.

In order to address this issue, the International Development Re-
search Centre’s (IDRC) Evaluation Unit has researched and devel-
oped an alternative logic model that could include program
responsiveness to environmental changes and the organizational
learning process. The alternative model, Temporal Logic Model
(TLM), achieves this through periodically recording contextual
changes, making an interim assessment, and integrating any sub-
sequent modifications. This article will provide a brief theoretical
framework for the subsequent presentation of the TLM’s attributes,
outcome orientation, and internal mechanisms.

THEORETICAL FRAMEWORK

The debate surrounding logic models is rooted in our basic percep-
tion of programs and how we envision the process of implementa-
tion. General Systems Theory has three distinct branches that
describe how we can perceive programs as systems. They are: hard
systems, which are closed representations of structures; open sys-
tems, which are dynamic evolutionary processes of change; and soft
systems, which are methods of modelling, interpreting, and plan-
ning interventions.

The hard systems approach formed the basis of social engineering,
policy analysis, and management science that emerged in the post-
WWII era. This type of approach describes a cause and effect proc-
ess contained in a closed environment, and introduced terminology
such as inputs, outputs, and feedback loops (Friedmann, 1987). In
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the design phase, potential issues and components are identified
and assembled (Checkland, 1981). Implementation is merely a mat-
ter of executing the prescribed activities according to the plan. The
success of the system or program can then be measured by compar-
ing the end results against the original blueprint.

The introduction of feedback loops expanded the concept of closed
systems by illustrating some aspects of the process. While feedback
loops enrich the models, they still rely on the designer’s powers of
foresight to establish possible connections and influences over the
system before implementation. This is connected to two key assump-
tions: the original designers/planners have comprehensive knowl-
edge of the situation, and there are no external factors that could
interfere with implementation.

As mentioned above, logic models provide a sketch of the program
components and how they are linked together. Although useful for
providing a quick administrative overview, they have been highly
criticized for presenting a closed system image that rarely occurs in
the field. Figure 1 depicts the Logical Framework Analysis (LFA) as
a model of a “fixed” or closed system.

Ludwig von Bertalanffy’s distinction between closed and open sys-
tems sparked the development of a more organic view of systems as
a continual process accessible to outside influences (Checkland,

Figure 1
Standard Logical Framework Analysis (LFA)
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1981). Open systems create a more dynamic and complex under-
standing of systems that better reflects the program and project
implementation process. They contain several key elements sum-
marized by Carden:

The process in a system is copoetic; order is created out
of chaos through a collective process of interaction. The
structure is dissipative; that is, order is achieved through
fluctuation; stability is long-term not short-term and in
the short term structures may appear highly unstable
and uncertain. Evolution is self-transcendent. That is,
the evolution of a system is through its changing its own
consciousness and breaking the symmetry in which it
exists. (1990, p. 51)

Figure 2 illustrates that the program is in an ongoing dialogue with
complex external factors. Program design should be modified as the
program adapts to situations where program assumptions were un-
dermined, unintended effects occurred, or the program environment
changed. From this perspective, program management becomes more
of an art form than a science.

Figure 2
Program Implementation in an Open System
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The open systems perspective can be found in a variety of concep-
tual frameworks including the social learning paradigm. This ap-
proach states that individuals/groups who are involved in program
activities should enter into a learning process. The process consists
of continuous learning loops of action, reflection, and adaption in
which the stakeholders gain tacit and explicit knowledge (Korten &
Klauss, 1984). As a result of the learning process, the program de-
sign and activities can change several times as actors engage in a
dialogue with the self, each other, and their former decisions. Thus,
the stakeholder’s learning becomes both subjected to and the cause
of program fluctuations. This type of responsiveness and incorpora-
tion of lessons learned is an integral part of a learning organization
and a primary characteristic of open systems.

Soft systems are unique in General Systems Theory because they
identify a method of interpreting systems rather then describing
characteristics and rules surrounding the system itself. According
to Checkland and Scholes:

The basic shape of the approach is to formulate some
models which it is hoped will be relevant to the real-
world situation, and use them by setting them against
perceptions of the real world in a process of comparison.
That comparison could then initiate debate leading to a
decision to take purposeful action to improve the part of
the real life which is under scrutiny. (1990, p.6)

Checkland and Scholes (1990) further describe how soft system mod-
els are in a continuous process of feedback, assessment, and adjust-
ment. Through this cycle the stakeholders are continually trying to
incorporate more and more complexity to gain better representa-
tion of our immense reality. The soft system’s cycle can easily be
corresponded with the learning cycle (described above as action, re-
flection, and adaptation). Thus, it can be said that the stakeholder
is utilizing a soft systems approach of interpreting an open system
of which s/he is a part.

Given this analysis, traditional logic models illustrate a hard sys-
tems perspective of social development programs. In contrast, the
TLM was designed as a soft system that could assist stakeholders
to understand the program as an open system, essentially expand-
ing the model to reflect an increasing understanding of our reality.
This allows the stakeholder’s understanding and documentation of
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the program to evolve with the program’s implementation. These
concepts are illustrated by Figure 2, which depicts program imple-
mentation in an open system, and Figure 3, which juxtaposes soft
systems thinking with the implementation of the TLM.

TLM ATTRIBUTES

The development of the TLM was approached much like a puzzle.
The dimension of time was combined with the positive attributes
from existing logic models and fitted into an easily understood for-

Figure 3
Soft Systems Thinking and the Utilization of the Temporal Logic Model
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mat (shown in Figure 4). Although the general purpose is to provide
program stakeholders with an effective tool to monitor process, the
TLM’s potential has evolved to include several additional theoreti-
cal and practical attributes that standard logic models lack. The
possible range of attributes for the TLM are:

1. The TLM is complementary to the social learning process.
By recording program context changes and interim assess-
ment, the TLM encourages reflection on past and present
activities. The emphasis on revising the program design row
promotes critical thinking about its structure. Furthermore,
it tracks the program’s adaptation as stakeholders learn
more about the issues. For these reasons, the TLM supports
the learning process approach to social development.

2. The TLM does not have a specified time-frame. The term
“Project-ism” is used by Gasper (1997) to illustrate the de-
velopment industry’s obsession with short-term programs
and projects. He states that the LFA supports this tradi-
tion by illustrating only one set of interventions within a
specific time-frame. The standard logic models cannot move
beyond the first phase of a program to incorporate a long-
term vision. In contrast, the TLM incorporates a series of

Figure 4
The Temporal Logic Model (TLM)
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stages that grow with the program. The stages should record
and monitor the different phases without a specified end.

3. The TLM provides the flexibility to be responsive to the pro-
gram context. It is an articulation of the dynamic relation-
ship between what Shadish (1987) termed the microtheory
and the macrotheory. The microtheory, an expression of the
internal workings of a program, is envisioned as a program’s
“black box” in a clinical environment. Yet, the “box” is often
distorted from the unpredictable environment in which it
is situated. The program environment is chaotic, and
changes can occur in a variety of areas including changes
in the political economy, weather shifts, stakeholders learn
new information, equipment does not arrive, and so on.
Adaptability is essential for programs to maintain a steady
course toward their original goals.

4. The TLM focuses on monitoring and recording the process.
Monitoring systems support, if not provide, a catalyst for
the learning process. They promote intermittent change in
order to correct small problems before they become larger.

5. The TLM can be used as a strategic decision-making tool.
The stakeholders go through the process of recording pro-
gram context changes and any monitoring results. Based
on this layout, they can then openly discuss the key issues
and possible modifications to the program design, and record
them in the subsequent program design rows. The process
of reflection can promote a dialogue among the stakeholders
in order to prompt strategic decision-making.

6. The TLM captures unintended results. The stakeholders can
expand their causation focus to include unforeseen results
by allowing outcomes to change throughout the lifespan of
the program. Once the unintended results are incorporated
into the framework, actions can then be taken to mitigate
the negative effects and accentuate the positive effects.

7. The TLM provides a chronology of program history. It builds
up an institutional memory and conveys key information
for a summative evaluation by recording the program con-
text changes, interim assessment, and modifications. This
is essential to an organization that is dealing with a high
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degree of change, is geographically diverse, or has a high
turnover of staff.

8. As a monitoring tool, the TLM promotes dialogue between
the donor and recipient. On the one hand, the TLM requires
justification for any changes to the program design. On the
other hand, it provides the field worker with a flexible frame-
work, allowing him or her to be responsive to the program
context. This balance can act as a catalyst for more informed
dialogue between the levels of administration.

In addition to the theoretical characteristics, a number of practical
issues are embedded in the design. They are as follows:

1. The TLM is applicable to different stages of the program. It
can be used to test the logical linkages of the program, to
monitor progress and lessons learned during the implemen-
tation phase, and, finally, to document the program history
for a summative evaluation.

2. The structure of the TLM should explicitly illustrate that
the program is an ongoing process in which monitoring and
periodical reflection of the program design is necessary. Al-
though some authors, such as Sawadogo and Dunlop (1997),
recommend that logic models be revised as the program
changes, it is not explicit in their structure. By leaving the
open spaces to be filled in later, the structure explicitly iden-
tifies the need for updates.

3. The TLM was formatted to read like a newspaper, without
cross-referencing within the framework. Keeping the design
simple is important for three reasons: it can be easily read
and understood by all stakeholders, it is a simple technol-
ogy that can be applied anywhere in the world, and it can
be used in a group setting.

Given the nature of implementation, problems with the TLM are
bound to arise. Every tool is subject to the dangers of conceptual
misunderstandings and misuse. There are also a number of program-
specific issues (entrenched hierarchical structures, irreconcilable
differences among stakeholders, etc.) that can impede the develop-
ment of a program vision, a multi-stakeholder approach, or a pro-
gram modification. These types of situations highlight the fact that
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logic models are simple tools designed to assist humans through
program planning and management. Without stakeholder “buy-in”
to actualize the tool, the logic model remains just a chart.

OUTPUTS, OUTCOMES, IMPACTS, AND SUSTAINABLE STRATEGIES

The literature on outputs, outcomes, and impacts reveals a host of
definitions with slight variations. Generally, the literature associ-
ates the terms with immediate, short-term, and long-term results
of a program or a project. The time-frame of the results also corre-
sponds with the depth of the information and the types of changes.
Because profound results tend to take a longer time to emerge, out-
puts, outcomes, and impacts should have deeper and deeper roots
in behaviour and societal structures as time progresses.

Outputs are closely related to the activities or program “deliverables.”
They are usually the number of workshops held, the number of cli-
ents, the number of grants distributed, and so on. Often already
captured in the activities category, this type of detailed accounting
was deemed not necessary for the general overview of program de-
sign illustrated by the TLM.

Oakley, Pratt, and Clayton define outcomes in the statement:

The crucial first stage of measurement will be to assess
what has been the outcome of the project in terms of the
effect it has had on the initial situation.... by effect we
mean the more immediate tangible and observable
change in relation to the initial situation and established
objectives, which it is felt has been brought about as a
direct result of the project. (1998, p. 35)

From this description, outcomes become the focus of the majority of
evaluations due to their accessible time frame and depth of change.

Impacts are the long-term results that imply a broader societal
change that may only be measured several years after the program
is completed. Some examples of impacts are an increased standard
of living, human resource development, gender equality, and in-
creased political awareness of environmental issues. Although this
information is highly desirable for the stakeholders, impacts are
rarely measured because of the length of time it takes for real im-
pacts to emerge as well as being too general for direct attribution
(Oakley, Pratt, & Clayton, 1998).
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In an effort to address the ambiguity surrounding the categoriza-
tion of different results, IDRC’s Outcome Mapping is directed solely
toward outcomes. The approach redefines outcomes to accentuate
contextual change without restricting it to a specific time frame.
For Outcome Mapping, outcomes are “changes in the behaviour, re-
lationships, activities, or actions of the people, groups and organi-
zations with whom the program works directly” (Earl, Carden, &
Smutylo, 2001, p. 1). This reflects a shift in focus from evaluating
changes in state, to evaluating changes in behaviour. Outcome Map-
ping also substitutes attribution for contribution by later emphasiz-
ing that “outcomes can be logically linked to a program’s activities,
although they are not necessarily directly caused by them” (Earl et
al., 2001, p.1).

As illustrated in Figure 5, the depth or extent of change in behav-
iour forms an interesting outcome dynamic with accountability. As
one moves from outputs to impacts, the level of program control or
influence decreases. Conversely, the level of stakeholder participa-
tion increases along the same path. The results are inadequate par-
ticipation for behavioural changes in outputs and inadequate
program control for accountability in impacts. The two variables in-

Figure 5
Program Control and Participation

Source: Smutylo, 2001; Woodhill, 2000.
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tersect at outcomes, providing partial participation to encourage
behavioural change and partial program control to allow for account-
ability. Thus, outcomes become the target for measuring behavioural
changes in programs (Smutylo, 2001; Woodhill, 2000).

In an effort to maintain a long-term emphasis without entering an
expensive and undetermined search for impacts, the TLM replaced
impacts with sustainable strategies. This still keeps an emphasis
on long-term planning, but focuses on the ex-ante and implementa-
tion program stages rather than ex-post. Sustainable strategies ask
the question, “What are the program strategies for ensuring that
the initiative continues beyond your program’s involvement?” This
asks the program stakeholders to plan several organizational strat-
egies to ensure that the activities are fully integrated into the tar-
get community. The strategies are not intended to promote
self-perpetuating organizations but to assist the long-term goals of
the program to take root inside the target community. Sustainable
strategies can include empowerment activities, mentoring commu-
nity members in program management, revolving funds for devel-
opment, and so on.

The Australian International Development Agency (AusAid) has
developed a similar concept of the same name. They define sustain-
able strategies as “the continuation of benefits after major assist-
ance from a donor has been completed.” Furthermore, they state
that sustainable strategies should be clearly identified in the pro-
gram’s design stage and individually created on a case-by-case ba-
sis (AusAid, 2000).

The TLM provides a unique results approach by incorporating a more
rounded definition of outcomes and sustainable strategies in proc-
ess-orientated framework. It is intended to focus on meaningful
change without over-reporting on details and without attempting to
track attribution for long-term effects. The long-term vision is main-
tained by illustrating strategies that actively seek sustainability.
By creating a space to illustrate both process and results, the TLM
seeks to reach a balance between the two approaches.

THE TLM’S TECHNICAL ASPECTS

Simply defined, the Temporal Logic Model is an evaluation tool that
provides an overall pictorial representation of the program compo-
nents and tracks design modifications during implementation. By
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including the temporal aspects through a series of stages listed in a
table format, the TLM captures program context changes, modifica-
tions, and both intended and unintended results. These character-
istics should enable the TLM to monitor the learning process.

The Temporal Logic Model reads like a newspaper. It comprises two
stages, with the second stage repeated throughout the program. The
first stage embodies the original program vision and is referred to
as the program planning stage. The program planning stage is fol-
lowed by a series of monitoring stages, which record changes over
the span of the program.

The project planning stage should be completed with the initial pro-
gram design documents. Its subsequent implementation can vary
in frequency depending on the size, length, intensity, and complex-
ity of the program. In deciding on the frequency, it is important to
remember that the TLM should be used to monitor the program and
assist in the decision-making process. Thus, in addition to a regular
monitoring schedule, the TLM should be updated whenever the pro-
gram design is modified.

Like other logic models, the TLM contains two forms of inquiry. First,
the individual components ask for specific information. Second, the
components should link together to form a logical statement.
Coleman (1987) describes how the logic models are constructed to
express program rationale in a series of “if-and-then” statements.
These statements are the underpinnings of the model. If the link-
ages are not tested correctly, then the model is limited to what Gasper
(2000) refers to as a “box-filling” exercise. This deflates the models
to the questions asked by each component, essentially overlooking
the opportunity to test how the components fit together to form the
program rationale.

The TLM has three lines of horizontal logic and one vertical (see
Figure 6). The horizontal logic is embedded in the program context
row, program design row, and modification row. The vertical logic is
articulated through the series of installments or stages. The com-
bined logical statements should convey the program story.

Program Planning Stage

The program planning stage should be used to help design and test
the logic of the program. It consists of two rows, the program con-



THE CANADIAN JOURNAL OF PROGRAM EVALUATION40
Fi

gu
re

 6
C

on
ve

yi
ng

 th
e 

Pr
og

ra
m

 S
to

ry



LA REVUE CANADIENNE D'ÉVALUATION DE PROGRAMME 41

text row and the program design row. The program context row de-
scribes the context and issue that the program will address, while
the program design row demonstrates how the issue will be ad-
dressed through the program.

Program Context Row

The first row in the program planning stage provides the background
for the program. It includes program context, target population,
goals, and assumptions. It is intended to convey the information
necessary to understand the contextual aspects of the program. The
four boxes are designed to create the statement, “If these are the
issues for this population, then we hope to create this change based
on these premises.” This row is unique in the table as it remains
unchanged, providing an overall trajectory and stability for the pro-
gram.

Program Context: What is the program environment? This section
should describe the defining characteristics of the program environ-
ment. It includes general societal and physical trends that affect
the target population. This type of component is not found in most
logic models.

Target Population: Whom do you want to reach? The target popula-
tion box should contain a clear statement of who will benefit from
the program. It is important to note the distinction between target
population and stakeholders. Stakeholders are a larger group, who
are involved in and/or affected by the program, whereas the target
population is the program’s intended audience. The target popula-
tion was incorporated into the TLM in order to shape the program
and to focus attention on the beneficiaries. Also known as program
reach, it is included in some versions of the results chain, but rarely
incorporated into LFAs.

Goals: Where are you going? Goals reflect the overall direction of
the program. Ideally they are clear, concise, and commonly agreed
upon. It is important to balance the goal statement between attain-
able targets and motivating statements. The TLM does not hold the
program directly accountable for obtaining the goals by placing the
component in the program context row, thereby allowing the state-
ments to be motivating. Although goals are not present in results
chains, they are found in Logical Framework Analysis (LFA) and
program logic models.
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Assumptions: What are the influences beyond staff control? Assump-
tions are the external influences outside the control of the program.
Although they are only found in LFAs, they represent a critical as-
pect of the program and project management. Assumptions prompt
stakeholders to inquire about which aspects of the program are un-
stable and beyond the control of the program’s staff. These elements
exist in every program and require recognition and constant moni-
toring. Alison Mathie (personal communication, August 2000) dis-
tinguishes between two types of assumptions: circumstantial and
theoretical. Circumstantial assumptions are embedded in the con-
text in which the program is situated. They may include political
unrest, natural disasters, drops in currency, or the cooperation of
other organizations. Theoretical assumptions are relatively more
controllable. Mathie argues that the implementors can establish a
body of evidence for the program theory by correlating the assump-
tion with the literature. This involves a closer examination of the
dynamics and variables surrounding the casual linkages.

Program Design Row A

The second row is based on versions of LFAs, logic models, and re-
sults chains. It includes objectives, inputs/resources, activities, sus-
tainable strategies, outcomes, and indicators. The program design
row is repeated in every stage of the TLM. The horizontal logic should
illustrate how the internal workings of the program fit together, thus
articulating the program’s theory of intervention or Shadish’s
microtheory (1987). It states, “If this is what we want to realisti-
cally accomplish, and these are our resources to carry out these ac-
tivities, and we will ensure long-term results with these strategies,
then we will have this effect, which will be illustrated through these
variables.”

Objectives: What do you want to happen? Clear objectives are neces-
sary for program design, administration, and evaluation. They clarify
the direction of the program and break the goal into specific and
obtainable targets. Patton (1997) describes a good objective as “clear,
specific, and measurable.” Although objectives are included in the
standard LFA, they are frequently missing from results chains and
logic models.

Inputs/Resources: What do you have? Inputs/resources refer to the
overall cost of the program. This includes employees’ salaries and
benefits, materials, use of machines, office space, travel, in-kind con-
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tributions, and so on. Determining if results justify the cost is nec-
essary to evaluate efficiency.

Activities: How will you make it happen? Activities refer to planned
events, workshops, consultation, research, proposals, writing, and
other tasks carried out under the program name. Although domi-
nant in logic models, activities are not found in results chains and
LFAs.

Sustainable Strategies: What are the program strategies for ensur-
ing that the initiative continues beyond your program’s involvement?
This section requests the program stakeholders to plan several or-
ganizational strategies to ensure that the activities are fully inte-
grated into the target community. They are not strategies for
self-perpetuating organization but are intended to make the long-
term goals of the program take root inside the target community.
Sustainable strategies could include empowerment activities,
mentoring community members in program management, a revolv-
ing fund for development, and so on.

Outcomes: What are the expected short-term results? Outcomes are
also found in LFAs, results chains, and logic models. As discussed
earlier, the TLM utilizes Outcome Mapping’s definition of outcomes
as “changes in the behaviour, relationships, activities, and/or ac-
tions of boundary partners that can be logically linked to, although
are not necessarily directly caused by, a project or program.” This
avoids the trap of attribution by focusing the evaluation on behav-
ioural changes to which the program’s activities have contributed.

Monitoring Stage

The subsequent monitoring stages require the program staff to
analyze and respond to the program environment and evaluation
recommendations. These can occur at regularly appointed intervals
or as the need arises. In this manner, the TLM increases the pro-
gram flexibility, but also requires staff to justify and record pro-
gram changes.

Modifications Row

The monitoring stages consist of a modification row and a program
design row. The modification row includes sections on program con-
text changes, interim assessment, and modifications. The embed-
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ded horizontal logic statement is simply, “If the program context
has changed in this manner and the interim assessment have shown
this, then the program should (or should not) adapt in this manner.”

Program Context Changes: What are the external factors influencing
the program? Program staff must be responsive to the emergence of
new information and environmental changes. Unknown factors and
known assumptions can undermine a program’s stability and render
its activities ineffective, if not harmful. The TLM recognizes this re-
ality by allowing the program to not only identify the assumptions,
but also change the program in response to the chaotic environment.
Under the heading “program context changes,” program staff may
record the factors that influence the program implementation, includ-
ing external societal trends and internal cultural trends.

Interim Assessment: What worked? What didn’t work? The interim
assessment section refers to the results of interim evaluation, moni-
toring, or professional observation. It allows the program adminis-
trator to record activities or procedures that are or are not working.

Modifications: What changes have been/should be made, if any?
Modifications refer to changes in program design, and should corre-
spond with program context changes and interim assessments. In
some cases changes will not be necessary, but this option should be
left to program stakeholders.

Program Design Row B

The modification row is followed by the newly amended program
design row. It will incorporate the changes and provide an updated
program vision. It is important to note that a change in one compo-
nent can have a domino effect throughout the model. For example,
changing an objective could affect the budget allocation, activities,
sustainable strategies, indicators, and outcomes. Therefore, all the
components in the row should be checked and adjusted every time a
modification is made. To increase clarity, changes in the program
design row can be italicized or bolded.

Vertical Logic Statement

The vertical statement moves beyond one “if and then” statement to
include an additional sentence at each stage of the program’s devel-
opment. The result is an animated story that develops from the fol-
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lowing script: “If these are the contextual issues the program needs
to respond to then this is the intervention designed to address it.
But if the program needs to be adapted then this would be the modi-
fied designed. The script builds a chronology of how and why the
program is changing.

CONCLUSIONS

Traditional logic models are noted for being inflexible due to their
roots in hard system or blueprint-style management. By adapting the
structure to include a series of stages, the TLM monitors changes in
the program design over time, increasing responsiveness and flexibil-
ity. Furthermore, the TLM’s points of inquiry and logical statements
prompt the stakeholders to reflect on results, sustainability, program
design, and the process of implementation in order to review the pro-
gram’s effectiveness, efficiency, and rationale. This creates a soft sys-
tem model for interpreting the program as an open system.

Given this analysis, the TLM is still in the conceptual stage. Re-
peated field applications are required before final conclusions can
be drawn. Moreover, it also has to be recognized that the logic model
is a management tool. Whether the TLM illustrates an open or closed
system will depend on how it is implemented. This discussion is not
intended to minimize the importance of a reflective practitioner, but
merely propose a better tool to carry out their tasks.

Gordon Framst (personal communication, October 2000) stated that
three logic models always exist in the program at the same time: the
model of what the program is supposed to be; the model that repre-
sents how the project is actually being implemented; and the model
that illustrates how the program should be implemented. By these
definitions, standard logic models represent what the program is
“supposed to be.” The TLM expands on the “supposed to be” model by
including “how it is currently being implemented” in the modification
row and “how it should be implemented based on new learning” in the
subsequent design rows. Understanding the tension between these
concurrent models should reveal valuable program lessons.
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The current trend in evaluation research is to include
stakeholders in the evaluation process. Central to this trend is
the belief that stakeholder involvement empowers the
stakeholders, increases the utilization of results, and increases
the validity of the evaluation. This article examines both the
theoretical foundation for this belief and its empirical support.
Conditions under which these benefits are realized are analyzed
and compared to situations that fail to gain these benefits.

La tendance actuelle dans l’évaluation de recherche est d’inclure
des intervenants dans le processus d’évaluation. L’idée centrale
de cette tendance consiste en trois aspects: l’implication des in-
tervenants habilite les intervenants, accroit l’utilisation des
résultats et augmente la validité de l’évaluation. Cet article
examine la fondation théorique de ce concept et son soutien
empirique. Les conditions dans lesquelles sont réalisées les bé-
néfices sont analysées et comparées aux situations qui
manquentd’obtenir ces bénéfices.

Many factors must be considered for an effective pro-
gram evaluation. One issue that has generated controversy is the
inclusion of stakeholders in the evaluation process. This article at-
tempts to illustrate the diverse views of stakeholder participation
though careful examination of published research. The approach
taken here recognizes that the term “stakeholder” has had different
definitions for different researchers over the years and that these
operational differences continue to persist today. To address this
inconsistency, researchers within both the objective-scientist and
social-constructivist paradigms are moving toward explicitly defin-
ing how the term “stakeholder” is used (e.g., Collins, 2000; Scriven,
1997; VanderPlaat, Samson, & Raven, 2001). Indeed, Scriven (1997)
distinguishes between clients, consumers, payers, stakeholders, and
audience, providing definitions for each term while acknowledging
that the terms are not mutually exclusive. However, using an ex-
plicit definition for stakeholder in this article would not reflect the
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inconsistencies still evident in the literature. Therefore, a conscious
and deliberate decision was made to define stakeholder broadly in
this article ranging from token to active participation by recipients,
distributors, or financial supporters of program services.

It is generally agreed that a primary motivation for including
stakeholders in an evaluation is based on the values held by the
evaluators and funding agency. More specifically, the value of em-
powering stakeholders by encouraging active participation is cen-
tral to this view (Fetterman, 1999). Also, greater participation of
stakeholders is thought to increase the utilization of the program
evaluation results, and the validity of these results (Brandon, 1998;
Greene, 1988). The main drawbacks of stakeholder participation tend
to be quite pragmatic in nature. Additional time, personnel, and
expenses required are cited as drawbacks. However, it has also been
demonstrated that stakeholder participation can lead to feelings of
lack of power by participating stakeholders, disregarding of results
by decision makers, and questionable validity (Lawrence, 1989;
Mercier, 1997; O’Brecht, 1992). Thus, stakeholder participation in
evaluations can influence the same outcomes both positively and
negatively. This article shall explore each of these outcomes from a
theoretical perspective and then analyze empirical studies to deter-
mine under what conditions and to what extent these benefits and
drawbacks are realized.

OBJECTIVE-SCIENTIST PERSPECTIVE

Until the 1970s, scientific objectivity was a central concern of pro-
gram evaluation. Stakeholders, including recipients, distributors,
and financial supporters of services, were considered sources of bias,
interfering with the development of objective and valid program
evaluations (O’Brecht, 1992). Program participants were viewed as
“objects of inquiry” that could occasionally be consulted for clarifi-
cation while management was the main audience of the evaluation
(VanderPlaat et al., 2001). Any contact with stakeholders was lim-
ited and focused on obtaining facts concerning program functioning
and effects (Brandon, 1998). Nevertheless, by the 1970s evaluators
began to see stakeholders as a source of more than just factual in-
formation and began to actively seek out stakeholder involvement.

SOCIAL CONSTRUCTIVIST PERSPECTIVE

The origins of participant involvement in evaluation can be found
in the social constructivist perspective employed in qualitative re-
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search. This view has gained wide acceptance in the program evalu-
ation community to the extent that the first utility standard in the
program evaluation standards published by the Joint Committee
on Standards for Educational Evaluation states:

Persons involved in or affected by the evaluation should
be identified, so that their need can be addressed. (Joint
Committee on Standards for Educational Evaluation,
1994)

Utility standard 3 clarifies:

Information collected should be broadly selected and
address pertinent questions about the program and be
responsive to the needs and interests of clients and other
specified stakeholders. (Joint Committee on Standards
for Educational Evaluation, 1994)

These standards make quite evident the transition regarding the
role of stakeholders in program evaluation. Indeed, stakeholders are
now considered within the ethics of program evaluation. Guideline
two (of three) for ethical conduct by the Canadian Evaluation Soci-
ety states:

Evaluators are to act with integrity in their relationships
with all stakeholders. (Canadian Evaluation Society,
1996)

Thus, the role of the stakeholder has gained prominence in evalua-
tion studies. A brief overview of the reasoning behind this transi-
tion follows.

The basic premise behind social constructivism is that there is no
single truth. Rather, multiple perspectives converge toward a com-
monly accepted reality. Indeed, these perspectives may change over
time and place (Abma, 2000). Drawing on the responsive-
constructivist approach promoted by Lincoln and Guba (1985) and
Guba and Lincoln (1989), Abma (2000) encourages the ideal that
stakeholders should be actively involved throughout the evaluation
process as partners. Thus, all perspectives related to an evaluation
are valued and should be actively sought from stakeholders to gain
a complete picture of program rationale, impact, and alternatives
(O’Brecht, 1992). Subsequently, stakeholder involvement using the
principles of social constructivism should lead to a more valid evalu-
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ation that empowers stakeholders and increases the likelihood of
the utilization of results as stakeholder investment is greater than
would otherwise be the case.

EMPIRICAL SUPPORT FOR STAKEHOLDER PARTICIPATION

Cousins and Earl (1992) propose several organizational and evalua-
tor characteristics that must be met for a successful participatory
evaluation. These characteristics are examined as they relate to
empowerment, utilization of results, and validity of results.

Organizational Requirements

1. Evaluation must be valued by the organization.
2. The organization must provide the time and resources re-

quired.
3. The organization must be committed to organizational learn-

ing as a route toward improvement.
4. Primary users participating in evaluation must be motivated

to participate.
5. It is necessary to realize that participants will not have suf-

ficient research experience and knowledge initially. How-
ever, adequate knowledge can be provided with training.

Evaluation Requirements

1. The evaluator must have adequate training and expertise
in research skills.

2. Evaluators must be accessible for participant activities.
3. Resources (i.e., support services, budget) must be available.
4. The evaluator must take on the role of a teacher about evalu-

ation.
5. Evaluators must be motivated to work directly with par-

ticipants.
6. Evaluators must have a tolerance toward problems and

imperfections.

Empowerment

Empowerment is the increased feeling or sense of power stemming
from a given action, in this case participation. Feelings of being lis-
tened to, being taken seriously, and making an important contribu-



LA REVUE CANADIENNE D'ÉVALUATION DE PROGRAMME 53

tion are characteristic of empowerment. Moreover, studies have dem-
onstrated that participation leads to empowerment (e.g., Greene,
1988; Hunter & Gambell, 2000). In each of these instances partici-
pation was lengthy, deep, and situated within a context that actively
sought and appreciated participation. Indeed, all the characteris-
tics for a successful participatory evaluation described above were
met. When these requirements are met the following advantages
are gained (Lawrence, 1989):

1. Diagnosis of consensus and differences in definition of pro-
gram goals and objectives can be addressed.

2. Stakeholders will perceive that the evaluation is explicitly
recognizing their needs.

3. Overly intrusive or inappropriate evaluation procedures can
be avoided.

When all of the above characteristics are not satisfied, empower-
ment may not be realized. In fact, a sense of empowerment may be
diminished. For example, in a case described by Mercier (1997), the
organization expressed fear that the evaluation would discredit the
program and compromise funding due to a lack of understanding
the complexity of the work performed in the evaluation. Stakeholders
questioned the legitimacy, quality, and conclusiveness of the evalu-
ation with increasing anxiety as the evaluation progressed. The
evaluation continued despite this uncomfortable climate. Rumours
regarding early results increased the apprehension. Even the data
collection process of participant observation and semi-structured
interviews led to greater anxiety and feelings of intrusion. Commit-
tee meetings revealed inequality among participants. Participants
were given insufficient time or opportunity to think over concerns
or propose modifications. Some participants even voiced resentment
at being asked to participate without deriving any power from the
process. In short, although participatory and qualitative in nature,
this evaluation was very disempowering.

Mercier (1997) indicated several factors that exacerbated the prob-
lems in this evaluation. First, stakeholders were involved relatively
late in the evaluation process rather than at the outset. Further,
stakeholders were not given much choice regarding how they were
expected to participate. No clear indication of how the evaluation
benefited all stakeholders was provided, nor was information con-
sistently distributed to all members. Finally, Mercier suggested that
stakeholder participation might not have been appropriate within
the restrictive timeframe used. These factors correspond well with
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the participatory requirements proposed by Cousins and Earl (1992).
Thus, great care must be made in satisfying these requirements lest
the process become disempowering.

Abma (2000) adds that conflict should be anticipated in participa-
tory evaluations. If not anticipated, conflict can easily lead to feel-
ings of disempowerment. The following recommendations are
therefore made to manage conflict.

1. Make hidden conflicts visible.
2. Characterize both sides of the conflict as particular ways of

looking at a situation.
3. Encourage people to suspend their positions and probe oth-

ers for their reasoning in order to discover new possibili-
ties.

4. Help opposing stakeholders gain insight into alternate per-
spectives by role-playing different positions.

When the evaluator is prepared for conflict and enables disputants
to view alternate perspectives, empowerment can once again be re-
alized. If stakeholder views are not considered to be of equal value,
the participant evaluation process may actually increase the con-
flict and power differential among the groups, thereby polarizing
participants and impeding any productive discussion (Brandon,
1998).

Utilization of Results

Cousins and Leithwood (1986) suggest that six factors affect the uti-
lization of evaluation results.

1. Evaluation quality: Is the methodology considered sophis-
ticated and appropriate?

2. Credibility: Is the evaluator reputable and credible?
3. Relevance: Is the evaluation geared toward its intended

audience(s)?
4. Communication: Is communication sufficiently frequent,

detailed, and of adequate quality?
5. Findings: Do the results correspond to those expected?
6. Timeliness: Is the evaluation produced sufficiently before

decisions must be made?

Following some criticisms that “human factors” including evaluator
willingness to involve users and establish rapport with these users



LA REVUE CANADIENNE D'ÉVALUATION DE PROGRAMME 55

were omitted in the original model, an additional factor was added
(Cousins & Earl, 1992).

7. Evaluator interaction: Does the evaluator demonstrate a
willingness to involve users and establish good rapport?

Factors 4 and 7 are clearly linked to stakeholder participation.

Greene (1988) examined in more detail how participation is linked
to utilization. She distinguished between three different types of
stakeholder involvement: the very involved person (VIP), the some-
what or sometimes involved person (SIP), and the marginally in-
volved person (MIP). The stakeholder type that is most prevalent
will affect the utilization of the evaluation. The VIP perceives the
decision-making process as open, consensual, and democratic. The
process was enjoyable and considered worthwhile with plenty of
opportunities to participate and no major obstacles to participation.
The SIP perceives the process as valid and credible with stakeholder
perspectives genuinely desired. However, the overall length and slow
pace of evaluation made sustaining interest and participation diffi-
cult at times. The MIP felt uncomfortable participating and was not
clear what would happen with the information provided. Written
communications were frequent, confusing, and hard to understand,
leading participants to feel frustrated and stupid. When stakeholders
were either VIP or SIP, utilization of results increased. Greene (1988)
suggests this increase was due to greater acceptance and ownership
of results, greater sense of responsibility to follow through with the
evaluation findings, and greater sense of the results being valid,
credible, legitimate, and persuasive.

These benefits in utilization are not as likely when stakeholders are
only mildly involved. This was demonstrated by O’Brecht (1992),
who found that the inclusion of too many stakeholders can lead to
minimal participation of any individual stakeholders. Indeed, much
of the stakeholder involvement described merely summarized pre-
viously collected information, slowing the program evaluation proc-
ess to the extent that the evaluation itself was trivialized and largely
ignored (i.e., not well utilized). This poor utilization was due to a
large extent to the lack of clarity and redundancy concerning each
stakeholder’s role in the evaluation process. Once roles were clari-
fied, made less redundant, and communicated, stakeholders became
more actively involved and utilization of results improved.
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Validity of Results

Brandon (1998) argues that stakeholder participation can enhance
the validity of an evaluation. That is, more adequate and appropri-
ate inferences can be made from the collected data and be reported
in an evaluation. To ensure an evaluation is valid, the evaluator
must possess a detailed understanding of the program, which is best
obtained by involving program experts in the evaluation. These ex-
perts have factual and practical knowledge, can simplify complex
problems, and can identify what information is relevant for a deci-
sion. By definition, stakeholders are program experts, and thus
should be involved in the program evaluation. Program personnel
are critical in identifying the problems the program is designed to
address. Program beneficiaries are often aware of implementation
and outcome details that personnel do not know.

Nonetheless, Brandon (1998) cautions that if all stakeholder groups
are not involved equitably, a single group may co-opt the evaluation
process as it tries to maximize its own importance and worth, thereby
invalidating the evaluation results. Should this occur, the results
might be even more inaccurate than if no stakeholders were con-
sulted at all. Indeed, it has been argued that documents and obser-
vations will produce more objective and reliable results (see O’Brecht,
1992). However, even in these situations the documents and obser-
vations accessed are informed by stakeholders and still subject to
bias and questionable findings.

CONCLUSION

As illustrated in the preceding discussion, stakeholder involvement
in evaluations can be both beneficial and detrimental. Under ideal
circumstances, in which all of the principles outlined by Cousins
and Earl (1992) are met, participants are empowered, results are
more likely to be utilized, and the validity of the evaluation is in-
creased. However, in naturalistic settings where most evaluations
occur, these principles are often not met. Therefore, the evaluator
must compensate as much as possible for their omission. This may
involve acting as an educator, a mediator, or a facilitator. Nonethe-
less, it is worth re-emphasizing that sufficient time, money, and
support services must be made available for these adjustments to
be made, or the potential value of stakeholder evaluation will not be
realized. Further, once there is greater consistency in defining
stakeholders, the benefits and detriments of stakeholder participa-
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tion explored in this article will be provided with greater substance.
But even while the term stakeholder is used inconsistently, some
valuable insights can be gained that should help generate discus-
sion on this important topic.
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Les pratiques de planification participative et de partenariat
en santé publique ont été peu étudiées sous l’aspect de leur effi-
cacité. Si la littérature accumule les évidences du peu de résul-
tats des modèles technocratiques, peu de recherches nous
informent des conditions de succès des approches participati-
ves. Cet article présente les résultats de l’étude comparative de
quatre expériences de planification participative dans la région
de Montréal. L’article met en relation les processus de planifi-
cation participative et de partenariat avec la qualité des résul-
tats atteints et analyse les rapports sociaux et les formes de
collaboration entre les acteurs afin de comprendre les proces-
sus conduisant à différents résultats évalués par différentes
mesures de la qualité. Cette évaluation peut contribuer à amé-
liorer les partenariats puisqu’elle montre les conditions spécifi-
ques des processus participatifs associées à tel niveau de qualité
du résultat.

The effectiveness of participatory planning and partnership
practices in the public health field is a neglected issue. While
the literature shows evidence of the meagre results of techno-
cratic models, few studies describe the conditions for the suc-
cess of participatory approaches. This article presents the results
of a comparative study of four participative regional planning
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experiments in Montreal, focusing on the relationship between
participative planning and partnership processes and the qual-
ity of the results obtained. It analyzes the social relations and
forms of collaboration between the actors in order to understand
the processes leading to different evaluation outcomes of differ-
ent measures of quality. This type of evaluation can contribute
to improving partnerships, because the results relate the spe-
cific dynamics of the participatory processes to their degree of
success.

Depuis le milieu des années 1980, la santé publique nord
américaine, et plus particulièrement le champ de la promotion de la
santé, s’est ouvert aux approches participatives et partenariales. Ce
changement est en partie attribuable à la relative inefficacité des
approches rationalistes et technocratiques qui ont, jusqu’à ce mo-
ment, largement dominées ce secteur d’intervention (Butterfoss,
Goodman, & Wandersman, 1993; Butterfoss, Goodman, &
Wandersman, 1996; Butterfoss, Goodman, Wandersman, Valois, &
Chinman, 1996; Fawcett et al., 1995, 1997; Goodman, Steckler, Hoo-
ver, & Schwartz, 1993; Goodman, Wandersman, Chinman, Imm, &
Morrissey, 1996; Goodman, Weeler, & Lee, 1995; Goodman et al.,
1998; Green & Kreuter, 1999; Labonte & Robertson, 1996; McLeroy,
Bibeau, Steckler, & Glanz, 1988; McLeroy, Kegler, Steckler, Burdine,
& Wisotzky, 1994; Wandersman et al., 1996). Cependant, peu de
recherches encore nous informent quant aux arrangements les plus
prometteurs, eu égard à cet objectif d’efficacité, au sein des parte-
nariats intersectoriels et des coalitions communautaires qui tien-
nent lieu d’espace social de participation à l’élaboration et la
réalisation des programmes publics. À ce jour, la recherche sur le
partenariat en santé publique s’est davantage centrée sur les pro-
cessus et sur leurs aspects fonctionnels plus que sur la dimension
des rapports sociaux, en reliant peu ces processus aux résultats, de
telle sorte à offrir encore peu de référents pour une ré-ingénierie
des processus devant accroître les résultats. Cet article présente les
résultats d’une recherche portant sur la comparaison des liens en-
tre planification-partenariat-qualité dans quatre programmes de
prévention-promotion de la santé et du bien-être (Bilodeau, 2000).
La théorie de la traduction, retenue au fondement de l’analyse, est
présentée, suivie de la méthodologie et des résultats montrant les
conditions de qualité de la planification participative et de l’action
en partenariat. En conclusion, l’article ouvre une discussion sur le
rôle de la planification dans l’élaboration et la mise en œuvre de
tels programmes.
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LE RAPPORT ENTRE PROCESSUS ET RÉSULTATS DE L’ACTION
EN PARTENARIAT EN SANTÉ PUBLIQUE

Les partenariats, ces espaces de collaboration entre organisations
du domaine public (de différents secteurs), communautaire ou privé,
ont été surtout étudiés, en santé publique, selon la logique
fonctionnaliste de la planification de la santé, en se centrant sur
leurs dimensions instrumentales (formalisation et formation). Cette
recherche, principalement états-unienne (Butterfoss, Goodman, &
Wandersman, 1996; Butterfoss, Goodman, Wandersman, Valois, &
Chinman, 1996; Crozier-Kegler, Steckler, Maleck, & McLeroy, 1998;
Goodman et al., 1996; McLeroy et al., 1994), montre que la partici-
pation et la satisfaction des membres des coalitions communautai-
res sont favorisées par la formalisation des procédures, un leadership
éclairé et efficace, leur influence sur la prise de décision et leur en-
gagement dans l’action, sans que ces conditions ne suffisent à assu-
rer des plans de qualité, i.e., susceptibles d’affecter les problèmes
d’une population. En découle la nécessité d’ajuster la planification
aux capacités des coalitions et de les habiliter par la formation et
l’évaluation participative.

Sur l’aspect fondamental des rapports sociaux entre les acteurs, la
recherche s’est davantage centrée sur la question du conflit que sur
celle de la coopération. Cette recherche, surtout européenne et qué-
bécoise, porte sur les processus de sectorisation et de négociation,
les rapports de pouvoir et l’interdépendance entre les organisations
dans les alliances stratégiques qu’elles tissent pour atteindre des
buts qu’elles ne peuvent atteindre individuellement. Elle s’attarde
aussi aux éléments du contexte socio-économique et politique (légis-
lations, politiques publiques, restrictions budgétaires) qui encoura-
gent ou dissuadent les collaborations inter-organisationnelles. Les
arrangements inter-organisationnels sont alors compris comme des
jeux stratégiques en vue du contrôle du pouvoir et des ressources et
comme des solutions contingentes que les acteurs sociaux créent en
vue de coopérer dans une entreprise collective, se rapprochant alors
davantage du compromis que du consensus (White, 1990).

Trois aspects des collaborations inter-organisationnelles sont sur-
tout discutés. Sur la question d’une vision partagée entre les parte-
naires, les auteurs (Costongs & Springett, 1997; Delaney, 1994a,
1994b; Kaddouri, 1997; Maroy, 1997) prennent distance vis-à-vis la
notion d’objectifs communs telle que l’entend l’approche
fonctionnaliste. Des organisations peuvent partager une vision mais
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leurs buts spécifiques et leurs moyens peuvent entrer en compéti-
tion pour l’appui politique et l’accès aux ressources. Une rationalité
d’un niveau supérieur, de l’ordre de l’intérêt public, côtoie le plus
souvent une rationalité de l’ordre des intérêts organisationnels dans
les raisons qui motivent les collaborations. Sur la question de la for-
malisation des échanges, les auteurs (Costongs & Springett, 1997;
Degeling, 1995; Delaney, 1994a, 1994b; Goumans & Springett, 1997)
soutiennent qu’au sein des réseaux, il se développe avant tout des
arrangements informels, ce qui entre en conflit avec l’approche
fonctionnaliste qui fait de l’établissement d’une structure formelle
une condition centrale du partenariat. Tout en convenant qu’une
certaine formalisation est requise pour la conduite de l’action, les
auteurs soulignent que les enjeux de la collaboration inter-organi-
sationnelle et intersectorielle ne peuvent être ramenés à des ques-
tions techniques qui se résolvent par des arrangements
administratifs. L’accent mis sur la coordination dans l’approche
fonctionnaliste ne permet pas de prendre compte des processus de
division que l’intersectorialité doit surmonter et la distribution du
pouvoir au sein des réseaux; elle constitue une réponse administra-
tive à un problème politique demandant une solution politique qui
fasse appel à la médiation entre des intérêts diversifiés. Sur la der-
nière question, celle des conditions de succès des coalitions, Fortin
et O’Neill (Fortin, Groleau, Lemieux, O’Neill, & Lamarche, 1994;
O’Neill, Lemieux, Groleau, Fortin, & Lamarche, 1997) ont montré
qu’elles se développent et réussissent à produire des activités re-
liées à leurs buts dans la mesure où les intérêts des membres à co-
opérer dépassent leurs intérêts conflictuels. Ceci est favorisé par la
sélection même des acteurs et par la complémentarité de leurs atouts.
Également, le maintien de liens politiques forts entre la coalition
d’une part et les décideurs et politiques externes d’autre part est
crucial pour s’assurer l’accès aux ressources, s’associer des acteurs
en position d’influence et s’associer les secteurs d’intérêt.

Enfin, à ce jour, la recherche montre que les partenariats produi-
sent certains résultats qui sont tributaires de l’étendue de la parti-
cipation, de l’implication des leaders des communautés et de l’appui
tangible des autorités politiques. Aussi, des auteurs en appellent-
ils à une ré-ingénierie des processus de manière à accroître les ré-
sultats (Costongs & Springett, 1997; Degeling, 1995; Delaney, 1994a,
1994b; Fawcett et al., 1995, 1997; Gillies, 1998; Goumans &
Springett, 1997; Sindall, 1997).
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LA THÉORIE DE LA TRADUCTION COMME FONDEMENT DE LA
COMPRÉHENSION DU RAPPORT ENTRE PROCESSUS ET
RÉSULTAT DE L’ACTION EN PARTENARIAT

Afin d’appréhender les processus de la coopération entre les organi-
sations en les reliant à la qualité des résultats atteints, cette re-
cherche a recours à une théorie de la coopération, soit la théorie de
la traduction (Akrich, Callon, & Latour, 1988a, 1988b; Amblard,
Bernoux, Herreros, & Livan, 1996; Callon, 1986; Callon & Latour,
1986),1 qui s’inscrit dans le prolongement des théories organisation-
nelles centrées sur le conflit.2 Au-delà de la posture théorique qui
consiste à mettre de l’avant la négociation pour la résolution des
conflits, cette théorie réfléchit sur l’élaboration du compromis et sur
les formes organisationnelles, sociales et matérielles qui le stabili-
sent. Ce choix théorique vient ici appuyer l’effort de renouvellement
des pratiques planificatrices et partenariales dans le débat actuel
sur la qualité et l’efficacité de l’intervention en santé publique.

Les termes de la théorie de la traduction

La théorie de la traduction est un outil d’analyse qui permet de sui-
vre les transformations successives et donc l’adaptation mutuelle
du contexte, des acteurs et du projet dans le développement d’une
innovation. La théorie de la traduction conçoit les situations comme
des réseaux où sont reliés les acteurs et les ressources qui y partici-
pent. La notion de traduction réfère aux ré-interprétations conti-
nues qu’opèrent les acteurs quant à leurs rôles et quant au produit
innovant, partant de leurs intérêts respectifs et de leurs rapports
de pouvoir, et conduisant à l’élaboration des compromis. La théorie
soutient que la controverse précède toujours l’émergence d’une in-
novation, d’un changement, et le processus de construction de la co-
opération se fait par la résolution des controverses. Résoudre les
controverses, c’est orienter les acteurs vers une solution, un com-
promis qui leur permet de coopérer tout en répondant, du moins
partiellement, à leurs intérêts. C’est la clôture ou la non-clôture des
controverses qui crée l’accord ou le désaccord entre les acteurs et la
consolidation ou non de l’innovation. La coopération entre les ac-
teurs emprunte différentes formes organisationnelles, sociales et
matérielles qui relient les acteurs et stabilisent le compromis pour
une certaine durée. La théorie se complète avec la notion de symé-
trie entre, d’une part, le tissage des liens sociaux et les alignements
d’intérêts, désignés de sociogramme, et d’autre part, la confection
des produits — ici, des programmes de prévention-promotion —
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désignée de technogramme. Le produit innovant ne peut émerger
que s’il est porté par un réseau. De la même façon, la solidité du
produit est liée à l’irréversibilité de ce réseau qui, elle-même, dé-
pend de l’ancrage du produit. Ainsi un projet tient sa pertinence du
degré de cohésion qu’il suscite; sa qualité, son utilité, son efficacité
ne lui sont pas intrinsèques mais découlent de son développement.

L’analyse en termes de traduction (Callon, 1986) distingue quatre
moments qui se chevauchent dans l’élaboration des réseaux et de
l’innovation. La problématisation, comme mise en mouvement du
processus de traduction, est la définition provisoire du problème ou
de la situation par les promoteurs d’un projet ou d’une innovation,
identifiant les acteurs concernés, leurs intérêts et les enjeux qui les
lient. En plus de positionner les acteurs, la problématisation per-
met d’identifier les principales controverses qui les divisent, de mon-
trer les points de convergence auxquels ils doivent consentir et les
alliances à sceller afin de satisfaire au moins partiellement leurs
intérêts. Le deuxième moment est celui de l’intéressement, soit l’en-
semble des stratégies que déploient les différents acteurs en vue de
rallier les autres acteurs autour d’un objectif commun et leur impo-
ser un rôle défini. Dans la théorie de la traduction, la résolution des
controverses et l’élaboration de l’accord opèrent par l’action d’un
médiateur qui propose une problématisation et des passages incon-
tournables, vu les intérêts respectifs des acteurs. Un intéressement
réussi donne lieu au troisième moment, celui de l’enrôlement des
acteurs, c’est à dire la négociation qui conduit à l’acceptation d’un
rôle précis permettant de consolider le réseau. Enfin, la mobilisa-
tion concerne l’implication d’une masse critique d’acteurs dans le
système d’action pour que l’innovation devienne pertinente, utile,
indispensable. La Figure 1 représente les concepts-clé de la théorie
de la traduction.

La spécification de la théorie de la traduction en vertu du contexte de la
santé publique

Développée dans le contexte de l’entreprise et des innovations tech-
nologiques, la théorie de la traduction a été spécifiée pour une
meilleure appréhension des innovations sociales dans le champ de
la santé publique. Se référant à Monnier (1987), qui a repris la théorie
de la traduction pour le compte des programmes publics, nous les
concevons comme des espaces de négociation, des systèmes ouverts
où les différents protagonistes négocient la structuration et la réali-
sation de l’action en même temps que leurs rapports sociaux et où
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ni les protagonistes, ni les ressources, ni les formes d’action ne sont
stables et prédéterminés. Le processus de structuration de l’action
opère de façon interactive et itérative au double plan du sociogramme
et du technogramme, de telle sorte que les transformations du pro-
duit dans le temps ne peuvent être appréhendées sans une compré-
hension de l’évolution de l’interaction entre les acteurs, et vice versa.
Cette logique interactive (principe de symétrie) caractérise aussi le
rapport entre le processus de structuration de l’action et sa qualité.
Ainsi, le processus de structuration des programmes, que nous cher-
chons à mettre en relation avec leurs attributs de qualité, consti-
tuent avec les notions de sociogramme et de technogramme les
dimensions conceptuelles fondamentales de l’étude.

Dans le champ de la santé publique, où prédominent les acteurs
publics (intersectoriels) et communautaires, quatre types de rap-
ports sociaux sont particulièrement en cause et viennent spécifier
le sociogramme, i.e., les enjeux politiques et symboliques de la struc-
turation des programmes et les formes sociales de la coopération. Il
s’agit du rapport public/communautaire, articulé en recourant aux
notions de complémentarité (de la portion de services du commu-
nautaire) et d’interdépendance égalitaire (Panet-Raymond, 1994;
Vaillancourt, 1994); du rapport entre acteurs sectoriels, défini par
le processus de sectorisation et de contrôle exercé sur un champ de
pratique (Degeling, 1995); du rapport entre planification publique
et autonomie des communautés locales, soit une approche techno-
cratique et rationaliste versus participative et adaptative des pro-
grammes publics (Berman, 1980; Brunk & Goeppinger, 1990;
Fawcett et al., 1995; Gillies, 1998; Rogers, 1983); enfin, du rapport
entre les différents savoirs, scientifiques et d’expérience, institution-
nels et communautaires, selon que l’approche est contributive des
différents savoirs ou qu’elle consacre la suprématie de certains sa-
voirs (logique de l’expert) (Elden & Leven, 1991; Schön, 1994; Weiss,
1995).

Afin de spécifier le technogramme, nous recouronsau modèle d’ac-
tion du programme, qui en précise les composantes et qui rend
compte de la logique de l’intervention, ainsi qu’à l’action réalisée
(couverture opérationnelle et populationnelle). Nous référons ici aux
techniques de spécification de programmes dans le champ de l’éva-
luation (Allard, 1996, 2001).

Quant à la mesure de la qualité des programmes, elle porte sur leur
réseau, leur modèle d’action, leurs réalisations et les résultats proxi-
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maux observés. Nous avons spécifié la notion de qualité, sous l’as-
pect de sa trame sociale, par la force d’entraînement du programme,
soit l’engagement d’acteurs stratégiques et névralgiques à son dé-
veloppement. Sous l’aspect de sa trame technique, la qualité est spé-
cifiée par les notions de solidité, d’ancrage et de viabilité. La solidité
est appliquée au modèle d’action d’un programme, à laquelle nous
faisons correspondre la vraisemblance d’implantation et d’interven-
tion (Allard, 1996; Bilodeau, Allard, & Chamberland, 1998), se rap-
portant aux jugements des acteurs sur ce modèle d’action, eu égard
aux acquis de la recherche et de l’expérience auxquels ils se réfè-
rent. L’ancrage s’applique au modèle d’action dans le sens de son
ajustement aux données et ressources locales et de la pertinence
des priorités et solutions aux yeux des acteurs locaux (Fawcett et
al., 1995; Gillies, 1998; Wandersman et al., 1996). Enfin, la notion
de la viabilité de la solution vient rendre compte de l’association
que fait la théorie de la traduction entre utilité et qualité. Elle est
appréciée par la capacité des réalisations à atteindre les buts fixés,
en se basant sur les premiers résultats proximaux (Bickman, 1985)
que les acteurs associent au programme.

LA MÉTHODE3

Les pratiques planificatrices et partenariales analysées dans cette
recherche sont celles des priorités de 1995–98 de la Régie régionale
de la santé et des services sociaux de Montréal-Centre. Parmi les 13
programmes de prévention-promotion mis de l’avant, quatre ont été
sélectionnés. Une sélection théorique des cas a été effectuée, cher-
chant à les mettre en contraste sur les dimensions théoriques cen-
trales de l’étude, soit le processus de structuration des programmes
et leur niveau de qualité. Les cas retenus sont les projets de Sensi-
bilisation — dépistage en violence faite aux femmes, dont le mandat
est l’organisation de services continus et intégrés auprès des fem-
mes victimes, des enfants témoins et des conjoints violents; le projet
d’Information des femmes sur le cancer du sein, dont le mandat est
le développement et le déploiement d’un programme d’information
vers les femmes ciblées et plus particulièrement celles des commu-
nautés ethniques et socio-économiquement défavorisées; le projet
de Sécurité alimentaire, dont le mandat est le développement d’une
politique régionale de sécurité alimentaire assortie de continuums
locaux de services, du dépannage à la prise en charge; et le projet
Naître égaux — Grandir en santé, qui est un programme de soutien
périnatal aux familles en situation de grande pauvreté.
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Le cadre méthodologique est celui de l’étude de cas multiples (Hamel,
1998; Yin, 1994). Les sources de données sont les documents utili-
sés et produits au cours de la planification, la réalisation et l’éva-
luation des quatre programmes.4 L’analyse interne des cas a consisté
d’abord en une description de l’histoire des programmes, en vertu
du cadre conceptuel de l’étude, en montrant l’évolution de l’interac-
tion entre sociogramme et technogramme, jusqu’à leurs attributs
de qualité. Ensuite, une explication locale a été élaborée selon la
logique d’une causalité itérative, i.e., liée à l’antériorité d’un événe-
ment par rapport à un autre et à la construction d’un lien logique
entre ces réalités (Bernard, 1993; Huberman & Miles, 1991). Les
propositions explicatives de chaque cas identifient les dimensions
du processus de structuration qui ont influencé, de manière plausi-
ble, les attributs de qualité des programmes. L’analyse comparative
a cherché, à partir des explications locales, à dégager des facteurs
explicatifs de la qualité des programmes qui sont d’un ordre plus
général, donnant lieu au développement théorique auquel conclue
la recherche.

LES RÉSULTATS

La problématisation comme opération de mobilisation et de convergence

À l’étape initiale de la problématisation, cette mise en mouvement
des acteurs autour d’un projet provisoire, si, dans chacun des cas,
cette étape a opéré d’un même lieu, celui de la Régie et sa DSP (Di-
rection de la santé publique), instigatrice des priorités, les proces-
sus déployés se sont distingués au moins de deux façons: d’abord au
plan de la dynamique de la participation instaurée, quant à son éten-
due (mobilisation large des acteurs concernés et des perspectives,
ou restreinte auprès d’acteurs prédéterminés), quant à son niveau
(pour l’élaboration de l’action ou la validation et la mise en œuvre)
et quant à son intensité (consultation ou influence sur la décision);
ensuite au plan des convergences qui en ont découlé, entraînant des
conséquences différenciées sur la construction de l’action et sur la
qualité des résultats. Le Tableau 1 détaille la situation pour chaque
cas. Tant la dynamique de la participation que l’étendue des con-
vergences sont influencées par les différents contextes, au moins
par deux de leurs caractéristiques. Premièrement, l’aspect de la cré-
dibilité de la DSP dans le rôle de médiateur auprès des autres ac-
teurs du champ, au-delà de la légitimité formelle que lui confère sa
position de planificateur régional. Deuxièmement, l’aspect de l’in-
tensité des controverses qui dépend, certes, de la position avancée
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Légende:
VF: cas Violence faite aux

femmes;
CS: cas Cancer du sein;
SA: cas Sécurité alimentaire;
NG: cas Naître égaux —

Grandir en santé.

Dynamique de la participation:
✖ étendue: couverture restreinte/

large des perspectives;
● intensité: consultation/décision;
◆ niveau: choix stratégiques/

opérationnels.

MO: mise en œuvre;
Q+: niveau élevé de

qualité du programme;
Q-: faible niveau de

qualité du programme.

a L’approche d’amélioration de la communauté («community based, collaborative betterment, community
betterment») s’oppose à une perspective de «empowerment» de la communauté («community develop-
ment, collaborative empowerment») donnant lieu, l’une et l’autre, à deux modèles type de partenariat. Le
premier, de loin le plus répandu, est le plus souvent initié de l’extérieur de la communauté et opère sous
le contrôle de chercheurs, d’agences de santé ou de bailleurs de fonds, sans une réelle influence de la
part des populations directement concernées par le problème. Quant à l’approche de «empowerment» ou
de développement communautaire, elle cherche, à partir des questions prioritaires de la communauté, à
accroître son pouvoir et ses ressources (Fawcett et al., 1995; McLeroy et al., 1994; Wolff, 1997).

Tableau 1
Dynamique de la participation, étendue de l’information et incidence sur la zone de
convergence entre les acteurs

Problématisation
Rôle du Dynamique de Étendue de Zone de

planificateur la participation l’information convergence Q
VF Planificateur

-décideur

CS Planificateur
-médiateur

SA Planificateur
-médiateur

NG Planificateur
-décideur

Étroite: rabattement
vers des formations
sectorisées. Q-

Large: autour
d’une information
juste, complète et
accessible
sur les trois modes
de dépistage. Q+

Large: autour d’un
continuum d’actions
locales et régionales
de sécurité
alimentaire. Q+

Étroite: autour du
programme-cadre
institutionnel. Q-

Technoscientifique: formes
de violence dans la société;
accent sur l’organisation d’un
continuum de services, du
préventif au curatif.

Technoscientifique:
épidémiologie du problème,
efficacité des technologies.
Féministe: conception
sociale, défense des droits,
prise en charge.
Fonctionnaliste: adaptation
multiculturelle.

Structurelle: causes et
solutions structurelles.
Critique-émancipatrice:
causes structurelles, prise en
charge.
Fonctionnaliste:
coordination des services.
Technoscientifique:
approche des déterminants
de la santé et de «community
betterment».a

✖ Restreinte
● Consultation
◆ Opérationnel

(validation/MO)

✖ Large
● Décision
◆ Stratégique

(élaboration
/MO)

✖ Large
● Décision
◆ Stratégique

(élaboration
/MO)

✖ Restreinte
● Consultation
◆ Opérationnel

(validation/MO)
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par le planificateur, mais aussi du degré avec lequel les rapports
sociaux sont interpellés par un projet et de l’importance des enjeux
qu’il soulève pour les acteurs.

Le cas Violence faite aux femmes est celui des quatre cas où la
problématisation a le moins accompli. Plus que les autres, elle a œu-
vré dans un contexte où les forces qui divisent ont prédominé parmi
les acteurs mobilisés. Ce contexte est hérité des politiques publiques
successives (1985, 1986, 1992, 1995) qui, tout en appelant à la concer-
tation, ont érigé des embûches structurelles à l’établissement de con-
vergences, en plaçant en concurrence les CLSC (Centres locaux de
services communautaires) et les maisons d’hébergement pour la re-
connaissance de l’expertise. Par ailleurs l’accès au financement a
opposé la presque totalité des organisations participantes: les CLSC,
les maisons d’hébergement de même que les groupes d’intervention
auprès des hommes violents. Ce contexte en est un aussi où, tradition-
nellement, la Régie a joué un rôle de soutien davantage que de lea-
dership dans l’organisation des services (secrétariat des tables de
concertation) et où la DSP a plutôt une tradition d’intervention en
prévention-promotion, avec des partenaires non identifiés au champ
(écoles, garderies). En conséquence, la DSP a opté pour la mobilisa-
tion d’acteurs prédéterminés, pour la validation d’une
problématisation qui évacue les enjeux théoriques, idéologiques et
politiques propres aux acteurs tout en réitérant l’appel à la concerta-
tion. Cette approche n’a pas favorisé l’élargissement de la représen-
tativité intersectorielle susceptible de modifier les enjeux et de créer
de nouveaux espaces de dialogues, d’alliances et de compromis. Dans
ce cas, la DSP n’a pas endossé son rôle de médiateur pour s’en tenir
à un rôle traditionnel de planificateur-décideur.

Le cas Sécurité alimentaire a évolué dans un contexte où les contro-
verses ont été moins vives. Dans ce champ traditionnellement du
ressort de la société civile et de la charité privée, les préférences des
donateurs déterminent surtout la distribution des ressources. Il s’agit
d’un champ nouvellement investi par l’effort d’orientation des pou-
voirs publics et ce, au palier régional plutôt que central.5 Par son
appel large aux acteurs du champ pour un projet de politique régio-
nale encore à définir, la DSP a endossé son rôle de mobilisateur en
rassemblant les acteurs concernés ou intéressés dans une arène où
les enjeux théoriques, idéologiques et politiques se sont trouvés d’en-
trée de jeux mis sur la table. Permettre ainsi la manifestation des
différences a favorisé l’émergence de zones de convergence. Les ac-
teurs, quelle que soit leur position singulière, ont trouvé à s’inscrire
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dans un continuum d’actions locales et régionales vers la sécurité
alimentaire. En réussissant à rassembler une masse significative
d’acteurs et parmi les plus progressistes du champ autour d’une telle
proposition, la DSP a réussi à renforcer sa crédibilité à leurs yeux
dans le rôle de médiateur malgré, ou peut-être grâce à, son peu de
tradition dans le champ.

Quant au cas Cancer du sein, il a évolué autour de la question du
dépistage, moins controversée que celle du financement consacré à
la recherche sur les causes environnementales de la maladie par
rapport à la recherche biomédicale sur le diagnostic et le traitement.
Il s’agit d’un domaine investi par les pouvoirs publics avec le pro-
gramme provincial de dépistage où le leadership de la DSP est lar-
gement reconnu. Dans ce cas, à l’instar du cas Sécurité alimentaire,
la DSP endossa son rôle de mobilisateur-médiateur en conviant les
acteurs intéressés ou concernés dans un espace de dialogue pour la
formulation de l’action et où, d’entrée de jeu, les positions des parte-
naires potentiels ont été exposées, faisant en sorte que la recherche
de convergences a opéré à partir de ces a priori.

Puis de tous les cas, Naître égaux — Grandir en santé est celui qui a
évolué dans le contexte au niveau le moins élevé de controverse. Il
s’agit d’un champ où les politiques publiques successives (1973, 1993)
ont largement orienté l’action, y compris celle des organismes com-
munautaires familiaux qui sont surtout des organismes d’entraide
et de services n’ayant généralement pas développé une perspective
propre sur la problématique. Il s’agit aussi d’un champ tradition-
nellement investi par la santé publique, où son expertise est large-
ment développée. Conséquemment, dans la tradition technocratique
de la planification publique, la problématisation, sous la forme d’un
programme-cadre assorti d’une structure partenariale cadre (Martin
et al., 1995), a donné lieu à une mobilisation des CLSC pour la vali-
dation et leur engagement dans le programme, qui a été étendue
aux organismes communautaires familiaux pour sa mise en œuvre.

Ainsi, selon différentes prises de position du planificateur, il est vrai
dans des contextes différents, la participation a été plus ou moins
sollicitée et a engagé une plus ou moins grande diversité d’acteurs à
des degrés divers. L’analyse qui précède montre qu’une problémati-
sation qui profite d’un élargissement de la participation donnant
accès à une diversité de conceptions des situations entraîne un élar-
gissement de la zone de convergence entre les acteurs. Des contex-
tes rendent par ailleurs plus ou moins facile cette problématisation
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mobilisatrice. Ces convergences sont une condition préalable, cer-
tes non suffisante, mais nécessaire à la construction de l’action en
partenariat.

Deux moments cruciaux du processus pour la qualité de l’action

L’analyse interne des cas met en relief deux moments du processus
de structuration de l’action qui s’avèrent cruciaux pour sa qualité.
D’abord celui de la problématisation, centrée sur la mobilisation des
acteurs, moment crucial par la dynamique de la participation qui
s’y instaure; puis celui de la construction de la coopération entre les
acteurs, qui opère autant au plan des rapports de pouvoir que du
sens de l’action, centrée sur la résolution des controverses et l’éla-
boration de l’accord, moment crucial en ce qu’il structure les arran-
gements de partenariat.

Dans le cas Violence faite aux femmes, l’approche de
problématisation, d’inspiration technocratique, a emprunté une
dynamique unidirectionnelle, de consultation-validation auprès d’ac-
teurs pressentis pour réaliser les actions préalablement définies. La
problématisation avancée table sur la logique fonctionnaliste de la
coordination des services (en vue de leur continuité et complémen-
tarité) sans proposer aux acteurs d’avenues susceptibles de satis-
faire au moins partiellement leurs intérêts et favoriser ainsi la
coopération. Les controverses soulevées, qui concernent la reconnais-
sance de l’expertise et le contrôle des ressources autant que les logi-
ques d’action, placent en concurrence les acteurs mobilisés, publics
et communautaires. Par ailleurs, des acteurs stratégiques n’ont pas
été mobilisés (médecins, centres hospitaliers, Justice, Sécurité pu-
blique). Dans ce contexte d’adversité, la construction de la co-
opération, plutôt sa non-construction vu la non-résolution de la
plupart des controverses, entraîne un rabattement vers des projets
sectorisés de formation clinique et un renforcement de la sectorisa-
tion, plutôt que la mise en place des conditions organisationnelles
et inter-organisationnelles devant conduire à la complémentarité et
la continuité souhaitées (e.g., par des protocoles inter-organisation-
nels). Au plan de la qualité, il en résulte un modèle d’action qui
souffre d’un faible ancrage et qui satisfait, certes, aux conditions
cliniques, mais non aux conditions organisationnelles et inter-orga-
nisationnelles requises pour un dépistage systématique et une in-
tervention efficace auprès des victimes et des agresseurs (solidité
faible et viabilité non accrue). L’effet d’entraînement du projet sera
au mieux sectoriel, auprès des acteurs décisionnels des CLSC. L’ex-
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plication table sur deux dimensions du processus: 1) le caractère
technocratique de la problématisation, de sorte à contourner les con-
troverses, qui conduit à évacuer les dimensions inter-organisation-
nelles et intersectorielles de l’organisation des services; et 2) son
corollaire, la non-mobilisation de certains des principaux acteurs
concernés, dans une optique de re-problématisation.

Dans le cas Cancer du sein, l’approche interactive de la
problématisation a permis que soient exposés les différentes con-
ceptions, épidémiologique, féministe, multiculturelle, et les intérêts
des acteurs et que se dessine une zone de convergence autour d’une
approche globale de la santé des femmes. Les controverses soule-
vées, au sujet des logiques d’action (rôle des femmes et des spécia-
listes selon les perspectives épidémiologique et féministe) et de la
reconnaissance des savoirs et pratiques féministes, se sont résolues
autour d’une information critique, complète et accessible sur tous
les modes de dépistage, à être dispensée dans l’intérêt des femmes
que les acteurs mobilisés ont à desservir en commun. La construc-
tion de la coopération a donné lieu à un laborieux processus de
construction du partenariat sur des bases de réciprocité et d’équité
(autonomie, reconnaissance des diverses approches, formation mu-
tuelle, ententes contractuelles et financement), en même temps que
se négociait la place de leurs visions respectives (cohabitation des
paradigmes) où la DSP s’est positionnée dans un rôle de médiateur.
Ceci découla en une programmation conjointe pour mettre en œu-
vre cette plate-forme commune, tout en maintenant l’autonomie des
partenaires pour œuvrer à sa mise en œuvre dans leurs créneaux
d’expertise. Au plan de la qualité, le modèle d’action, qui était d’éta-
blir un partenariat pour mieux rejoindre la plus grande étendue de
femmes possible eu égard à leurs caractéristiques socio-démogra-
phiques, a été jugé solide. Le travail de co-construction d’un parte-
nariat égalisateur a permis de livrer à différents segments de la
population un message complet et cohérent, sur différents registres,
qui s’adresse aux différentes barrières connues au dépistage, et de
s’associer d’autres acteurs pertinents (effet d’entraînement auprès
des CLSC et des organismes communautaires et ethniques). Quant
à l’ancrage du modèle d’action, son ajustement aux besoins des fem-
mes en les rejoignant dans leurs différents milieux de vie et selon la
demande en témoigne. Et la viabilité du projet est appréciée positi-
vement vu son effet d’entraînement auprès des femmes. L’explica-
tion met en relief 1) la co-construction d’un partenariat égalisateur,
qui a pris pied dans la dynamique de participation interactive ins-
taurée et dans les atouts dont disposait l’acteur communautaire pour
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se positionner; et 2) un tel rapport de partenariat est à l’assise de la
conjugaison des paradigmes d’action.

Dans le cas Sécurité alimentaire, l’approche mobilisatrice de la
problématisation, en instaurant une dynamique interactive en vue
de l’élaboration de l’action, a entraîné un mouvement de concerta-
tion au palier local et entre les territoires locaux. Les principales
controverses alors réactivées ou soulevées sontcelle de la concur-
rence que font les organismes de dépannage aux initiatives de prise
en charge et la place du dépannage dans un continuum de sécurité
alimentaire, puis celle de la reconnaissance, par la Régie, de l’ins-
tance régionale de concertation communautaire existante6 en lieu
et place d’un comité intersectoriel créé et piloté par la DSP. L’éta-
blissement d’un leadership régional-local, et intersectoriel, en sécu-
rité alimentaire, devant faire contrepoids aux pratiques de
dépannage et exercer une influence auprès des instances publiques
et privées qui les soutiennent et de l’opinion publique, constitue l’es-
sentiel de la stratégie proposée par la DSP et autour de laquelle
s’est construite la coopération entre les acteurs. Le partenariat
mis en place (intersectoriel, régional-local), et la plate-forme com-
mune adoptée, même provisoire, matérialise l’espace de coopération.
Il en résulte des plans d’action régional et locaux arrimés, des ac-
tions médiatiques sur les causes structurelles et des représentations
auprès des bailleurs de fonds, et le déploiement de pratiques locales
vite confrontées à l’insuffisance du financement. Au plan de la qua-
lité, le modèle d’action est celui de la concertation intersectorielle,
régionale et locale, afin de développer des actions aux différents ni-
veaux du modèle écologique et un continuum de pratiques (des clubs
d’achat au dépannage) au palier local. Sa solidité est établie sur un
rapport coût-bénéfice de la concertation jugé favorable par les ac-
teurs locaux et sur son potentiel de ralliement. Sa faiblesse est le
peu d’initiatives encore réalisées sur les causes structurelles de la
pauvreté, faisant porter le développement de solutions innovantes
au niveau des communautés locales. Son ancrage se vérifie dans le
maintien de l’autonomie des acteurs locaux quant à leurs structu-
res et plans d’action. Le projet a un effet d’entraînement auprès d’ac-
teurs névralgiques, acquis auparavant au dépannage (municipalités,
bailleurs de fonds), mais en regard des déterminants structuraux, il
gagnerait à s’associer à des mouvements sociaux qui cherchent à
influencer les politiques publiques. Quant à la viabilité de la solu-
tion, elle dépend du passage des personnes dans le continuum de la
dépendance à la sécurité alimentaire. L’indicateur disponible est le
dépassement de la demande sur l’offre dans les pratiques de prise
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en charge, même si celles-ci demeurent marginales. L’explication
associe à ce résultat deux facteurs: 1) la co-construction d’un arran-
gement partenarial égalisateur et respectueux de l’expertise et des
pratiques communautaires; et 2) la co-fertilisation de la recherche,
de la planification et de la pratique. Ces facteurs ont entraîné l’émer-
gence d’un leadership régional en synergie avec des pratiques loca-
les soutenues dans leur diversité, ce qui a résulté en l’établissement
d’un rapport de force en faveur de la sécurité alimentaire avec un
effet d’entraînement auprès des bailleurs de fonds.

Finalement, Naître égaux — Grandir en santé est le cas type de la
problématisation technocratique. La mobilisation, enclenchée
d’abord vers les CLSC, cherchait à s’associer les organismes com-
munautaires et les concertations locales existantes et à créer une
synergie entre les volets institutionnel et communautaire du pro-
gramme. Malgré son approche directive, le programme a réussi à
rallier les acteurs communautaires et institutionnels autour de son
objectif de soutien aux familles en situation de grande pauvreté. La
coopération installée reflète le peu d’atouts des acteurs commu-
nautaires du champ pour se positionner. Ils ne sont pas en mesure
d’investir l’instance régionale d’orientation du programme, malgré
l’appel du planificateur, et les structures locales partenariales im-
plantées tendent à se conformer à la structure-cadre, favorisant la
prédominance de la logique institutionnelle et le contrôle institu-
tionnel de la décision. Les collaborations entre CLSC et organismes
communautaires se sont accrues, voire systématisées, sans toute-
fois modifier leur rapport traditionnel de subordination, sauf là où
les instances locales ont été en mesure de se positionner et de négo-
cier des ajustements. Deux controverses ont marqué la mise en œu-
vre: l’une à propos du contrôle des acteurs locaux sur les structures
et l’action locales vis-à-vis la planification publique; et l’autre à pro-
pos de la confrontation des logiques institutionnelle et communau-
taire en vue de l’atteinte et de l’intégration sociale des plus
marginalisés. À la faveur de l’évolution de la planification vers une
pratique davantage interactive vers la fin de la période étudiée, sous
la pression des instances locales, le partenariat évolue vers un en-
gagement accru des CLSC qui supporte un développement conjoint
du programme et une meilleure intégration de ses volets. Au plan
de la qualité, la faisabilité est affectée négativement par la rigidité
de la structure-cadre et l’excès d’encadrement de la DSP, sans que
cela ne bloque l’effet d’entraînement auprès des acteurs locaux. Le
modèle d’action aurait accru sa solidité en considérant les pratiques
communautaires existantes de sorte à diversifier ses stratégies d’in-
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tervention. Bien que balisé par les stratégies du programme-cadre,
l’ancrage du programme a été favorisé par les plans d’action locaux,
élaborés par les acteurs locaux sur la base des besoins et ressources
locales. La viabilité de la solution s’appuie sur des résultats proxi-
maux montrant un accroissement de l’atteinte des familles en grande
pauvreté et leur rétention dans le programme (au détriment des fa-
milles moins pauvres), de même qu’un accroissement de la densité
et de la qualité du soutien, vue la stabilité accrue des organismes
communautaires découlant d’un financement plus substantiel. L’ex-
plication table sur trois facteurs: 1) le ralliement des acteurs autour
de l’intérêt supérieur des familles pauvres explique qu’ils aient sur-
monté les obstacles structurels du programme-cadre; 2) le maintien
d’un déséquilibre du pouvoir entre les acteurs publics et commu-
nautaires explique les limites soulevées au plan de la solidité et de
l’ancrage du modèle, qui aurait été accrus par la valorisation des
pratiques communautaires et de l’innovation; et 3) en contrepartie,
des gains sont enregistrés au plan de la solidité du modèle (conti-
nuité prévention-protection, développement de la stratégie d’in-
fluence) et en termes d’entraînement, conséquences de l’évolution
de la planification vers une approche davantage interactive.

Le Tableau 2 montre la symétrie entre les caractéristiques du pro-
cessus de structuration de l’action, en ses deux moments cruciaux
que sont la problématisation et la construction de la coopération et
ses attributs de qualité. Une problématisation interactive favorise
la solidité et l’ancrage des programmes et leur effet d’entraînement.
Dans le même sens, la construction de la coopération entre les ac-
teurs, autant en ce qui a trait à leurs rapports de partenariat qu’au
sens de l’action, lorsqu’elle favorise l’égalisation des rapports de pou-
voir et la conjugaison des paradigmes, est associée positivement aux
paramètres de qualité. Lorsqu’elle est caractérisée par des rapports
de subordination et de domination paradigmatique, il en résulte des
pertes au plan de la qualité de l’action.

Les dimensions du processus de structuration de l’action génératrices de
qualité

L’analyse comparative des cas conduit à dégager, aux deux moments
cruciaux du processus, les dimensions génératrices de qualité (Figure
2). D’abord, au moment de la problématisation, l’accès et le partage
de l’information que permet la participation agit sur la qualité de l’ac-
tion en élargissant la zone de convergence entre les acteurs, cela à la
condition que sa dynamique soit suffisante, i.e., qu’elle permette une
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couverture large des perspectives, un intéressement précoce soit à
l’étape des choix stratégiques, le positionnement des acteurs dans un
rôle de négociation et d’influence sur la décision (qui dépasse la con-
sultation). Deuxième dimension active, la dynamique d’innovation est
introduite dans la structuration des rapports sociaux de partenariat
et dans l’élaboration de l’action, au moment de la construction de la
coopération. Le Tableau3 montre que les controverses entre les ac-

Tableau 3
État des controverses et arrangements de partenariat

Construction de la coopération

Controverses Arrangements

Rapports Sens de Rapports sociaux Paradigmes
de pouvoir l’action de partenariat d’action Q

VF Reconnaissance
de l’expertise.
Contrôle des
ressources.

CS Reconnaissance
de l’expertise et
des pratiques.

SA Concurrence
entre pratiques:
dépannage VS

prise en charge.
Reconnaissance
concertation
régionale OC.

NG Contrôle local sur
structure et action
VS planification
publique.

Logiques:
• systémique VS

féministe;
• clinique VS

organisationnelle.

Logique:
féministe VS

épidémiologique.

Logiques:
• solidarité publique

VS charité privée;
• dépannage VS

sécurité
alimentaire.

Logique:
institutionnelle VS

communautaire.

Cloisonnement
sectoriel.
Sous-traitance.

Partenariat avec
principes et dispositifs
de réciprocité et
d’équité.

Partenariat avec
principes et dispositifs
de réciprocité et
d’équité.

Partenariat avec
dispositifs de
subordination
(structure-cadre).

Juxtaposition de
paradigmes. Q-

Conjugaison de
paradigmes: plate-
forme commune,
programmation
conjointe. Q+

Conjugaison de
paradigmes: plate-
forme commune,
programmation
régionale et locale
arrimée. Q+

Domination
paradigmatique:
adhésion au
programme-cadre. Q-

Légende:
VF: cas Violence faite aux femmes; OC: organisme communautaire
CS: cas Cancer du sein; VS: contre
SA: cas Sécurité alimentaire; Q+: niveau élevé de qualité du programme;
NG: cas Naître égaux — Grandir en santé. Q-: faible niveau de qualité du programme.
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teurs ont trait à deux ordres de questions, celles liées aux rapports de
pouvoir qui ne sont jamais très éloignées de celles liées au sens de l’ac-
tion. L’innovation se situe dans la façon de résoudre les controverses
et opère par un double processus de déconstruction-reconstruction du
rapport social entre les acteurs et de recombinaison de leurs logiques
d’action. Une telle dynamique innovante opère lorsque la participa-
tion est suffisante et se reconnaît dans les arrangements de partena-
riat par des structures et mécanismes de réduction de la
subordination découlant du déséquilibre structurel du pouvoir entre
les acteurs7 et dans la confrontation-conjugaison des paradigmes d’ac-
tion, au-delà du seul effort de coordination administrative.

C’est par cette logique de l’innovation que s’accroît la qualité de l’ac-
tion. Le renouvellement des rapports de partenariat se présente
comme nécessaire à l’innovation dans l’intervention. Pour qu’émer-
gent de nouvelles rationalités, les acteurs doivent parvenir à modi-
fier leurs rapports sociaux et leurs règles (cas Sécurité alimentaire
et Cancer du sein). Sans un tel renouvellement, le processus résulte
en une reconduction des logiques d’action (cas Violence faite aux fem-
mes) ou en une extension de la logique d’action de l’acteur qui dis-
pose initialement des bases de pouvoir (cas Naître égaux — Grandir
en santé). Ainsi, à l’ordonnancement des cas, du niveau plus faible
au niveau le plus élevé de qualité des résultats atteints, correspond
une gradation des processus innovants, de la problématisation man-
quée du cas Violence faite aux femmes, à la problématisation tech-
nocratique du cas Naître égaux — Grandir en santé, jusqu’à une
problématisation mobilisatrice ayant conduit à un arrangement
partenarial co-construit et égalisateur dans les cas Cancer du sein
et Sécurité alimentaire, avec, dans ce dernier cas, un entraînement
auprès de décideurs stratégiques.

UNE CONTRIBUTION AU RENOUVELLEMENT DES PRATIQUES
PLANIFICATRICES ET PARTENARIALES

La logique de l’innovation, telle qu’explicitée, impose une distance
vis-à-vis du paradigme dominant de la planification participative
en santé publique, centré sur l’habilitation des acteurs et l’appro-
priation de programmes proposés de l’extérieur par les communau-
tés locales (Green & Kreuter, 1999). Les expériences étudiées
montrent que l’engagement des acteurs dans une perspective de co-
construction des programmes, au double plan des logiques d’action
et des structures du partenariat, favorise l’explicitation et la valori-
sation des différents savoirs, leur cohabitation dans des modèles d’ac-
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tion supérieurs au plan de la qualité. L’adoption d’une posture épis-
témologique faisant ainsi place à la négociation de l’action appelle à
un renouvellement du rôle du planificateur. Les résultats présentés
ici permettent de dégager quatre pistes à cet effet.

L’innovation, approchée de façon interactive et itérative et mettant
à profit l’ensemble des acteurs des systèmes d’action exige, premiè-
rement, une conception renouvelée de la gestion des connaissances,
soit leur explicitation, leur circulation et leur utilisation, où le pla-
nificateur devient un animateur du maillage entre les différents
savoirs, tacites et explicites, pour en faire des savoirs collectifs
innovants (Jacob & Pariat, 2000). Réhabiliter ainsi l’acteur au cœur
des processus appelle, deuxièmement, un déplacement du rôle du
planificateur de la coordination qui réfère à l’harmonisation des ser-
vices (sens fonctionnaliste) vers la médiation qui réfère à l’harmoni-
sation des intérêts et des logiques d’action (sens politique). Un tel
repositionnement sera favorisé, troisièmement, par un élargissement
de l’expertise des planificateurs, allant de la connaissance des pro-
blèmes et des solutions vers l’intelligence du contexte et des acteurs,
un savoir d’ailleurs mieux rendu accessible par l’association des par-
tenaires. Quatrièmement, la logique de l’innovation, qui demande
de faire place à l’incertitude plutôt que de chercher à la contrôler,
exige du planificateur un élargissement des compétences techno-
scientifiques, supportant un positionnement d’expert, vers des com-
pétences stratégiques, i.e., la capacité de se positionner en acteur
dans un système d’action en construction de sorte à l’influencer. Ce
savoir non codifié prend appui sur l’expérience et l’appartenance à
des réseaux et exige de composer avec l’incertitude et donc, de déve-
lopper ses moyens par itération et selon la contingence. Ces pistes
de renouvellement du rôle de planificateur viennent supporter la
ré-ingénierie des processus devant accroître l’efficacité de l’action
en partenariat en santé publique.

NOTES

1 La théorie de la traduction constitue, avec la théorie des conven-
tions (Boltanski & Thévenot, 1987, 1991), le principal développe-
ment théorique sur la construction de l’accord et de la coopération,
dans le champ des théories organisationnelles (Amblard et al., 1996).

2 Le corpus classique des théories organisationnelles est constitué de
l’approche par la contingence (Mintzberg), de l’analyse stratégique
(Crozier & Friedberg), de l’approche par la régulation (Reynaud) et
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de l’analyse culturelle (Sainsaulieu). Ces auteurs conçoivent d’abord
l’organisation comme un champ de conflits et de coopération et con-
sidèrent la question des rapports de pouvoir comme un détour obligé
de l’analyse (Amblard et al., 1996). Les notions d’acteurs, d’intérêts,
de stratégies et d’enjeux, centrales dans ce corpus, nous viennent
du courant de l’analyse stratégique (Crozier & Friedberg, 1977).

3 Nous référons le lecteur à la thèse (Bilodeau, 2000) pour une pré-
sentation détaillée de la méthode.

4 On a dépouillé 451 documents de la planification (documents admi-
nistratifs, comptes rendus de réunions, correspondance, documents
d’information sur les organismes, communiqués ou articles de presse,
etc.) et 31 documents de l’évaluation (rapports produits dans le ca-
dre de l’évaluation participative de ces priorités [Bilodeau et al.,
1998]), provenant des organismes publics du réseau de la santé et
des services sociaux (ministère de la Santé et des Services sociaux,
Régie régionale de la santé et des services sociaux de Montréal-Cen-
tre et sa Direction de la santé publique, CLSC, Centres Jeunesse de
Montréal et Centre Batshaw), des organismes communautaires de
la région de Montréal et leurs différents regroupements, des muni-
cipalités de l’île de Montréal et services municipaux, des comités de
travail intra- ou inter-organisationnels, des instances de concerta-
tion sectorielle ou intersectorielle, régionales et locales, engagées
dans les programmes, des universités et d’acteurs externes aux pro-
jets.

5 L’implication des acteurs publics dans le champ montréalais de l’aide
alimentaire a donné lieu à une première initiative, Nourrir Mon-
tréal (1991–95), précurseur de l’actuel projet.

6 La Table de concertation sur la faim du Montréal métropolitain.

7 Deux exemples de tels mécanismes et structures: 1) l’adoption de
principes et de dispositifs de réciprocité et d’équité (e.g., représen-
tativité équitable et contrôle équivalent sur l’information et la déci-
sion, reconnaissance mutuelle des atouts); et 2) le respect des
structures locales et leur autonomie.
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NEW PARTNERSHIPS REQUIRE NEW
APPROACHES TO PARTICIPATORY
PROGRAM EVALUATIONS:
PLANNING FOR THE FUTURE

Joan McHardy
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Victoria, British Columbia

Program evaluation is in a period of transition. There is a grow-
ing international recognition that government and civil society
must work together to accomplish common goals. These new
partnerships affect evaluators because of the unequal distribu-
tion of power between the partners. Without careful considera-
tion, the evaluator can be seen to represent only those with the
most power. This, in turn, affects the perceived independence
of evaluators. New partnerships require new approaches. Par-
ticipatory program evaluation is one useful approach that can
lessen undue influence by any one partner and help to create a
positive culture of evaluation.

L’évaluation de programme traverse une période de transition.
On reconnaît de plus en plus, à l’échelle internationale, que le
gouvernement et la société civile doivent travailler ensemble
pour atteindre des objectifs communs. Ces nouveaux partena-
riats affectent les évaluateurs en raison de la distribution iné-
gale des pouvoirs entre les partenaires. Sans considération
adéquate, on peut être porté à croire que l’évaluateur ne repré-
sente que ceux qui ont le plus de pouvoir, ce qui, à son tour,
affecte l’indépendance perçue des évaluateurs. Les nouveaux
partenariats exigent de nouvelles approches. L’évaluation de
programme participative est une approche utile qui peut réduire
l’exercice d’un pouvoir excessif par un partenaire donné et aider
à créer une culture d’évaluation positive.

BRIEF HISTORY OF PROGRAM EVALUATION IN CANADA

It is useful to begin with a brief history of program evalu-
ation in Canada to understand the changing nature of evaluation.
In this country, the history is largely the story of federal govern-
ment initiatives, provincial accountability plans, and the growth of
the Canadian Evaluation Society.

Abstract:

Résumé:
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The federal and provincial governments have their evaluation agen-
das, and often the only topic is accountability. In the late 1960s the
Federal Treasury Board funded some planning work, and by the
late 1970s the Treasury Board had issued a policy statement re-
quiring departments and agencies to carry out program evaluations.
Over the years, the federal government has issued guidelines, given
advice and assistance, and provided training. Today most federal
departments have an active internal evaluation group. As Mayne
and Hudson comment in their overview of Canadian evaluation, re-
sources, policy directives, technical assistance, and the threat of an
audit all contribute to the substantial role of evaluation in the fed-
eral government (1992, pp. 15–16).

The provinces have, in general, not taken as active a role in estab-
lishing evaluation units or carrying out evaluation work on a sys-
tematic and sustained basis. In British Columbia, for example, the
Auditor General of British Columbia and the Deputy Ministers’
Council have published two papers: Enhancing Accountability for
Performance in the British Columbia Public Sector (Government of
British Columbia, 1995) and Enhancing Accountability for Perform-
ance: A Framework and an Implementation Plan (Government of
British Columbia, 1996). The emphasis in both reports is on improved
accountability. Program evaluation is seen as one way of finding
out whether programs are achieving the outcomes they were intended
to achieve, and whether they are doing so with the greatest possible
efficiency.

On July 6, 2000, the Government of British Columbia passed the
Budget Transparency and Accountability Act, modelled on legisla-
tion passed in Alberta in 1995. The guidelines of the legislation fo-
cus on results (outputs and outcomes). There is strong
encouragement to use performance planning and measurement proc-
esses to improve program performance. It is too early to determine
the success of this legislation in encouraging performance measure-
ment, let alone program evaluation, particularly as there has since
been a change in the government.

The Canadian Evaluation Society, incorporated in 1981, has played
an important and dominant role in the history of program evalua-
tion in this country. As a former member of the executive of the
British Columbia chapter of the Society, I know the activities in-
clude promoting training in evaluation, encouraging provincial chap-
ters to hold meetings, supporting students, sponsoring annual
provincial and national conferences, and publishing the Canadian
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Journal of Program Evaluation. In 1995, in Vancouver, I attended
the First Joint Canadian Evaluation Society/American Evaluation
Society International Conference on Evaluation. There were 1,600
registrants, which is an amazing number of people in one place who
are interested in evaluation. There is no doubt that the Canadian
Evaluation Society is recognized as the professional organization of
evaluators in Canada and is playing an important part in the inter-
national evaluation world. We even have a motto: “Don’t Shoot the
Messenger” — although we have yet to translate this into Latin.

Increasingly, civil society, including non-profit groups, community
activists, church leaders, and the private sector, is demanding a voice
in how evaluations are carried out and who is impacted by evalua-
tions. I was at the United Nations Conference on Human Settle-
ments (Habitat II) in Istanbul in 1996. It was the first United Nations
conference to formally include the civil society in what was termed
a “partners’ conference” (United Nations General Assembly, 2001,
p.6). One partner was the government: municipal, regional, and
national governments. The other partners included youth, women’s
caucuses, the business sector, professionals and researchers, trade
unions, and non-governmental organizations. It was the first time
that I have seen such sharing of information between members of
government and civil society. We were not looking for experts, we
were not looking for manuals about how to do things. We were look-
ing to ourselves for our shared truth.

SOCIOLOGY OF PROFESSIONS

Evaluators who are on contract to large provincial or federal bu-
reaucracies can be constrained in their autonomy. This, in turn, can
create serious problems of objectivity, both real and perceived. The
evaluator often sees that his or her interests are with the govern-
ment program manager who does the hiring. This is the person who
puts the food on the evaluator’s table.

The sociologist Max Weber was the first to link the process of
bureaucratization with the development of specialized professional
groups. This link is still strong. Weber would have agreed with Carr-
Saunders and Wilson that the professions bring “knowledge to the
service of power” (Carr-Saunders & Wilson, 1933, p. 497). Or as
Johnson writes in Professions and Power, professionalizing is “a proc-
ess in which the professional as technician or expert was caught up
in the bureaucratic machine, as one of its creatures” (Johnson, 1972,
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p. 15). Evaluators, as with other professions, can be seen as part of
the “invisible and informal support structures that make formal sys-
tems work” (Ferner, 2000, pp. 537–538).

Although there may be some inclusion of various “stakeholders” in
the initial discussion of the evaluation, the basic design of the evalu-
ation is usually prepared by the evaluator and almost always re-
flects the interests of the government program manager. In this way,
evaluators can act as “gatekeepers” to knowledge, allowing only cer-
tain “facts” to emerge from the evaluation. These circumstances were
part of the evaluatory environment that has resulted in the recent
books and articles on participatory program evaluations.

PARTICIPATORY PROGRAM EVALUATIONS

Participatory program evaluations are of particular interest when
looking at the entangling of the roles of government and civil soci-
ety. Several influential texts (Fetterman, Kaftarian, &
Wandersman,1996; Guba & Lincoln, 1989; Patton, 1997), articles
(VanderPlaat, 1997, 1998), and critiques (Collins, 2000; Gregory,
2000) have been written about this approach to evaluation. Empow-
erment evaluations, collaborative evaluations, active subject par-
ticipation, and emancipatory evaluations are some of the terms used.
I am using the term “participatory program evaluation” in a generic
sense to cover all evaluations where contributions and involvement
by partners to the evaluation are expected and valued.

Four key beliefs or arguments are typically advanced to support the
notion of participation in evaluations, from the initial planning stages
to how the findings are used (Flynn as quoted in Gregory, 2000, pp.
179–180). They are listed below, as well as the not so often advanced
idea of emancipatory politics.

Belief in ethical behaviour. This is the belief that each person has
the right to command his or her own destiny. Participation by the
partners is considered “the right thing to do.”

Belief in expediency. This belief is often expressed as a concern that
those who are not involved in decision-making may revoke or sub-
vert decisions made by others.

Belief in expert knowledge. This is the belief that women and men
are “experts” in their own lives; therefore, the experts themselves
should be involved in the decision-making process.
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Belief in a motivating force. This is the belief that those who partici-
pate in the decision-making will be more aware of the reasons for
the decision, and, as a result, will more likely want to see the deci-
sions implemented efficiently and effectively.

Belief in emancipatory politics. This is the belief that evaluations
can contribute to the democratic process and social change.

EMANCIPATORY POLITICS AND PARTICIPATORY PROGRAM
EVALUATIONS

The idea of emancipatory politics is grounded in the work of Jurgen
Habermas’ concept of communicative action (Habermas, 1971, 1984).
Habermas explores the relationship between actions and the inter-
ests that govern actions. Understanding this relationship is useful
when thinking critically about evaluation. Whose interests are served
by the evaluation? This question is particularly important when the
partner who has the most money and power is the partner who is
hiring the evaluator.

Habermas distinguishes between two forms of “systemic” oppres-
sion or control supported by the political, economic, and normative
structures of the government. First, there is the unequal distribu-
tion of and access to resources, which is a type of oppression. The
second form of systemic oppression results from the over-reliance
on scientific discourse and technocratic rationalizations as the ba-
sis for decision-making. VanderPlaat writes: “This privileging of
‘scientism’ not only justifies material and social disparities but also
discursively disarms political challenges to the status quo.” Rather
than discussions in public arenas, social and political issues emerg-
ing from everyday life are increasingly being seen as technical con-
cerns subject to technical “fixes.” VanderPlaat concludes, “Our
capacity to actively engage in social change is, thus, gradually un-
dermined by the growing inability to collectively explore and debate
the nature and direction of that change. For Habermas this consti-
tutes one of the most fundamental threats to democracy in the mod-
ern world” (VanderPlaat, 1997, pp. 145–146).

VanderPlaat writes that what distinguishes the discourse of em-
powerment most clearly from other types of participatory evalua-
tions is

its acknowledgement and deep respect for people’s ca-
pacity to create knowledge about, and solutions to, their
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own experiences. Within this discourse, the valid knowl-
edge base from which to initiate social change originates
in the collective everyday understandings and experi-
ences of participants rather than in the annals of the
social scientific community. (VanderPlaat, 1997, p. 147)

In a more recent article, VanderPlaat concludes that: “The emphasis
centres on the individual as a ‘knowing’ agent capable of collective
action and producing change within their environment, rather than
on the individual as the object of change-producing strategies”
(VanderPlaat, 1998, p. 74). VanderPlaat and others are attempting to
move evaluation, as she says, beyond the toolkit of the evaluator into
the realm of politics (VanderPlaat, Samson, & Raven, 2001, p.80).

And politics is the realm not only of government but also of civil
society. In a brief note in last year’s special 20th anniversary issue
of the Canadian Evaluation Society Newsletter, Burt Perrin, one of
the founders of the Canadian Evaluation Society, said that some of
the best guides to evaluation he has seen were developed by non-
governmental organizations and by other international organizations
(Perrin, 2001, p. 5). The civil society is not asleep at the switch.
Perrin suggests

We probably have our greatest impact when we can in-
still a culture of evaluation. In this context, managers
and staff think evaluatively, constantly seeking feedback
and asking themselves what they can do better. A com-
mitment to evaluation comes when people can see its
benefit to them, and when they are part of the process.
It rarely comes from imposed, adversarial approaches
to evaluation that inevitably result in defensiveness and
resistance to future evaluation. (Perrin, 2001, p.5)

The culture of evaluation works best when there is a clear recogni-
tion of the five beliefs described above.

THE ABC OF NEW APPROACHES

A. Awareness

It is important to increase our awareness and understanding of how
different groups in society have different realities. Only with such
awareness are participatory evaluations possible. It is also impor-



LA REVUE CANADIENNE D'ÉVALUATION DE PROGRAMME 95

tant to increase our awareness of the differing ways we receive in-
formation and how different members of our society use that infor-
mation.

Social construction of reality

Reality can vary depending on where you are in the “here and now.”
For example, in Women’s Ways of Knowing (Belenky, Clinch,
Goldberger, & Tarule, 1986, p. 139), the authors look at what hap-
pens when women begin to question authorities and experts. What
happens when they listen to the question, and then ask: “Why ask
that question?” Or what happens when women speak out and say:
“You’re asking the wrong question.” Women often have policies and
programs designed for them (not with them) by provincial and fed-
eral governments. Then, as participants in various programs, women
are analyzed and studied. They are figuratively prodded and poked
and are the subjects of research and evaluations.

A few years ago, I wrote an article called Beyond the Holodeck: Ex-
periential Learning, Women and Evaluations (McHardy, 1997). The
article is so titled because much as the holodeck is a version of real-
ity, so are the versions of truth that we accept as perceived wisdom
or received knowledge.

The holodeck, as some television viewers know, is a deck on the space-
ship Enterprise in the series Star Trek: The Next Generation. One of
my favourite scenes occurs when Data, an android, goes to the
holodeck and programs San Francisco at the turn of the century.
The scene then is no longer a spaceship but San Francisco, and Data
is no longer an android but a sleuth hot on the trail of a suspect.
Like layers of clothes on a child in the middle of the Canadian win-
ter, there seem to be unending layers of realities. There is the real-
ity of the mad genius who invented Data to look like his version of
an android. There is the reality of an android and not a gynroid.
There is the reality of Data being able to program a new reality of
what historians think old San Francisco might have looked like, on
a spaceship that doesn’t exist (but was Gene Roddenberry’s version
of what a spaceship should look like), and there is the reality of the
viewer and his or her interpretation of what is seen on the TV screen.

There have been many books and articles, and endless discussions,
about how a group of humans socially construct their world — and
then, often with a few assumptions and little knowledge and a lot of
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conceit, infer the reality of other groups. This area of study looks at
how reality in everyday life is organized around the ‘here’ of my
body and the ‘now’ of my present. “It is the ‘here and now’ that fo-
cuses our attention on the reality of everyday life” (Berger &
Luckmann, 1966, p.36).

Much as I would like to think I have a direct pipeline to the “truth,”
it is not so. Educators, evaluators, and embalmers all have the ca-
pacity of constructing knowledge. These authorities do not receive
their knowledge from even higher authorities. Their “right answers”
or “truths” are, in fact, social constructions of realities. And these
realities may differ. There is usually not “one right answer” but, as
with most of life, there are gradations of truth and the shades of
gray and bright colours of the ambiguity of complexity.

The first step in the ABC’s of new approaches to new partnerships is
to continue to develop our awareness of the realities of others. I am
asking for a more tolerant and inclusive approach to evaluations.

Indiemedia: The Battle in Seattle and September 11

I still read newspapers, but increasingly I am getting my informa-
tion from indiemedia. This is a new word that means the independ-
ent media, the most obvious example being the range of opinions
expressed on the Internet. Indiemedia was recognized as a force at
the World Trade Organization meeting in Seattle in 1999, the “Bat-
tle in Seattle.” At that time, it became clear that many people were
not getting their information from the newspapers, radio, or televi-
sion — they were turning on their computers and getting almost
instantaneous pictures, stories, and information about the situation
in Seattle. The need for credible information is the main reason why
people are turning to other sources for news. The extent of the van-
dalism and violence in Seattle, as reported in the mainstream me-
dia, for example, was wrong. The police chief in Seattle resigned
and the mayor was embarrassed. More recently, people turned to
CNN for news coverage of September 11, but after the shock of the
pictures on television, many began to search for answers in speeches
and articles sent by e-mail and to read alternative press, such as
Adbusters, to try to understand the terrorist attacks.

Seattle and September 11 are two examples of how the established
media is losing its monopoly on access to information. This can af-
fect evaluators. More and more people are learning how to go around
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a roadblock to find the information they want. I think international
conferences, new questioning about democracy, and the anti-globali-
zation demonstrations are examples of the changing world — how
we are governed and how we communicate with each other.

B. Beliefs, Values, and Attitudes

Without a willingness to question our own beliefs and the assump-
tions that evaluators bring to their work, little original evaluation
work will be done. Challenging our current ways of doing things is
crucial. We have excellent tools to analyze qualitative findings, rang-
ing from logic models to new software programs. However, unless
we, as evaluators, use them in a thoughtful way, there is a strong
possibility that participatory program evaluations will be of limited
value.

Our beliefs and attitudes dictate our action. One example is from
the field of education. In 1998 the Council of Ministers of Educa-
tion, a group of highly placed educators across Canada, hired a group
of researchers to write a discussion paper on the effectiveness of the
training of future teachers. The report is shocking to me, although
according to the authors of the report, the low impact of training
programs on future teachers is well known and well documented.
The authors write:

A significant part of what educators in training know
about education is based on their personal experience
as students. The future educators have been immersed
in their workplace for about 16 years (approximately
15,000 hours) before beginning to teach. Many beliefs
about teaching were developed during those years. These
beliefs became stronger and more stable with time. In-
deed, in North America, it has been proven that most
training mechanisms cannot change nor weaken these
beliefs. In other words, students go through teachers’
school without changing their former beliefs about teach-
ing. (Tardif et al., 1998, p.10)

There are two reasons why training programs have such a low im-
pact on future teachers (Tardif et al., 1998, p. 10). The first is that
training programs do not take into account the previous beliefs of
the students. The cognitive, social, and emotional filters through
which future teachers receive and process new information are so
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powerful that little change in beliefs and values take place. It is
these very beliefs that the new teachers will teach to the children in
the classrooms. And it is in the staff room where other teachers,
with similar filters, will reinforce those beliefs. The second reason
is that training is given in fragmented doses. Very few courses and
other training activities (practice teaching, reflecting thinking) are
linked together. The units of learning are independent and closed,
last for short periods of time, and have little impact on the future
teachers.

We don’t often question our own beliefs, values and norms. Perhaps
it is time we do.

C. Consultation

Consultation, meetings, and discussions are all time-consuming.
However, the time is well spent. Participatory program evaluation
is not just talking with a few “stakeholders” and calling it a day. It
is a basic reworking and rethinking of the evaluation process. It is
an important way to develop a positive culture of evaluation.

Learning from mediators

With new approaches to new partnerships, I think there are some
important lessons that we can learn from mediators. As evaluators,
we have skills and knowledge about how to do evaluations, but we
are just learning about empowering partners to the evaluation. Suc-
cessful mediation cannot occur between non-equals (Leviton &
Greenstone, 1997), and I think that this is also true in participatory
program evaluations. Although the focus of responsibility for over-
seeing the process rests with the mediator or the evaluator, the real
exercise of power and control over the outcome rests with each of
the partners.

Inequities of power exist because of differences in experience, knowl-
edge, skills, and finances. We, as evaluators, can lessen some of the
inequities. We can assist partners to understand issues and data.
We can play a significant role by enforcing ground rules in both the
process and participation in the evaluation. We can take a neutral
position. We can provide full access to any relevant information to
all partners. We can also provide a clear, step-by-step procedure, a
way to move ahead. A final way to help level the playing field is by
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clearly stating that the partners need the contribution and involve-
ment of the others to get a meaningful evaluation.

Increased intentionality

“Increased intentionality” is a useful phrase coined by Patton (1997,
pp. 101–102). It means that participants, at the conclusion of an
evaluation, end up with a sense of direction and a commitment to
making progress toward their goals.

In participatory evaluations, partners can work together as a group
and the evaluators can facilitate group cohesion and collective in-
quiry. Skills are acquired in setting goals, establishing priorities,
focussing questions, identifying problems, collecting data, interpret-
ing data, making decisions based on data, and connecting processes
to outcomes. And, quite frankly, the more people that know the im-
portance of collecting good baseline data, the better future evalua-
tions will be.

By contributing their knowledge and expertise, evaluators can be of
great assistance. Rather than being “stuck” in the current situation
after the completion of the evaluation, there is a way out —a sense
of hope, of shared goals, and a belief that those shared goals can be
reached. Increased intentionality can contribute to community de-
velopment and social change.

CONCLUSION

One of the ways that aspirant professions succeed is by showing
that the members of the profession can achieve practical results.
For example, government has a stake in evaluation and the
professionalizing of evaluators because evaluators can put a stamp
of approval on programs that they have evaluated.

Increasingly, however, evaluations are consumer-driven as civil so-
ciety begins to realize its power and asserts the right to a more bal-
anced evaluation (Clarke, 2000, pp. 60–62). Sections of the public
have had their confidence raised by challenging government pro-
grams, professional expertise, and service delivery. Each time a poor
evaluation is done, there is an uneasy feeling on the part of the civil
society that there must be a better way, a way in which they can
discuss the issues and suggest better ways of developing and man-



THE CANADIAN JOURNAL OF PROGRAM EVALUATION100

aging programs. This has been encouraged by the spread of knowl-
edge through the media and the indiemedia, and by the expansion
of education, especially higher education. The age of deference to
experts is over; the evident unwillingness of the professions of medi-
cine and law and religion to adequately deal with complaints from
the public is not going unnoticed.

I believe that we, as evaluators, have an opportunity to contribute
in a significant way to the democratic process and social change. We
can develop a positive culture of evaluation. The ABC’s of participa-
tory evaluations are ways to begin to rethink evaluation so that we
continue to remain relevant as we develop new partnerships and
new approaches in the 21st century.
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DEVELOPING AN EVALUATION HABIT OF MIND
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In this article, we use the psychological lens of motivation to
argue that mandated evaluation requirements can serve as the
impetus for accountability to become synonymous with organi-
zational improvement. We offer evidence of how the processes
and practices surrounding the use of data for wise decision-
making find intrinsically derived sustainability and become con-
solidated in an “evaluation habit of mind.” Though exploratory
in intent and not designed to be definitive, illustrations are pro-
vided from Canada’s Manitoba School Improvement Program
Inc. (MSIP), an initiative designed to improve the learning ex-
periences and outcomes of secondary school students through
capacity building.

C’est dans l’optique psychologique de cerner le phénomène de
la motivation que cet article propose le postulat suivant: les
exigences des évaluations mandatées peuvent servir d’élan pour
que la responsabilité devienne synonyme de l’amélioration d’une
organisation. L’article met en évidence comment les processus
et les pratiques adoptées lors de l’utilisation des données pour
fins décisionnelles mènent à une viabilité intrinsèque qui de-
vienne consolidée dans une «habitude mentale d’évaluation».
Bien que cette étude ne soit qu’un projet exploratoire de ce phé-
nomène sans prétendre être une recherche définitive, elle s’ap-
puie sur des exemples tirés du Manitoba School Improvement
Program (MSIP), une initiative canadienne visant l’améliora-
tion des expériences et des résultats d’apprentissage dans les
écoles secondaires par la mise en valeur du potential.

’Tis not the strongest of the species that survive, nor the
most intelligent, but the one most responsive to change.
— Charles Darwin

There was a time in education when those in positions
of leadership relied on intuition and gut feeling to guide them
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through the unavoidable web of complex decision-making. That time,
however, has passed, and we find ourselves living in an era that
might best be described as “the age of accountability.” (Earl, 1998).
As the accountability agenda has escalated, publicly reported high-
profile data about schools have become the cornerstone of most large-
scale reform efforts (Whitty, Power, & Halpin, 1998). In England,
for example, the percentage of pupils who meet or exceed the na-
tional target are reported in national newspapers. These results are
used in a variety of ways from decisions about support and resources
available to schools, to helping parents make school choice decisions.
All 50 states in the United States test how well their students are
learning and 27 of them hold schools accountable for results, either
by rating the performance of their schools or by identifying the low-
performing ones (Orlofsky & Olson, 2001).

Large-scale educational reform has demanded an “accounting” from
schools using evidence that is conceived of explicitly in a language
of data (Fullan, 1999). Data are to be collected, analyzed, interpreted,
and displayed in the service of making decisions in all areas of edu-
cation ranging from funding to learning. In this article, we will ar-
gue that mandated evaluation requirements can serve as the impetus
for accountability to become synonymous with organizational im-
provement. We offer evidence of how the processes and practices
surrounding the use of data for wise decision-making find intrinsi-
cally derived sustainability. Though exploratory in intent and not
designed to be definitive, illustrations are provided from Canada’s
Manitoba School Improvement Program Inc., an initiative designed
to improve the learning experiences and outcomes of secondary school
students through capacity building.

WHAT DO WE KNOW? AND HOW DO WE KNOW IT?

In exploring the requirement of using data for decision-making, we
find potential, though implicit, answers to two definitive questions:
What do we know? and How do we know it? Readers familiar with
the American Educational Research Association (AERA) will recog-
nize these two elements of inquiry as the defining theme for the
organization’s 2001 annual meeting (see Purcell-Gates & Snow,
2000). The difficulty in answering these questions, however, derives
not only from the absence of any specific content (i.e., what and how
do we know about x), but also from the fact that the two questions
are intimately bound to one another. That is, what we know very
much depends on how we come to know it — our epistemologies and
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methodologies are closely intertwined. We are referring here to the
nature of knowledge and its acquisition-driven processes that de-
fine the contours of the particular institutions within which we find
membership and around which we subsequently construct our pro-
fessional identities.

Institutional Processes and Organizational Improvement

Science is an example of one such institution and, as Olson and Katz
(2001) explain, not every belief held by a scientist is taken to be
knowledge. Beliefs must follow long and complex social processes
embedded in formally constituted institutions before they achieve
the status of “the known.” These social processes include not only
private and collective thought, but also the production of public ar-
tifacts that are subjected to the rituals of publication, replication,
adoption, citation, and so on. We see, then, that the “what” and “how”
of knowing are inseparable. In a broader epistemological sense,
Agnew and Pyke (1994) suggest using a verb rather than a noun to
describe the drive to inquiry — use the term “sciencing” rather than
“science” to underscore the significance of the process.

Just as “process” is central in the scientific institution, so too is it cen-
tral in the institution that is the focus of this article — schooling. This
point is well captured in the preceding allusion to the currency in-
volved in the procedural practice of using data to make decisions in
the name of accountability. But this in itself is not enough. The nec-
essary process must be defined in a way that is commensurate with
accountability for the purpose of organizational learning and improve-
ment, rather than for the satisfaction of externally driven accounting
demands. It is the latter definition, however, that is the most visible
and public, and the one typically conceived of in popular notions of
accountability. That said, it is important to realize that there is a very
real benefit associated with these ever expanding external mandates
that define the contours of the terrain that make up the age of ac-
countability. Such value is best defined and understood through the
psychological lens of motivation.

MOTIVATION

Deci and Ryan (1985, 1987) have proposed a fundamental distinction
between actions that are self-determined and those that are control-
led. The former include chosen behaviours that are engaged in for
intrinsic reasons. The latter behaviours are engaged in because of an
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external pressure to conform to a set standard or to meet a particu-
lar expectation. The authors point out that there is a danger when
motivational cues are external, namely, when the extrinsic reinforcer
is discontinued, the desired behaviour is typically extinguished. Such
overt controls do, however, encourage engagement where it would
otherwise be absent. The challenge is to follow this engagement with
opportunities to develop intrinsic reasons in order to maintain the
behaviour in the absence of the external reinforcer. External man-
dates, like required program evaluations, which encourage the con-
trolled actions associated with the collection and reporting of school
and district data, offer the potential benefit of creating conditions in
which the importance of data for decision-making can become under-
stood. That said, as long as accounting to surveillance demands re-
mains the procedural end, this worthwhile behaviour will always be
at the mercy of its extrinsic benefactor. It is only when accountabil-
ity becomes synonymous with organizational improvement that the
processes and practices surrounding the use of data for decision-mak-
ing will find intrinsically derived sustainability.

AN EVALUATION HABIT OF MIND

The contexts within which the practices of schooling take place are
very complex and the kinds of challenges that school leaders find
themselves faced with might best be described as ill-structured. Such
problems demand more than the single, right answer. They demand
judgments that are reflective (King & Kitchener, 1994), judgments
that respect that knowledge must be understood in relationship to
context and evidence. It is the interpretations of evidence that “can
be synthesized into epistemologically justifiable conjectures about
the nature of the problem under consideration” (King & Kitchener,
1994, p. 70). It is in the understanding of the nature of evidence,
from its definition and collection to its interpretation and presenta-
tion, that we identify the necessity of using data for decision-mak-
ing (Cousins & Earl, 1995; Lee, 1999; Owen, 1999; Patton, 1997).
We believe the term “evaluation habit of mind” is a particularly ap-
propriate metaphor to describe this process-oriented mode of thought
that organizational leaders must develop in the service of making
wise decisions. The Oxford English Dictionary (Allen, 1991) defines
a habit as follows: “settled or tendency of practice; practice that is
hard to give up; mental constitution.” This notion effectively deline-
ates what we see as an organizational learning goal, through the
image of a developed culture or a “way of being.” That said, an evalu-
ation habit of mind for organizational improvement need not result
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in insulation, but, as we will see, can also better position leaders to
meet future externally derived requirements.

The Organization as a Dynamic System

The attainment and the implementation of an evaluation habit of
mind conceptualized with an eye toward organizational improvement
begins to approximate the characteristics of a dynamic system. That
is, elaborate structures are conceivable outcomes of simple feedback
processes operating over time. This self-organization arises from the
four central features common to all dynamic systems that Keating
(1996) describes: (a) the process must iterate routinely; (b) the proc-
ess must have a feedback loop; (c) the context includes internal con-
straints that shaped the system; and (d) the context sets the external
constraints that shape the actual self-organization that takes place.
In practice, an evaluation habit of mind is an iterative and context-
dependent process that allows a system to self-organize and thus
advance and improve. And this, of course, defines our systemic goal.

THE EXPERIENCE OF THE MANITOBA SCHOOL IMPROVEMENT
PROGRAM

The Manitoba School Improvement Program (MSIP), originally a
foundation-supported school-level improvement initiative, provides
one illustration of the notion of an evaluation habit of mind. MSIP
is a non-profit, non-governmental, independent school improvement
organization. In addition to receiving multi-year grants, MSIP
schools receive professional and technical support from the program
for skill building, including support for program evaluation. MSIP
has always believed that thoughtful reflection based on data helps
build a school’s capacity to sustain improvement. As part of their
involvement in MSIP, schools must agree to produce annual evalu-
ation reports (Lee, 1999).

The results of an overall program evaluation (see <http://
www.gordonfn.org> for the full report) suggest that successful MSIP
schools derive benefit from the evaluation process. According to
Fullan, Lee, and Kilcher, “engaging in ongoing inquiry and reflec-
tion appears to be one of the key factors separating schools with
deep impact from those whose project impact is less significant”
(1995, p. 27). Successful schools regard evaluation as an invaluable
tool for school planning. The more school staff internalize the in-
quiry approach, the more confident they become in using data.
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Defining MSIP Factors

Early in the project, MSIP believed that meaningful change must
originate from within. At the outset of the project, an evaluation con-
sultant was hired to work directly with the MSIP schools. The consult-
ant, employing a participatory approach, was a natural fit with
MSIP’s philosophy of having schools take ownership of their school
improvement initiatives and of evaluating their success. She sub-
scribed to an evaluation-utilization strategy, believing that if educa-
tors saw the value in evaluation, they would use the results. In turn,
they would be more likely to see the value if they had a stake in the
process (Lee, 1999). She noted that her approach was consistent with
the Cousins and Earl (1995) definition of participatory evaluation as
“applied social research that involves trained evaluation personnel (or
research) specialists and practice-based decision makers working in
partnership” (p. 399). MSIP encouraged teachers to take on roles of
“school-based coordinators” and “troubleshooters,” encouraging and
creating the avenues for increased staff participation. In addition,
administrators were important as advocates and facilitators in the
overall school improvement process.

The evaluation consultant made routine school visits and met with
the planning teams to assist with the application and planning proc-
ess, to develop an evaluation plan, to provide advice on implemen-
tation, and to serve as a “critical friend” challenging and clarifying
proposed directions (Earl & Lee, 1998). Critical friends offer both
support and critique in an honest appraisal (MacBeath, 1998). As
Costa and Kallick (1995) describe it, a critical friend is “a trusted
person who asks provocative questions, provides data to be exam-
ined through another lens, and offers critique of a person’s work, as
a friend” (p.154).

MSIP also offered evaluation workshops where teachers, coordina-
tors, administrators, parents, and later students could come together
as a network of schools learning how to collect, analyze, and inter-
pret data. MSIP networking activities can be divided into five
sections: connections among schools/divisions, professional develop-
ment, venues for sharing of school improvement initiatives, current
research, and models and processes (MSIP, 2000). According to
Lieberman and Grolnick (1996), educational networks are becom-
ing increasingly important as alternative forms of teacher and school
development. These networks appear to be a way of engaging school-
based educators in better directing their own learning; allowing them
to sidestep the limitations of institutional roles, hierarchies, and
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geographic locations, and encouraging them to work with many dif-
ferent kinds of people.

Having sketched out the specifics of the MSIP initiative, we are in a
position to see the way in which the project’s mandated evaluation
requirement places schools and their leaders in a position in which
the importance of data for decision-making can become understood.
As such, the requirement to produce an annual report approximates
an extrinsic motivational cue designed to bring about this end. The
challenge becomes one of sustaining this inquiry-minded behaviour
once the external evaluation requirement is removed. In the remain-
der of this article, we provide a first glance at what this developed
habit of mind might look like in practice.

CONCEPTUAL FRAMEWORK

Figure 1 portrays in temporal sequence the major components for
conceptualizing the development of an evaluation habit of mind, and
later guides the presentation of the data.

Figure 1
Developing an Evaluation Habit of Mind
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At the top of the framework, “E” represents the extrinsic motivat-
ing cue — in this case the required MSIP evaluation report — that
places schools and their leaders in a position in which the impor-
tance of data for decision-making can become understood. There-
after, a gradual process, which we term “ii” (incremental internali-
zation), fosters the evaluation capacity building effort. In the case
of MSIP this involves the previously described intentional interven-
tions such as “networking,” the role of “critical friend,” and the avail-
ability of an “evaluation consultant.” The ultimate consolidation of
this process is what we have discussed as an “evaluation habit of
mind,” a process-oriented mode of thought or capacity to be used in
the service of making wise decisions. Finally, “e” represents the po-
tential for a developed evaluation habit of mind to better position
schools and their leaders to meet future externally derived require-
ments. As we will see, such requirements might include other school
improvement funding applications or a mandated divisional report.

METHODOLOGY

The data that will be reported here were collected as part of annual
interviews with principals conducted in June/July of 2000 for the
purposes of the ongoing program evaluation. The interviews were
guided by a semi-structured interview schedule that, although not
a primary focus, offered participants the opportunity to talk about
data utilization in their schools. A total of 22 MSIP principals par-
ticipated in the study. The interviews ranged from 45 to 90 minutes
in duration and were audiotaped with the respondents’ permission.
Following the interviews, the tapes were transcribed. Using Folio
Views 4.2 information management software, the transcripts were
analyzed by an approach consisting of unitizing and categorizing
(Lincoln & Guba, 1985) and the Constant Comparative Method
(Glaser & Strauss, 1967). This resulted in the emergence of themes.
The final step was to group and title the themes, and these are used
in the presentation of findings that follow.

For the purposes of this study, only interviews with principals from
schools designated as “alumni” were included for analysis (n = 6).
By definition an alumni school has outlived its MSIP funding years
but is sustaining its improvement project in the absence of direct
resource support. Some alumni schools are receiving minimal
sustainability grants or their districts have entered into arrange-
ments with MSIP in a cost-sharing initiative. Regardless, once a
school has outlived its project funding the external requirement to
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produce an annual evaluation report is removed. From a motiva-
tional standpoint this is important because if it appears, the prac-
tice of using data for school improvement purposes has found
sustainability that is intrinsic to the organization.

FINDINGS

When they were funded by MSIP, the six schools were required to
set school-based goals that would form the basis for the annual evalu-
ation report. The specific nature of the goals was left to school staff
to determine independent of the external funder. The six projects
were quite different in their focus and content. Some were broad-
based efforts intended to affect whole school change, while others
were smaller, more locally focused projects. For example, initiatives
ranged from integration of technology into the curriculum and in-
stituting a structural schedule change to implementing peer media-
tion programs and creating student leadership opportunities.

The study’s findings, discussed in detail below, can be summarized
as follows:

• Initial reactions to the evaluation requirement: The MSIP
evaluation requirement was initially perceived as burden-
some.

• An evaluation habit of mind: Though no longer funded, many
alumni schools sustained the program’s evaluation legacy.
This is evidenced through data-driven goal-related inquiry,
systematic reflection and planning, and the presence of an
evaluation-minded culture.

• Meeting other external requirements: The MSIP evaluation
structure was replicated for an additional external demand.

Initial Reactions to the Evaluation Requirement

Although the annual report was seen as burdensome, it was held
out as a beneficial activity through which to re-evaluate past prac-
tices and define future direction:

Initially … it was a pain in the butt and we were always
scrambling to get this done. But when I look at where we
are now it really is a helpful process because I think it
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forces us to do the reflection. It forces us to reflect on our
outcomes, did we meet them? If not, what got in our way?

It’s a real pressure, it can be crazy and you’ve got this
damned thing to do. That’s what it becomes — that
damned thing — when in fact it really is a good opportu-
nity to review what’s happened during the year…

It’s a pain in the ass but it does polish your writing skills
and gives your computer a real work-out. But what it
did, though, for us, it put us into a place where we really
needed to reflect and focus.

An Evaluation Habit of Mind

Data-driven goal-related inquiry

The interviews revealed an appeal to the value of data in providing
schools with answers to goal-related questions. One principal noted
the use of a parent questionnaire to inquire into community percep-
tions of the school:

[We designed] a parent questionnaire which we mailed
out and sent to the community to actually get feedback
from the community to find out whether the news really
was as bad as the rumours were. So, several things hap-
pened there. Number one was that we had a 67% return
rate on the questionnaire. The community was infinitely
involved in their children’s lives at school. That was one
of the tenets of our project — to get the community in-
volved in the school.

Another principal referenced the use of dropout statistics in order to
begin a discussion with staff around student retention and attrition:

We are now keeping stats of the number of students who
were in the classes at the beginning of the semester, the
number of students who dropped out during the semes-
ter and the final ones who were successful in complet-
ing the credit. We are collecting data on it, and we are
sharing it with staff on a regular basis. A lot of teachers
never thought of this at all. They have no idea that 33%
of the students are unsuccessful, more if you consider
the drop-outs. In some classes over 50% of these kids
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either dropped out or didn’t pass the course. The teach-
ers are just blown away. I tell the teachers, “What I don’t
want you to do is take this personally.” Yeah, there might
be some individual things you can do. But we need to
ask the question, why is this happening? It’s not neces-
sarily you, the person, it might be the department. What
kinds of policies are in place? Are you really turning kids
off with some of this stuff? Now, we have also imple-
mented a “reason for withdrawal” form. Students have
to fill this out when they withdraw from the class, so we
have some more data. We are building a database and
we certainly can’t use only this year’s data. If a teacher
suddenly for 5 semesters in a row has many other classes
with a 50% dropout or failure rate when the end result
came in, I’d have to ask some questions.

Finally, data were used to drive a process of inquiry into school safety:

We use data in our school extensively as part of our on-
going planning activities. We’ve been able to pick out
key elements about our goals, for example school safety.
The data came back in tremendous support that this
school is a safe place. It’s reinforced our notions and di-
rected us this year. We’ve had to pay minor attention to
school safety but have kept the issue at the forefront.
Our goal is to continue to analyze data and tie it to our
school plan for this year which is quite exhaustive.

Systematic reflection and planning

Although no longer required, the MSIP model of an annual evalua-
tion report was maintained by the schools as a way of engaging in
systematic reflection and planning activities. As several principals
stated:

[We use annual reports] for improving and planning our
next year and making our goals and improving for next
year. We use data for input into the school plan. We use
it to reinforce what we’re doing and to motivate us to
keep going. Data is feedback that allows us to reflect on
what we’ve done.

[Developing a school plan and putting together an an-
nual report is] helpful in terms of looking at areas that
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we thought were really important and were committed
to, and then going back and seeing just how important
they were and how much effort we really put into it or
didn’t put into it because it turned out it wasn’t so im-
portant after all or because of whatever circumstances
we need to look at. It’s just honest. It’s the case that in
education most people are relatively articulate and we
can talk a really good game and we can write a really
good game. That report is really what forces you to say,
“We’re not so hot. We didn’t do this.”

If we said we were going to do x and in our report we
demonstrated that we did, then the next automatic on
the goal sheet was “Where do we go from here then?” So
the staff that I was involved with… I would solicit first
of all from them what they believed their strand had
accomplished for the year and I would collate all of that
and then I would write the report. Then I would give it
all back to all of them again and they would read it again
and they would feed back to me on whether what I said
was okay or not. And then the second piece of that was
obviously “Where do we go from here?” So, that was a
staff goal that was collaborative, and reflection and dis-
cussion were just an integral part of the way we oper-
ated at the school.

One principal explicitly noted an appeal to student surveys in revis-
iting the school’s goals as part of the planning process:

We were just looking at the student surveys from last
June; I’ve looked a bit at them. I know that my vice-
principal … has looked at the surveys and we put them
into our yearly report. Independently of the MSIP project
we come up with a school plan, so each department has
to come up with their plan. In May of this year they had
to reflect and give us an update on what they had ac-
complished and what they hadn’t accomplished and what
were some of the barriers. It has been helpful as we go
through our planning cycle.

Evaluation-minded culture

A developed habit of mind was reflected in principals’ comments as
they spoke of evaluation as an integral part of the school culture.
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One administrator explained a continued reliance on MSIP staff for
technical support in the process of inquiry:

[Though we’re not required to be involved with them
anymore], MSIP staff have done evaluations for us,
where they created the instrument and we’ve surveyed
students and staff and parents. And they have done the
analysis and the interpretation and then presented that
to us and engaged with the staff in a dialogue around
what this information means.

Finally, several of the principals made reference to the systematic
practice of using data for decision-making as an ongoing process,
thus describing an evaluation-minded culture:

Even though we don’t have to do a report or a proposal
or whatever, it’s part of what happens here. We have
intra-study groups around a particular issue or around
… Like for example we set up a study group around as-
sessment practices, alternative assessment practices.
That group of four or five people spent the year with some
release time examining alternative assessment and do-
ing some research, doing some reading, reporting back
to the staff, trying to get information from them, and
then they ended up hosting an in-service where they in-
corporate students into that — asking students their
opinions in terms of assessment and evaluation, and
having the students talk with their staff.

We’ve gotten better at [producing an annual report] over
the years in terms of making it more of an ongoing proc-
ess throughout the years instead of waiting till the end…
We began to really incorporate it into the year. We would
do reflective checks at staff meetings throughout the year
or do focus groups throughout the year around where
things are going and how they need to change and that
kind of stuff. So, [the annual report] ended up being an
exercise that became really reflective and then at the
other level became futuristic.

We’ve used data throughout the years to derive the next
year’s initiatives. Data have become significant as a ve-
hicle to help plan a sense of direction. We would talk
about “data to action.” Ongoing inquiry and reflection
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are now part of the culture. Today at a staff gathering
they did a reflective piece on the year in terms of differ-
ent professional development. They did a survey, an
hour-long survey, and they gave that in advance. That
piece is part of what drives next year.

Meeting Other External Requirements

Finally, a developed evaluation habit of mind appeared to better
position schools and their leaders to meet future externally derived
requirements. Such requirements included other school improvement
funding applications and a mandated divisional report:

We have to secure outside funding to make some of our
projects work. Because in order to try new things, and
this is what MSIP has taught us I think, is in order to
try something new, you have to — it’s not enough just to
give support. There’s got to be the pressure that comes
from the outside. So you may have outside consultants,
you certainly have outside expectations, and you need
to have evaluations that are focused on proving that
you’re doing what you said you were going to do. Now if
somebody provides financial support to us or in kind
support, and expects something back, that’s really im-
portant. Because our staff then knows that something
is expected. Nobody gets lethargic about where they’re
going with somebody else’s money. MSIP created the
awareness that…having an evaluation makes a lot of
sense. I’ve become a firm believer in having a thorough
evaluation process before you start the project. So you
teach to the test through the whole thing.

For our division office school improvement plan, we have
continued with the MSIP [participatory] structure of
having all community partners feed into the school plan,
the students, the teachers, and community representa-
tives. We find it works. Everybody has had a chance to
have a say about what they think we could improve.

As we pointed out earlier, in the beginning stages of MSIP, the man-
dated evaluation requirement was perceived as a chore by most
schools. School staff held the attitude that the evaluation was a “num-
bers game” that had little relevance to the schools themselves and
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served only to satisfy the external funder. We have seen, however,
that over time schools that were no longer required to produce evalu-
ation reports became proficient at, and saw the value in, collecting,
thinking about, interpreting, and using data within their particular
contexts. The shift was from the external motivating force of a re-
quired evaluation report to an incrementally internalized habit of
mind. In this way, the school as an organization takes on the appear-
ance of a dynamic system. Simple feedback processes, operating over
time, consolidate into a capacity for continuous improvement.

CONCLUSION

The evaluation process and the data derived from it have been pos-
ited as powerful mechanisms for educational change (Cousins & Earl,
1995). In this article, we have proposed that engaging in guided
evaluation activities stimulates and activates what we call an “evalu-
ation habit of mind.” This self-sustaining mode of thought is a fun-
damental shift in thinking about the kind of information that has
value and about connecting this information to planning and to ac-
tion. The “alumni” schools in MSIP offered a ready-made natural
experiment in which to illuminate the practical face of our theory.
The exploratory conceptual framework and data interpretation that
guided the analysis represent a reasonable explication of an out-
come, namely a developed evaluation habit of mind. It is not yet
clear, however, as to how the process of incremental internalization
evolves and contributes to this end. In a follow-up study with an-
other population, we are pursuing one promising direction by map-
ping the trajectory of the development of an evaluation habit of mind
using the central tenets of cognitive learning theory.
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While substantial sums are being invested in the development
of organizational and institutional capacities, the design and
management of capacity development efforts leave much to be
desired. Few capacity development initiatives have been sys-
tematically and thoroughly evaluated. This article describes the
conceptual frameworks and methods used to evaluate a multi-
site, regional capacity-development project in Latin America and
the Caribbean undertaken to strengthen planning, monitoring,
and evaluation in agricultural research organizations. The ar-
ticle discusses some of the challenges facing capacity develop-
ment and its evaluation, outlines the procedures employed, and
illustrates these with some consolidated findings in response to
four evaluation questions: What were the main contributions of
the project to agricultural research management? How were the
results achieved? What factors facilitated their achievement?
and What lessons can we learn to improve future capacity de-
velopment efforts and their evaluation?

Bien que des sommes substantielles soient investies dans la mise
en valeur du potentiel institutionnel et organisationnel, la con-
ception et la gestion des efforts de renforcement des capacités
laissent fortement à désirer. Par ailleurs, rares sont les efforts
de mise en valeur du potentiel qui ont fait l’objet d’une évalua-
tion systématique et approfondie. Cet article décrit les cadres
conceptuels et les méthodes utilisés par les évaluateurs d’un
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projet régional de renforcement des capacités mis en œuvre à
plusieurs sites en Amérique latine et aux Caraïbes. L’article
examine certains des défis en matière de renforcement des ca-
pacités et son évaluation, décrit les grandes lignes des procédu-
res adoptées, les illustre avec quelques exemples et présente
les résultats en réponse aux quatre questions suivantes: Quel-
les sont les principales contributions du projet à la gestion de la
recherche? Comment les résultats ont-ils été atteints? Quels
facteurs ont facilité leur mise au point? et Quelles leçons peut-
on tirer de l’expérience?

FOCUS OF THE EVALUATION

This article reports on the evaluation of a six-year, multi-
site, capacity-development project designed to strengthen the plan-
ning, monitoring, and evaluation (PM&E) capabilities of national
agricultural research organizations (NAROs) in Latin America and
the Caribbean. The project was initiated by the International Serv-
ice for National Agricultural Research (ISNAR), one of 16 independ-
ent institutes affiliated with the Consultative Group on International
Agricultural Research (CGIAR).

Policy makers, managers, and those responsible for development
cooperation continually search for improved ways of strengthening
organizational capacity. Capacity refers to both the organizational
arrangements and the technical capabilities that permit organiza-
tions to carry out their primary functions and thereby accomplish
their development goals. Of particular interest to the evaluation
community is the need for methods to evaluate capacity develop-
ment efforts (Horton, 2001; Jackson & Kassam, 1998; Moore, 1995)
and to use evaluation to foster organizational development (Rowe,
1999).

This evaluation was undertaken to assess the contributions made
by a capacity development project to critical management functions
in participating organizations, how these were achieved, and what
lessons might be drawn from the exercise. This article briefly re-
views organizational capacity development as it is currently viewed
by development organizations. It then describes the capacity devel-
opment effort itself. Next, it explains the policy context of the devel-
opment effort and describes the conceptual frameworks and methods
employed in the evaluation. The results of the evaluation are pre-
sented briefly to illustrate aspects of the evaluation methodology.
Some lessons are also reported.
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ORGANIZATIONAL CAPACITY BUILDING
AS A DEVELOPMENT THRUST

Building the capacity of organizations in the developing world is a
goal shared by many development agencies. However, aid agencies
(including the World Bank and USAID), partners, and beneficiaries
are finding organizational capacity development more elusive than
merely delivering or acquiring resources (Austin, 1993; Moore, 1995).

Defining “Capacity Development”

Analysts tend to define capacity-related problems using the concepts
and terms of their own disciplines. In the field of agricultural re-
search, economists tend to see capacity requirements in terms of
policy research and the remedies to lie in regulatory and fiscal mecha-
nisms. Biological scientists see capacity problems in terms of gaps
in scientific expertise or technical resources and the solution to lie
in opportunities for advanced study and the upgrading of technical
facilities. Specialists in the organizational sciences tend to view ca-
pacity problems more comprehensively in terms of the systems and
subsystems that make up the organization and focus attention on
organizational culture, and management practices and processes
(Amit & Schoemaker, 1993; Grant, 1995; Prahalad & Hamel, 1990).

In this evaluation, we use the term organizational capacity develop-
ment to refer to the processes of organizational learning and change
in planning, monitoring, and evaluation engaged in by the PM&E
project team and the R&D organizations, at both the individual and
higher organizational levels, intended to help maintain their viabil-
ity and improve their operations.

The Role of Evaluation in Capacity Development

The ultimate impact of capacity-development programs depends
upon the appropriate use of evaluation. Those who design programs
need to review the existing capabilities and identify important ar-
eas that require strengthening. Managers need to monitor activi-
ties and evaluate results in order to adjust, redirect, and improve
the effectiveness of their organizations’ efforts. They also need to
learn, from post-hoc evaluations, about the strengths and weaknesses
of these efforts. Finally those who fund capacity-development ini-
tiatives need information about their results and impacts in order
to justify their continued support.
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Few capacity-development initiatives have systems for monitoring
or evaluating changes in the organizations they are designed to
strengthen, and there are few recognized methods to evaluate their
processes, outputs, and impacts (Rist, 1995; Taschereau, 1998). It
is difficult and costly to evaluate the contributions of any type of
program. In economics and the social sciences, impact assessment
is viewed as requiring a rigorous experimental or quasi-experimen-
tal research design that allows precise measurement of treatment
effects (Alston, Norton, & Pardey, 1995; Rossi, Freeman, & Lipsey,
1999). Such designs have been successfully applied in the meas-
urement of impacts of agricultural research, public health, and some
other types of public programs. However, their application to or-
ganizational capacity-development programs is highly problematic.

World Bank evaluators have noted that, in the sphere of agricul-
tural research and development, some types of impact assessment
are more difficult than others, because of the varying complexity
and confounding factors involved (Anderson & Dalrymple, 1999, pp.
41–42). Assessing the impact of new crop varieties, in terms of in-
crease in yield per acre, is perhaps the least difficult. Assessing im-
pacts of research on crop management is more complex. Dealing
with the contributions of participatory research approaches adds
additional complexity. And one of the most complex of all, they
claim, is the assessment of capacity development in research or-
ganizations.

Researchers have listed many problems facing the evaluation of or-
ganizational capacities and their development (Maconick & Morgan,
1999; Moore, 1995). These include: (a) capacity development itself
has a diffuse and often poorly defined concept; (b) organizational
capacity development is generally considered not to be a goal in it-
self, but a means to other development goals; (c) capacity develop-
ment processes are difficult to specify and isolate and have few
in-built mechanisms to draw attention to poor progress; (d) the at-
tribution problem is especially acute in the case of capacity develop-
ment where results may emerge only over a long period of time; (e)
organization and management studies, the disciplines most relevant
to capacity development, are only beginning to create a theoreti-
cally well-founded and commonly accepted body of concepts and
terms; and (f) despite the existence of several frameworks for as-
sessing organizations and capacity-development programs
(Lusthaus, Anderson, & Murphy, 1995; Montague, 1997; Taschereau,
1998), there are few reports of their practical application.
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The Policy Context of the Evaluation

A major obstacle facing the promise of agricultural research to con-
tribute to human welfare, food security, and sustainable environ-
mental management is the capacity to manage research and
development organizations effectively (Horton, 1986). The need to
strengthen management capacity has been noted in many types of
organizations (Hilderbrand & Grindle, 1995; Hudson, 1999). An or-
ganization’s performance depends not only upon its financial, hu-
man, and other resources but also on its managers’ capacity to deploy
these resources in the successful pursuit of its strategic goals. Within
the international agricultural research community, ISNAR has the
mandate to strengthen the management of national agricultural
research organizations in the developing world. It accomplishes this
task by conducting applied management research, disseminating
information, providing management training, and collaborating with
its clients in diverse aspects of organizational change. Management
tools and approaches have been developed by ISNAR for use in such
areas as strategic management, (Gálvez, Novoa, de Souza Silva, &
Villegas, 1995); planning (Gijsbers, Janssen, Hambly Odame, &
Meijerink, 2001), program monitoring and evaluation (Bojanic,
Hareau, Posada, Ruíz, & Solís, 1995; Granger, Grierson, Quirino, &
Romano, 1995), and organizational performance assessment
(Peterson & Perrault, 1998).

OBJECT OF THE EVALUATION

ISNAR’s PM&E capacity development project was implemented from
1992 to 1997. The aim was to establish integrated PM&E systems
and thereby enhance research management in participating organi-
zations. Improvements in management were expected to contribute
to the relevance, effectiveness, and efficiency of agricultural research
programs, to the production of new information and technology, and
to its use in the productive sector. In order to achieve its goals, the
project carried out activities in three areas:

• Information. Reference books and training materials were
prepared for use in training events and workshops and for
distribution to managers and libraries throughout Latin
America. Prepared in Spanish, the materials were later
translated into English and distributed in other regions.

• Training and workshops. A regional group of trainers was
established, and its members organized and delivered a



THE CANADIAN JOURNAL OF PROGRAM EVALUATION126

number of sub-regional training events. Several regional
workshops were also organized to plan and review the
project’s activities and to disseminate its results to high-
level managers in the region.

• Facilitation of organizational change. From 1992 to 1995,
the project focused on information and training activities.
In 1996, it began providing direct support for organizational
change processes in selected organizations that were com-
mitted to making significant improvements in their PM&E
systems. These “pilot cases” were in Costa Rica, Cuba,
Panama, and Venezuela.

The project’s strategies and activities were guided by three basic
values. Active participation of the project’s intended beneficiaries
was considered essential for ensuring the relevance of its activities,
commitment to its objectives, and application of its results. Learn-
ing by doing was viewed as an essential process of organizational
strengthening. To foster learning, staff members of ISNAR and par-
ticipating organizations jointly planned activities, tested innovations,
reviewed results, and modified plans accordingly during project im-
plementation. Respect for diversity ensured that the project staff tried
to understand and build upon the wide range of knowledge and ex-
perience present in the region and sought to work with local man-
agers to develop locally adapted solutions to management problems.

PLANNING FOR THE EVALUATION

The evaluation effort was participatory from start to finish. At the
outset, meetings were organized with representatives of major
stakeholder groups engaged in the capacity development effort and
potential users of the evaluation results. These served to determine
(a) the purposes and scope of the evaluation, (b) the key questions
upon which it would focus, (c) the kinds and sources of data required
to answer these questions, and (d) the most suitable data collection
strategies and instruments. An advisory committee was established,
made up of four individuals with broad international evaluation ex-
pertise, to provide feedback and guidance at critical points through-
out the evaluation. Later meetings allowed participants to review
data, results, and findings, to share draft reports, and to synthesize
feedback. A final meeting allowed stakeholders, including the do-
nors and specialists in capacity development, to assemble informa-
tion for both the final report (Horton, Mackay, Andersen, & Dupliech,
2000) and a meta-evaluation (Murphy, 2000).
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Focus via Evaluation Questions

The evaluation was directed by four key questions that addressed
the results of the capacity development effort, the processes and
strategies employed by both national organizations and ISNAR, the
factors facilitating successful outcomes, and the lessons learned
about the execution and evaluation of capacity development efforts.

Concepts and Frameworks Used to Guide the Evaluation

Various conceptual frameworks were employed to structure the
evaluation.

Impact chain. A hypothesized “impact chain” (Figure 1) originates
with the goals of the CGIAR and ends with the anticipated long-
term impacts on poverty, food security, and the environment. The
chain includes links corresponding to the CGIAR system, ISNAR,
the PM&E project, a national agricultural research organization,
and an agricultural production system. The scope and focus of the
present evaluation is identified within the chain. It is important to
stress that the evaluation reported here does not address the entire
impact chain. It restricts itself to the relatively little-explored link
between a capacity development effort and the organizations it works
to strengthen. Many different actors and factors affect agricultural
innovation processes and the resulting social, economic and envi-
ronmental effects (Biggs, 1990; Röling & Wagenmakers, 1998).
Mayne (2001) has made the same observations with regard to the
impacts of government programs. Attention has been drawn to the
difficulties inherent in measuring the impacts of a single project on
socioeconomic variables at the level of the ultimate intended benefi-
ciaries (Anderson & Dalrymple, 1999).

The Project Logic Model. Capacity-building projects are goal-directed.
Activities, processes, and interventions are undertaken in the belief
that they will enhance organizational capacities in the areas where
needs have been diagnosed. The assumptions or hypotheses that
link project activities and desired outcomes represent the logic di-
recting program action. The hypotheses and assumed causal rela-
tionships between program components may be more or less explicit
and more or less consciously informed by theories about organiza-
tional behaviour.

A simple logic model for the PM&E project captures the assump-
tions that link the project’s activities, outputs, purpose, and ulti-
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mate goal (Figure 2). As noted earlier, in order to strengthen agri-
cultural research management the project employed three types of
activities, grouped in the “project components” of information, train-
ing, and facilitation of change processes.

Organizational assessment framework. Frameworks for diagnosing
or assessing organizations generally present a model of the organi-
zation that represents it as an open system and provides checklists
to guide the collection and analysis of information related to key
variables. The evaluation reported here employs an organizational
assessment framework developed by Universalia and IDRC in
Canada (Lusthaus et al., 1995). It was selected for this evaluation
because of its compatibility with current organizational theory, com-
prehensiveness, flexibility, and relative simplicity. It had proved its
value in an earlier evaluation conducted by members of the ISNAR
evaluation team (Horton & Mackay, 1998).

Figure 2
Hierarchy of PM&E project objectives
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This framework views an organization’s performance as a function of
its operational environment, its organizational motivation, and its
organizational capacity. Operational environment refers to the legal,
social, and economic context in which the organization operates. Or-
ganizational motivation refers to internal factors that influence the
direction of the organization and the energy displayed in their activi-
ties; these are influenced by organizational culture, incentives, and
similar variables. Organizational capacity refers to the staff comple-
ment and resources possessed by the organization as well as its struc-
ture, management processes, and systems, and linkages with other
organizations. Organizational performance is gauged in terms of the
organization’s effectiveness, efficiency, relevance, and sustainability.
Effectiveness refers to the degree to which the organization achieves
its goals; efficiency refers to the degree to which unit costs are mini-
mized; relevance refers to the extent to which the organization’s out-
puts and results are valued by its stakeholders; and sustainability is
achieved through effective acquisition and development of financial,
human, and physical resources.

Because the PM&E project sought to bring about changes by work-
ing with agricultural research managers, the framework was adapted
and applied at two levels: the individual participant and the organi-
zation as a whole.

In this expanded framework, a capacity-development initiative is
viewed as one contributing element in the operating environment of
the individual or the organization. It can have direct effects on other
factors in the environment and on the individual’s or the organiza-
tion’s motivation and capacity. Through its effects on the environ-
ment, motivation, or capacity, a development intervention can
indirectly contribute to the performance of the individual or the or-
ganization. The relationship among the four dimensions and exam-
ples of critical factors associated with each dimension are illustrated
in Figure 3.

Integrated Evaluation Framework

Based on the PM&E project’s theory of action and the assessment
framework just described, an integrated evaluation framework was
developed that relates each of the project components to four poten-
tial areas of impact at the level of individuals and organizations
(Figure 4). This framework provides a visual representation of a set
of complex relationships that can otherwise be elusive.
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Figure 3
Organizational assessment framework

Operational environment. The external
environment in which the organization carries
out its activities. Examples:
• Administrative and legal systems in which

the organization operates
• Political environment
• Technological options
• Social and cultural environment
• Economic trends
• Stakeholders

Motivation. Refers to internal factors that
influence the direction of the organization and
the energy displayed in its activities. Examples:
• The organizational culture
• Incentive and rewards systems
• The institutional “climate” in general
• The history and traditions of the

organization
• Leadership and management style
• A generally recognized and accepted

mission statement
• Performance-related incentive plans
• Shared norms and values promoting

teamwork toward organizational goals

Capacity. The resources, knowledge, and
processes employed by the organization.
Examples:
• Strategic leadership
• Organizational structure
• Human resources
• Financial resources
• Physical infrastructure
• Program process management
• Inter-institutional linkages

Performance. Is gauged in terms of four key
indicators:
• Effectiveness: The degree to which the

organization achieves its objectives
• Efficiency: The degree to which it generates

its products using a minimum of inputs
• Relevance: The degree to which the

organizational objectives and activities
reflect the necessities and priorities of key
stakeholders

• Financial sustainability: The conditions to
make an organization financially viable
include multiple sources of funding, positive
cash flow, and financial surplus

Source: Developed from Lusthaus, Anderson, and Murphy (1995).
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FIVE COMPLEMENTARY EVALUATION STUDIES

Five evaluation studies were designed to assess the impact of the
three project components on the environment, motivation, capacity,
and performance of participating individuals and organizations. The
studies involved the use of diverse sources of information reflecting
the multiplicity of stakeholders who might be affected by the project
and its results. They also involved multiple methods for data collec-
tion and subsequent analysis (Table1).

Study findings were triangulated using several different sources of
data (e.g., organizational records, observations, and different classes
of informants), several different researchers, and different methods
(mail-out questionnaires with closed- and open-ended questions,
personal and group interviews, and review of documents). Specific
steps were also taken to enhance the validity of results within spe-
cific studies.

Figure 4
Integrated evaluation framework

Note. The three project components are assumed to contribute mainly to aspects of individual
and organizational motivation, capacity, and the environment. The double line between envi-
ronment and performance reflects that performance is a function of motivation, capacity, and
environmental variables. Hence, the project’s contributions to performance are indirect.
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Study 1. The ISNAR PM&E Capacity Development Project. This
study, undertaken by the PM&E project team assisted by a member
of the evaluation team (Cheaz, de Souza Silva, Andersen, & Horton,
1999), provided a descriptive review of the project since its incep-
tion. It presents background information on the institutional set-
ting of the project and outlines its objectives, strategies, activities,
and products. The sources and uses of project resources are also docu-
mented. The report was drawn from PM&E project records. A mem-
ber of the evaluation team searched the records of the PM&E project
for the period under scrutiny and referenced the sources from which
all results were drawn. Two members of the project team audited
the results and the sources used.

Studies 2 and 3. Impacts of information and training. There have
been relatively few evaluations of the impact of information on or-
ganizational capacity or performance (CTA, 1998). The information
study was carried out to evaluate the distribution and use of the

Table 1
Evaluation matrix: The five complementary evaluation studies

Study Objectives Methods Sources of data

Study 1: The ISNAR
PM&E capacity
development project

Study 2: Impacts of
information

Study 3: Impacts of
training

Study 4: Changes in
PM&E in the pilot
cases

Study 5: Dynamics
of PM&E in Latin
America and the
Caribbean

Review the project’s objectives,
strategies, activities, and outputs

Analyze dissemination, use, and impact
of publications

Analyze impacts of training

Analyze changes in PM&E in the pilot
cases; identify contributions of the PM&E
project; determine effects of the changes
on organizational performance

Analyze changes in PM&E in the region;
identify contributions of the PM&E
project; determine effects of the changes
on organizational performance

Self-
assessment

Mail survey

Mail survey

Facilitated
self-
assessment

Case
studies

Project records

500 recipients of
project publications
from 140 organiza-
tions in 24 countries

150 training partici-
pants from 60 organ-
izations in 20 countries

Collaborators in 3
pilot cases

Informants, docu-
ments, and observa-
tions in 9 organiza-
tions in 8 countries
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project’s publications and the effects on individuals and their or-
ganizations. A postal survey was employed to collect information
from all known individuals who had received project publications.
Respondents provided information on the use of project publications
and on their usefulness relative to other publications on the same
topics. They also scored the impact of project publications on a set of
indicators that was used to determine the degree to which informa-
tion had affected the motivation, capacity, operational environment,
and performance of these professionals and their organizations.

There is an extensive literature on the evaluation of training. A
widely used model identifies possible effects of training at four lev-
els: participants’ reaction to the training; participants’ learning as
a result of the training; change in participants’ behaviour resulting
from the training; and the subsequent impact on the organization
as a result of participants’ behaviour change (Kirkpatrick, 1998).
Study 3 was concerned primarily with the impact of training on par-
ticipants’ behaviour and on their organizations. A questionnaire was
mailed to all professionals in the region who had participated in
project training activities. As in the information study, respondents
scored the impact of training. A standard set of indicators was de-
veloped to represent the degree to which the training had affected
motivation, capacity, operational environment, and performance of
these professionals and their organizations. In addition, open-ended
questions solicited concrete examples of the results of training at
both individual and organizational levels.

Mailing records were used to identify 500 recipients of project pub-
lications from 140 organizations in 24 countries and 150 recipients
of project training in 60 organizations in 20 countries in Latin
America and the Caribbean. In both studies, each individual was
sent a mail survey. Two months later, the addresses of non-respond-
ents were updated where possible and a second copy of the survey
with a reminder letter was sent to them. Where fax numbers were
available, the survey was faxed rather than mailed. The final re-
sponse rate for the publications survey was 29% and for the train-
ing survey, 45%.

In a review of methodology textbooks, Goyder (1985) found that ex-
pected postal survey response rates ranged from 30% to 70%. The
greatest concern with postal surveys is non-response error or selec-
tion bias (Bickman & Rog, 1998). To determine if there was a differ-
ence between respondents and non-respondents, and how this might
affect the validity of the findings, the evaluation team carried out
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two analyses exclusively with the training survey. The first was a
desk study that compared the profiles of respondents and non-re-
spondents. The second was a telephone survey of non-respondents.
The profile generated by the desk study indicated that respondents
generally had had more intense, more frequent, and more recent
interactions with the PM&E project than non-respondents. How-
ever, respondents represented a heterogeneous group of profession-
als in 27 of the 36 agricultural research organizations that had
participated in training over the course of the project.

A random sample of 20 of the 79 professionals who did not respond
to the training questionnaire was selected for interview by telephone.
Of these, 9 had moved on to different organizations and could not be
contacted. Of the 11 who were interviewed, 7 said that they had
never received the questionnaire, that it had been misplaced, or that
they had received and completed it and returned it in the mail. All 7
spontaneously mentioned the impacts of the PM&E project on them
or on their organization. None claimed no impacts to report. Of the
remaining three, one claimed the questionnaire did not adequately
capture the PM&E situation in his organization, one asserted that
because his organization had been the focus of a case study, he did
not think it necessary to respond, and one claimed that there were
no impacts to report in his organization at the time the question-
naire was received.

Conclusions from these two studies suggest that some overall results
(particularly numerical and averaged) are biased toward the “high”
end given the fact that respondents are not fully representative of the
universe. However, responses came from a wide array of profession-
als and organizations. The principal reason for not responding ap-
pears to be that the questionnaire was not received. The authors
believe, therefore, that while the averaged, numerical results stem-
ming form the information and training studies might overestimate
the impacts achieved by the PM&E project, it should be possible to
draw general conclusions from the training study, especially where
the results are corroborated by data from other sources.

A “coupled credibility” technique was used in the publications and
training study. Both surveys had asked respondents if PM&E prac-
tices in their organizations had been changed, based on information
contained in the project’s publications (Study 2) and based on train-
ing (Study 3). In both surveys, in order to give greater credibility to
affirmative answers, respondents were asked to provide concrete
examples of the changes they claimed to have resulted. Only affirma-
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tive responses supported by concrete examples were counted as in-
stances where project publications or training had resulted in or-
ganizational change.

Study 4. Changes in PM&E in the pilot cases. The PM&E project’s
facilitation component was evaluated by means of self-assessment
exercises in the pilot case organizations in which management and
staff in each organization analyzed the changes that had taken place
in the organization. The self-assessment procedures and instruments
were developed by the evaluation team based on a “hermeneutic dia-
lectic process” described by Guba and Lincoln (1989, pp. 72–73, 149–
155). The process employed a constructivist methodology permitting
those involved in and affected by change in the organizations to ex-
plore and develop their understanding of the changes, how they were
brought about, and the perceived causal links with the activities of
the PM&E project. Findings from the three self-assessments were
subsequently synthesized at a workshop involving the change agents
from the three pilot cases, members of the PM&E project team, and
members of the evaluation team.

Study 5. Dynamics of PM&E in Latin America and the Caribbean.
Nine case studies were carried out to document changes in PM&E
systems in the region’s agricultural research organizations since
1992, in order to determine the contributions of the project to change
in PM&E and to identify the effects of changes in PM&E on organi-
zational performance. Results were compared with those of similar
case studies conducted in the same organizations five years earlier
(Novoa & Horton, 1994). Perceptual data were collected through
structured interviews with each organization’s managers and staff
and with key external stakeholders. These perceptual data were
supplemented by a review of each organization’s documents (for ex-
ample, strategic and operational plans for each organization; forms
for research project preparation, review, and reporting; progress
reports; and final evaluation reports). PM&E facilities and practices
were observed directly, to the extent possible during country visits.
Each country visit lasted from 5 to 14 days. Data collection was car-
ried out jointly by one or more of the evaluation team members ac-
companied by one or more members of the organization under study.
The case-study investigators prepared separate reports for each case
study. A synthesis report was then prepared (Novoa & Horton, 1999).

Despite the frequent use of the term, the “case study” is one of the
least understood methods employed by evaluators. In the evalua-
tion reported on here, five different individuals led nine case study
teams that involved not only members of the evaluation team but
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also one or two members of the organization under scrutiny. For
this reason, it was essential that all of those involved understood
the purpose of and conducted the studies in the same way. Follow-
ing Yin (1994) a case-study protocol was developed that went far
beyond directions for the common use of the structured interview
instrument. The protocol specified the procedures to be employed at
every stage from fieldwork to analysis. It included a statement of
the overall purpose of the case studies; directions for entry into the
organization; the relationship to be established with one or more
designated evaluation partners within the organization; the nature
and range of the documents to be reviewed; the sample of centres,
managers, and researchers to be drawn; how data from interviews,
observations, and document review should be recorded and analyzed;
and it stipulated that an oral presentation of the principal findings
should be made to the senior management team and whomsoever it
wished to invite, prior to exit from the organization.

Use of member checks and expert opinion. The “exit meeting” just
described served as a “member check” whereby findings and evi-
dence were tested with key members of the organizations (Guba &
Lincoln, 1989). At various points during the evaluation process, im-
pacts reported by workshop participants and others familiar with
the project were also followed up through telephone conversations,
field visits, and correspondence in order to obtain detailed informa-
tion and check the validity of claims. Two meetings representing
the full range of stakeholders were held, in Panama and Ecuador,
to review data, results, and findings, to share draft reports, and to
obtain feedback. The advisory committee mentioned earlier provided
feedback and guidance at critical points during the evaluation. Ag-
ricultural research leaders with a sound overview of the region were
also asked for their views of the contributions of the project to agri-
cultural research in the region.

FINDINGS

The first task of the evaluation was to ascertain that the project
had involved the people in the participating organizations that were
most likely to benefit from, promulgate, and help institutionalize
PM&E systems. The project was intended to involve research scien-
tists who also carried mid-level management responsibilities within
their organizations, in particular, responsibilities associated with
the activities of developing program and project plans, monitoring
their progress, and evaluating their results. The project logic pre-
dicted that this type of participant would be in a favorable position
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to replicate the training within their organizations and thereby de-
velop the critical mass with the necessary capabilities to bring about
changes in PM&E practices within their organizations.

The profile of those who participated in project training and re-
sponded to the questionnaire (45% return rate) shows that on aver-
age they spend about 75% of their total work time equally divided
between the tasks of management, PM&E, and research. The re-
maining 25% is taken up with other duties such as extension work.
From this information, it can be concluded that the project materi-
als and project training were reaching the targeted participants.

Figure 5
Examples of training impacts at the level of the organization

Respondents reported a total of 212 examples of impacts at the level of the organization. There were
56 examples provided in organizational motivation, 128 in organizational capacity, 12 in the external
environment, and 16 in organizational performance. Below is a small but representative selection of
examples reported in each of the 4 organizational dimensions.
Impacts on organizational motivation
• Evaluation is viewed more favourably (than previously). It is now seen as part of a substantial

organizational learning process. Chile.
• A new culture is evolving, one in which the importance and necessity is appreciated of ensuring

that the organization has an integrated PM&E system. Colombia.
• (Training has promoted) the development of a strategic planning culture. Dominican Republic.
Impacts on organizational capacity
• Control activities such as monitoring and evaluation are now conducted in a more integrated and

organized way in both research and extension projects. Argentina.
• The enhanced development and implementation of strategic planning process at the organizational

level and also at the level of the research stations. Ecuador.
• Within our region, small working groups have been set up to strengthen understanding and to set

the process of establishing PM&E as essential activities. Saint Vincent and the Granadines.
Impacts on the environmental dimension of the organization
• From my perspective, an important impact has been the improvement of relations between the

various organizations within MINAG and with other organizations within different ministries. All of
these organizations have been strengthened as a result of the project workshops and the use of
PM&E management tools employed within the strategic approach. Cuba.

• In this centre research project planning has been encouraged, resulting in increased financial
resources and enhanced links with the private sector. Argentina.

Impacts on organizational performance
• An improved response to external demands, especially those based on collaborative undertakings

with the private sector. Mexico.
• Better regional planning based on confirmed user needs and integrating research, testing, and

development. Argentina.
• Increased viability of the organization, the extent to which the research agenda is related to user

needs, and the capability of the organization to respond to external demands. Cuba.
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What Have Been the Principal Impacts of the Project?

Impacts of ISNAR’s PM&E project were expected within participat-
ing organizations and their operating environments (Figure5).

Most of the reported examples of impacts on organizational motiva-
tion refer to concrete efforts directed to improve PM&E or to change
in the organizational culture toward greater emphasis on perform-
ance as demonstrated by the relevance of products.

Most of the reported impacts on organizational capacity fall into four
groups:

• Improvements in PM&E procedures
• Development of strategic plans
• Expansion of professional capabilities in PM&E
• Project development in line with the objectives identified

in the strategic plan.

Most examples of the project’s reported impact on organizational
performance refer to the increased responsiveness of research plans
and research outputs to the demands of external stakeholders. Im-
pacts on the environment referred mainly to increased interaction
and communication with other organizations and to an ethos of in-
creased credibility enjoyed by the organization as a result of its prod-
ucts being recognized as increasingly relevant to producers and other
stakeholders.

How Were These Impacts Achieved?

Extrapolating from Montague (1997), capacity-development interven-
tions can be characterized by their reach and the intensity of their
interactions with clients or intended beneficiaries. Reach refers to the
breadth of influence over which an intervention spreads its resources
— the number and type of clients it serves. Intensity of interaction
refers to the amount of time, money, and energy exerted in interact-
ing with clients. The relationship between reach and intensity of in-
teraction of the three project components is illustrated in Figure6.

The project’s information component had the greatest reach but the
least intensity of interaction with the clients. The intention behind
the dissemination of the project publications was to offer relevant
information about PM&E to the agricultural research and develop-
ment community at large and, at the same time, to support the train-
ing initiatives and the change processes in the pilot cases. Project
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publications were received by more than 500 professionals working
in some 140 agricultural research organizations around the world.
They were distributed in a number of ways: through ISNAR’s mail-
ing lists, to individuals who requested them, and to those who par-
ticipated in project workshops.

The project’s training, which entailed directed interaction between
the project team and agricultural research managers, reached fewer
individuals and organizations in the region. The project provided
training in PM&E and management-related topics for approximately
150 middle managers from 60 organizations in Latin America and
the Caribbean. Some managers participated in several workshops,
first as trainees and later as trainers. The planning and review work-
shops, which brought together senior managers of organizations in
the region, also represented an intermediate level of reach and in-
tensity. Participants learned how PM&E could be a valuable tool
for them to manage their organizations. They also shared experi-
ences among themselves and with the project team. In this way, the
project benefited from the knowledge and experience of senior man-
agers in the region.

Source: Adapted from Montague (1997).

Figure 6
Relationship between reach and intensity of interaction
in the three project components
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Pilot case facilitation was a long-term, intensive effort. Here, the
project’s reach —in terms of the number of organizations — was
smaller but the intensity of its interaction with these organizations
was far greater. The project provided more copies of the publica-
tions and training materials and more opportunities for participa-
tion in regional, sub-regional, and national workshops. It also
provided direct support for organizational change. Project person-
nel and external facilitators joined forces with managers and col-
laborators in pilot case organizations to facilitate strategic planning,
to design and implement integrated PM&E systems, and to guide
organizational change processes. The intensity of the pilot case in-
terventions is reflected in the large number of people trained in each
of these cases.

What Factors Contributed to Impacts?

Environmental factors. ISNAR’s PM&E project was conceived and
executed at a propitious time. The environment of national agricul-
tural R&D organizations was so turbulent (competition from the
private sector, restructuring within the public sector, increased in-
ternational competition for markets, etc.) and was experiencing such
adverse consequences (reduction in core budget allocations from gov-
ernment, the loss of superior personnel to the private sector, etc.)
that NAROs were already highly motivated to alter their manage-
ment practices. Many were actively contemplating change and so
were immediately able to use the ISNAR project as a springboard.

Factors within the control of the project. The PM&E project incorpo-
rated into its design many factors intended to contribute to its suc-
cess. These included:

• the project philosophy
• the initial diagnosis of the state of PM&E in the region
• the development of a project logic model
• the training-of-trainers
• the quality of the reference and training materials developed.

The project philosophy. This stressed the active participation of the
organizations’ researchers and managers throughout the project,
ranging from determining goals and focus to taking control of the
change process. It also stressed the creation of knowledge using net-
working techniques to draw upon existing experience and expertise
from many disciplines in the region and externally. These princi-
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ples built a strong sense of ownership and common commitment to
achieving desired results.

The initial diagnosis of the state of PM&E in the region. The diagno-
sis served to confirm the weaknesses that managers already sus-
pected within their organizations. The opportunity it afforded them
to compare their practices with those in similar organizations in
Canada and the USA had a galvanizing effect on their desire to build
capacity in PM&E. Evidence of weakness in PM&E also helped to
ensure that the appropriate middle managers were nominated to
participate in the project — those who were in positions to improve
and integrate PM&E activities most directly and have them work
throughout the organization.

The development of a project logic model. The project logic model
was prepared in the early stages of the PM&E project and required
a large number of persons involved in the capacity development ini-
tiative to discuss and agree upon the results that they wanted to
pursue and the means they believed most likely to achieve them.
This shared means-ends framework as an instrument representing
their project helped to coordinate and align the efforts of partici-
pants. It also permitted ongoing adjustments to the plan to be dis-
cussed in a principled and rational manner so that everybody could
understand why changes were being made and what they meant in
terms of their own procedures and work routines.

The training-of-trainers. Using current principles and methods of
adult education, training-of-trainers gave impetus to the “snowball”
effect that resulted in large numbers of training sessions being de-
livered within the participating organizations. The participatory
development of training materials using regional expertise ensured
the relevance and face validity of the instructional content. The in-
tense, residential character of the “training of trainers” workshops
ensured devotion to the task without external interruptions. All
participants who successfully completed training were awarded cer-
tificates of proficiency. The region now counts on a large cadre of
trainers in PM&E, some of whom have reported extending their
training into the broader university and corporate community.

The quality of the reference and training materials developed. By
meeting high standards, the training materials developed for dis-
tribution and training contributed to the credibility of the project
and therefore the willingness of the organizations to embrace its
precepts and information. A monitoring and evaluation “sourcebook”
was published jointly by ISNAR and reputable international tech-
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nical publishers, in both English and Spanish (Horton, Ballantyne,
Peterson, Uribe, Gapasin, & Sheridan, 1993, 1994). The training
manuals and materials were developed by experts within the par-
ticipating organizations under the supervision of an expert in
andragogy. These were also subjected to rigorous analysis by exter-
nal subject-matter experts and experts in training and adult educa-
tion. The care taken to ensure currency and quality won credibility
for project publications not only with those organizations partici-
pating in the project, but also with other research organizations in
the region and elsewhere in the world.

LESSONS

On reflection and in preparation for this paper, the authors extracted
lessons not only about the evaluation of capacity development ef-
forts, but also about their initiation. We start with the latter les-
sons first.

Lessons Associated with Understanding Capacity Development Initiatives

Start out with an adequate overview of the capacity development ini-
tiative within the broader, expanded chain of desired results (see Fig-
ure 1 above). It is helpful to understand organizational capacity
building efforts on two levels: the policy level and the level of the
initiative itself (Berk & Rossi, 1990; Knox, 1996). The first refers to
the policy space within which the organization exists and within
which the particular effort is being undertaken. For example, in the
case of national agricultural organizations, the policy space may in-
clude: (a) the achievement of national food security, (b) the reduc-
tion of rural poverty, (c) the creation of food surpluses to earn export
dollars, or (d) the sustainable management of the physical environ-
ment. The program level refers to the organized set of procedures
(i.e., the capacity development initiative itself) that is designed to
attain specific policy objectives. That initiative is just one of many
alternative ways that might be formulated to achieve the policy goals.
Additionally, it may be just one of several complementary initia-
tives that the organization is engaged in at any given time. Under-
standing these two levels and creating a display that locates the
eventual policy goals downstream from the immediate goals of the
capacity development initiative (e.g., Figure 1) will help the various
stakeholders — donors, partners, and beneficiaries — to hold a more
informed discourse, to appreciate their different concerns, and to
set more realistic, achievable goals and expectations (e.g., more up-
stream or more downstream).
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Construct an adequately detailed logical framework for the inter-
vention. Most program planners and evaluators now agree on the
utility of developing what is variously labeled a “program theory”
(Rossi, 1987), a “theory of action” (Patton, 1997), or a “results chain”
(Mayne, 2001). If no analysis of the logic and assumptions of the
intervention exists, engaging the stakeholders in constructing one
can be an important first step toward developing a common lan-
guage and common points of reference to evaluate the effort. Even
when a formal logic analysis exists, it is wise for evaluators to check
its currency and completeness with the stakeholders.

Explore and acknowledge the existence of factors and events in the
environment of the project that affect performance. Organizations
exist within complex political, institutional, and social environments
that can affect the capacity development initiative in overt or subtle
ways. Early identification and formal acknowledgment of these fac-
tors and their effects reduces the danger of exaggerating the role
that the capacity development effort has played in the evolution of
the organization. Conscious advantage may be taken of these fac-
tors. For example, in the case of the PM&E project, stakeholder
awareness of the need for organizational change was a powerful force
for mobilizing support for implementing new management systems.

Lessons Associated with Evaluation of the Capacity Development Initiative

Develop and agree upon conceptual frameworks to capture complex
concepts and ensure their common understanding. Capacity devel-
opment initiatives present a series of complex challenges for evalu-
ators. Evaluation efforts may not be understood in the same way by
all of the stakeholder groups who are engaged in them and sup-
posed to be working in concert. They can help stakeholders to start
by capturing in a display format simple concepts such as the impact
chain, the logic model representing the effort, and a framework for
organizational analysis (see for example Figures 1, 2, and 3). Once
the evaluation team and the stakeholders have a comfortable com-
mon understanding of these, progress toward building a more inte-
grated evaluation framework can be made (see for example Figure4).
These displays and frameworks represent the conceptual and op-
erational points of reference shared by the evaluation team and the
stakeholders. Without them it can be difficult to ensure a construc-
tive discourse among donors, partner agencies, beneficiaries, and
the evaluation team.

Maintain clarity and consistency surrounding the level(s) of analy-
sis (individual, department/program, organization) required to con-
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firm project effects. Stakeholders have a tendency to assume that
enhanced individual knowledge and skills can be taken as sufficient
evidence of organizational capacity development. This tendency may
arise from the desire to avoid complexity. However, although re-
sources — including human resources — are the source of an or-
ganization’s capabilities, organizational capacity is the outcome of
deploying “bundles” of resources in particular ways in order to
achieve strategic goals. It may therefore be appropriate to use indi-
viduals as the first level of analysis to determine that the requisite
knowledge and skills are present, but it will also be necessary to
use larger units of analysis to determine if the desired capabilities
have been institutionalized and can be deployed when required to
create effective work routines that accomplish complex tasks in pur-
suit of strategic goals. Capabilities that cannot be deployed effec-
tively when required or are lost when individuals leave the
organization cannot be regarded as “organizational” capabilities.

Strive to distinguish means and ends. Without an adequate under-
standing of the role of the capacity development initiative within
the context of broader development processes and goals, there can
be a tendency to confuse means and processes with ends and prod-
ucts. For example, the accomplishment of complex tasks may re-
quire the deployment and mobilization of a large number of people
and the effective integration of their various skills. Once such levels
of teamwork have been reached, those stakeholders closest to this
type of effort may begin to view teamwork as an end in itself as
opposed to the means by which complex tasks are accomplished in
order to achieve the strategic goals of the organization that in turn
demonstrate improved performance.

Consider the wisdom of employing terms other than “impact assess-
ment” or “impact evaluation” when describing and evaluating
capacity development initiatives. The term “impact” has a unidirec-
tional, authoritarian connotation that does not capture the charac-
ter of initiatives that are fundamentally social and organizational
in nature. For a partner or a donor organization to claim credit for
the “impact” of a capacity development effort on the performance of
a beneficiary organization is to exaggerate the partner or donor’s
contribution by ignoring other factors at play. It is also to court the
wrath of the beneficiary organization, which knows that in the long
run, it alone is responsible for achieving its goals and accomplish-
ing its mission. Mayne (2001) persuasively suggests that complex
attribution questions such as those involved in the outcomes brought
about by public administration programs can be handled effectively
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by “contribution analysis.” His employment of the results chain as
the principal tool of contribution analysis in a six-step process could
equally well be applied to assessing the contribution of efforts to
develop organizational capacity in beneficiary organizations of the
kind described in this article.

CONCLUSION

Capacity is the potential possessed by an organization for engaging
resources and skills in optimum combinations so that it can per-
form relevant activities in order to accomplish its mission. Resources
and skills are not usually productive on their own, and so organiza-
tional capacity development cannot be reduced to the simple deliv-
ery or acquisition of resources. Capacity development may include
the acquisition of resources, but it must also include learning how
to deploy and integrate these resources to accomplish complex tasks
in line with its goals and strategy. It is the complexity of this inevi-
tably social and political process of organizational change, in which
both internal and external agencies are usually involved, that
presents the challenge to evaluation. Input-output models cannot
capture the intricate processes involved in the capacity development
of complex systems. If efforts to evaluate capacity development are
to provide useful feedback to donors, beneficiaries, and change agents
to guide future practice, they must involve these stakeholders from
the beginning. The evaluator can help to enhance the rigor of such
participatory evaluations by striving to create clear frames of refer-
ence including agreed upon indicators and valid models for analysis
drawn from organizational theory that are understood and endorsed
by all stakeholders.
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The article describes a review of the Language Arts program in
the Primary Division of a large urban school district. Data were
gathered from all stakeholders using surveys, interviews, and
observation. The evidence revealed limitations in the planning
and delivery of Language Arts in the early years and provided
the groundwork for remarkable system-wide change in the three
years that followed.

Cette étude décrit une révision du programme des arts du lan-
gage au cycle primaire d’un grand district scolaire urbain. Des
données furent recueillies de tous les intervenants par l’entre-
mise de sondages, d’entrevues et d’observations. Les résultats
ont révélé des limites dans la planification et la livraison des
arts du langage dans les premières années et ont fourni la fon-
dation d’un changement remarquable au niveau du système
durant les trois années suivantes.

The assessment policy of the Toronto Catholic District
School Board (TCDSB, formerly the Metropolitan Separate School
Board) appears in a document titled Implementation Guidelines for
Student and Program Assessment (Metropolitan Separate School
Board, 1996b) and affirms this board’s commitment to ongoing stu-
dent assessment and program reviews. The document states that
the purpose of assessment is to “optimize student learning, modify
instructional methods and programs, renew curriculum design, al-
locate resources, and make other informed decisions at both the lo-
cal and system level” (p. 9). Recognizing that program reviews are
integral to the school improvement process, the board has completed
several system-wide program reviews in recent years.

Abstract:

Résumé:
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Of late, the review of the Language Arts program in the Primary
Division has been most critical because it provided the impetus for
vast systemic change that came about in the three years that fol-
lowed the review (i.e., 1997–2000). The major outcome of this re-
view was the implementation of “Balanced Literacy,” a framework
adapted from Patricia Cunningham, designed to address early lit-
eracy needs (Cunningham & Allington, 1994). Details regarding this
initiative, its implementation, and its successes have been docu-
mented elsewhere (e.g., French, Morgan, Vanayan, & White, 2001;
French, Puma, Vanayan, White, & Morgan, 2001; Meagher et al.,
2001; White, Vanayan, French, & Morgan, 2001). This article fo-
cuses on the review process and the main findings of the review.

METHOD

The methods involved a literature review, analysis of Ministry of
Education and district documents, interviews and surveys of teach-
ers, parents, and students, and observation of classroom practices.

Participants

There were 191 elementary schools and 36 secondary schools in the
district, serving about 100,000 students and employing over 6,000
teachers. For more than 40% of the TCDSB students, English is not
the primary language.

Forty-eight schools participated in the review. The schools were rep-
resentative of the district as measured by enrolment and the pro-
portion of students from non-English-speaking homes. They were
also distributed across the district in terms of geographical loca-
tion. Of the 48 schools, 12 participated in the intensive phase of the
review; 36 participated in the non-intensive phase. In each of the 48
schools, one class was randomly selected from each of the five grades
(Junior Kindergarten to Grade 3).

The intensive phase involved (a) interviewing 12 principals and 12
teacher librarians, (b) interviewing and observing classroom teach-
ers (n = 56), and (c) surveying Grade 3 students and their parents
(261 students and 194 parents). In the non-intensive phase, one
teacher from each of the five grades was surveyed (n =166).
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Instruments

The review instruments (Principal Interview, Teacher Librarian
Interview, Classroom Observation Schedule, Teacher Student Sur-
vey, and Parent Survey) were developed on the basis of Ministry of
Education and district documents (e.g., Metropolitan Separate School
Board, 1996a). They were designed to address program characteris-
tics, teacher planning and divisional planning, teaching strategies
and practices in language arts, integration of language arts with
other curricular areas, assessment practices and teacher interven-
tion strategies, parent communication and involvement, student
attitudes, and the availability and use of human and material re-
sources.

Procedure

A committee of researchers and curriculum specialists developed
the review instruments. Anonymity and confidentiality of partici-
pants were guaranteed and standard procedures of data collection
were used. Interviews and classroom observations were conducted
by teams; one researcher and two curriculum specialists were on
each team.

MAIN FINDINGS

A detailed report describing the findings of the review and copies of
the instruments may be obtained from the Research Department of
the TCDSB (Metropolitan Separate School Board, 1996c). A sum-
mary is presented below.

Program Planning
• Program planning was usually conducted thematically by

individual teachers; divisional planning was informally con-
ducted. In most schools, principals required teachers to sub-
mit long-range plans; few required teachers to submit unit
plans or daily lesson plans.

• There was considerable inconsistency in the level of detail
and methods of planning. Few plans showed evidence of in-
tegration across curriculum strands and teaching methods.
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Time
• The majority of teachers in Grades 1–3 reported spending

between 6 to 10 hours per week on Language Arts.

Students “At-Risk” with Respect to Language Acquisition
• About 40% of teachers reported that there were between 1

and 3 students “at-risk”; about 40% stated that there were
4 or more students “at-risk.”

Program Modification for Individual Students
• About half of the teachers indicated that they regularly used

program modification, but there was only moderate evidence
of individual program modification from other sources ob-
served in the review.

Teaching Methods
• Whole class, teacher-directed instruction appeared to be the

most prevalent method, although other forms of instruction
(e.g., small group instruction, teacher conferencing) were
also observed.

Classroom Practices
• The written work of students suggested greater emphasis

on narrative and worksheets and less emphasis on personal
responses and supported opinions.

Integration with Other Subjects
• Although teachers reported planning for integrated pro-

gramming, the degree of integration of Language Arts with
other curricular areas varied.

Language Arts and Computer Technology
• In most classes, Language Arts was not integrated with com-

puter technology. Few teachers regularly used computers
for Language Arts; often the computer hardware was inad-
equate and there was a lack of appropriate Language Arts
software.

Homework Activities
• About 70% of Grades 1–3 teachers reported assigning home-

work either “daily” or “most days.” The usual homework
activities involve reading, writing, work completion, and
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assignments that encouraged parental involvement. Kin-
dergarten teachers reported occasionally assigning work
involving parents.

Textbooks and Manipulative Materials
• Different textbook series were used for Language Arts in-

struction; some teachers expressed a need for updated texts,
balanced methods (including some phonics), and supplemen-
tary materials for weaker students.

• The use of Language Arts manipulatives was not evident
in many of the classes that were observed. There was con-
siderable reliance on photocopies and worksheets.

Student Attitudes
• Students held favourable attitudes toward reading and writ-

ing and toward school in general. Students also perceived
themselves as being proficient in Language Arts.

Student Assessment and Evaluation
• While teachers reported reliance on multiple sources for

assessment, sometimes this variety was not evident in their
planning. Most assessment tended to be conducted by teach-
ers with little involvement from students and their peers.

Involving Parents
• Most frequently teachers involved parents in their child’s

Language Arts program by assigning home activities and
by making direct requests of parents.

Parent Attitudes
• Parents considered all components of the Language Arts

program to be highly important. The vast majority reported
that the schools were doing well in developing literacy skills
and considered themselves well informed regarding their
child’s program.

Community Involvement
• Approximately 60% of teachers indicated that they involved

volunteers in the classroom; in most cases volunteers of-
fered assistance with intervention programs rather than
enrichment.
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Professional Collaboration
• Although there was some evidence of involving teacher li-

brarians for resources and information, classroom teachers
indicated that ESL and Special Education teachers are not
frequently involved in individual program enrichment or
intervention.

Material and Human Resources Needed
• There was a clear need for more textbooks, including early

literacy kits, literature kits, reading series, and “big books.”
Additionally, a need was observed for manipulatives and
other teaching materials such as audio-visual resources well
as upgraded computer hardware and appropriate software.

• Professional development needs were identified in many
areas including the curriculum, early literacy, outcomes-
based planning, and programming to meet individual needs
and computer literacy. Teachers also expressed the need
for opportunities to network.

CONCLUSION

The goal of the Language Arts Program Review was to review all
aspects of the implemented Language Arts program in the Primary
Division and to make recommendations for improvement of program
delivery. The focus of the review was on Kindergarten to Grade 3 —
the foundation years for literacy development.

The key finding was a vast inconsistency in the way the Language
Arts program was planned and delivered in the Primary Division,
in both time spent and content covered. Also, despite the fact that
teachers reported high proportions of students-at-risk with respect
to language acquisition, there was only moderate evidence of pro-
gramming to meet individual needs. Whole class, teacher-directed
instruction appeared to be the most prevalent method used. Fur-
thermore, the need for appropriate resources was very evident.

A report outlining the main findings was presented to the board of
trustees. Alongside this report was a multi-year action plan, listing
the recommended actions, responsibilities, timelines and budgetary
requirements. The major outcome of the review was the decision to
implement “Balanced Literacy” to address early literacy needs (see
Metropolitan Separate School Board, 1997a, 1997b). This system-
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wide literacy initiative has yielded success and continues to be lauded
by both educators and researchers of school improvement and
change.
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