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Brief Description of the Program
The Masters in Social Work (MSW) Program is designed to prepare student for advanced practice and leadership roles in social work, with the values, skills, and knowledge to facilitate and enhance individual, family, group, organization, community, and institutional well-being; to promote social and economic justice; and to encourage policies that efficaciously address human needs. To accommodate the increasing variety of needs of prospective students, the program is now delivered in a variety of full- and part-time formats, including web-based and web-enhanced courses. The MSW curriculum consists of 60 credit hours of graduate courses, which includes 32 credit hours of core or foundation courses, 22 credit hours of concentration courses, 6 credit hours of electives, and 18 credit hours (or 1200 practice hours) of internship. Core courses consist of values, knowledge, and skills considered essential to social work practice in any position (e.g., foundations of social work practice, policy, theory, research methods and statistics), whereas there are two concentrations of advanced social work practice: 1) advanced direct practice (i. e., focused primarily on work with individuals, families, and groups), and 2) management and community practice. Students can choose one of two concentrations in their final year of the 2-year program, although a significant number of students select courses in the other concentration as their electives.  Internship instruction is provided by licensed social workers in an agency where the instructor and student do social work practice. Students are placed in an internship consisting of two 8-hour days a week during the first year, and a different internship consisting of three 8-hour days a week during the second year. Faculty in the School of Social Work serves as liaisons between the School and agencies to ensure an integration of values, knowledge, and skills taught and practiced in courses and in internships. This integration is promoted and augmented by regular in-service training of internship instructors by faculty, regular liaison visits to the agency by faculty to discuss cases and social work activities with instructors and students, and joint membership on committees in agencies and in the School of Social Work. Also, the majority of internship instructors are alumni of this School.  Changes in curriculum are shared with internship instructors in workshops and in-service training. 
Student Learning (SL) Goals & Objectives

The MSW program has seven student learning goals.  Each of these goals has objectives that we envision as the desired student outcomes.  These objectives are represented in the internship course outlines and in evaluation documents completed by internship instructors.  The seven student learning (SL) goals and their objectives are:
SL Goal 1:
To prepare students for advanced practice with individuals, families, groups, organizations, and communities.

Objectives:

SL 1.1 
Students will demonstrate that they can do an ecological assessment of various client systems.

SL 1.2. 
Students will demonstrate that they can implement an intervention plan.

SL 1.3. 
Students will demonstrate that they can evaluate the implementation, impact and outcome of interventions, and use this information to reformulate a plan of intervention as needed. 

SL 1.4. 
Students will demonstrate that they can formulate and implement a plan for termination.

SL Goal 2:
To promote students’ understanding of the consequences of discrimination and oppression, and societal conditions limiting the well-being of populations-at-risk.

Objectives:

SL 2.1.
Students will demonstrate knowledge of their own privilege and the role privilege plays in perpetuating discrimination and oppression.

SL 2.2.
Students will demonstrate their ability to apply their knowledge of discrimination and oppression to their own practice.

SL 2.3.
Students will demonstrate their knowledge of the role social and economic injustice plays in perpetuating societal conditions that limit the well-being of populations-at-risk.

SL 2.4.
Students will demonstrate their ability to apply their knowledge of societal conditions that limit the well-being of populations to their own practice.

SL Goal 3:
To develop students’ skills to advance social and economic justice, and eliminate societal conditions that limit people’s opportunities for full participation in our society.

Objectives:

SL 3.1.
Students will demonstrate skills in client advocacy with individuals, families, communities, groups, and organizations.

SL 3.2.
Students will demonstrate an ability to analyze and influence social and organizational policy.

SL 3.3.
Students will demonstrate an ability to collaborate with clients in the identification, development, and/or mobilization of resources in their environments.

SL 3.4.
Students will demonstrate an ability to use small groups to effect organizational, community, and societal change.

SL Goal 4:

To instill in students the values and ethics of the profession. 

Objectives:
SL 4.1.
Students will demonstrate the ability to use critical thinking skills to resolve ethical dilemmas.

SL 4.2.
Students will demonstrate an awareness of their own personal values and their effect on their social work practice.

SL 4.3.
Students will demonstrate knowledge of professional values, principles, legal duties, and the NASW Code of Ethics.

SL Goal 5:

To develop students’ appreciation for diversity, and skills to work with
                        diverse populations. 

Objectives:
SL 5.1.
Students will demonstrate regard for the dignity and worth of diverse populations including race, ethnicity, culture, class, gender, sexual orientation, religion, physical and mental ability, age and national origin.

SL 5.2.
Students are able to adequately assess and effectively intervene at individual, family, group, organizational, or community levels with persons or populations who represent: race, ethnicity, culture, class, gender, sexual orientation, religion, physical and mental ability, age and national origin.

SL Goal 6:
To develop students’ ability to think critically. 

Objectives:
SL 6.1.
Students will demonstrate critical thinking in synthesizing and applying appropriate theories and knowledge to interventions with client systems.

SL 6.2.
Students will demonstrate critical thinking in the analysis of social and organizational policies that impact their client systems.

SL 6.3.
Students will demonstrate critical thinking in developing research designs and in evaluating articles and reports in the professional literature.

SL 6.4. 
Students will demonstrate critical thinking in decision making related to ethical issues in practice.

SL Goal 7: 
The goals of research are to launch research-practitioners who engage in lifelong learning based on knowledge and skills acquired in the MSW program, to develop methods of evaluating social work practice and information used in practice, and to instill more discriminating and critical consumption of professional knowledge and research.
Objectives:
SL 7.1.  
Students will demonstrate that they can conceptualize issues to be studied and formulate research questions and hypothesis.

SL 7.2.  
Students will demonstrate that they can operationalize concepts and select appropriate analytic procedures.

SL 7.3.  
Students will demonstrate that they can interpret their findings within the context or literature.

SL 7.4.  
Students will demonstrate that they can critique articles and reports in the professional literature using the knowledge and skills presented in the first 3 objectives.

SL 7.5. 
Students will demonstrate that they can assess research for bias and ethical issues (e.g., gender, ethnicity, age, class).

Brief Statement of 6-year Plan

Based on recommendations made by a 4-member assessment committee of tenured faculty, the entire School of Social Work faculty adopted the following 5 phase plan to assess the seven student learning goals. The goals represent the major educational themes identified by the Council on Social Work Education (CSWE) as essential to doing social work. CSWE is the accrediting body for MSW programs in the United States. Each year, beginning in academic year 2003-2004, the faculty will assess a new student learning goal.
In addition to the student learning goals, we will also be doing an alumni survey (once every three years), an employer survey (once every three-five years), and we will be assessing our Marriage and Family Certificate program on a yearly basis. Starting next academic year (2007-2008), we will also start assessing our newly created certificate program in Gerontological Social Work. 
Timeline for Assessment of the Student Learning Goals
1) Student Learning Goal #7: Research (2003-2004 and 2004-2005).

2) Student Learning Goal #1: Advanced Direct Practice (2005-2006).

3) Student Learning Goal #1: Management and Community Practice (2006-2007).

4) Student Learning Goal #6: Critical Thinking (2006-2007).

5) Employer Survey (2007-2008).

6) Student Learning Goal #2 & 4: Values and Ethics/Discrimination & Oppression (2008-2009).

7) Student Learning Goal #3: Social Justice (2008-2009).

8) Student Learning Goal #5: Diversity (2008-2009).
This on-going plan follows the faculty who has been assigned that particular Student Learning Goal or area. Faculty involved in assessment are responsible for revising their plans as needed and provide feedback in her\his particular area and to the faculty as a whole as this pertains to curricular change. By the year 2008-2009, the faculty will have conducted assessment on all seven of the Student Learning Goals in addition to the other areas of assessment mentioned above.
2006-2007 Report
This year’s assessment report was submitted by Kim Jones, Coordinator of the MSW program and Chair of the program’s assessment committee. The report will focus on Student Learning Goals #1 (Management & Community Practice) and #6 (Critical Thinking). The report will also include a brief update of Student Learning Goal # 7 (Research).    

Part I
Assessment of Student Learning Goal # 6 

Critical Thinking
By Mark Krain
This first section of the overall report focuses on the school’s activities in the assessment of Critical Thinking skills. This is the third annual report of the UALR School of Social Work on its efforts to test the proposition those two years of MSW education increases the critical thinking skills of MSW students. This report includes data from only the crossectional comparisons of entering Foundation year MSW students with graduating Concentration year MSW students in the year 2006. Last year’s report incorporates the findings from the data from the two previous years.
This component of the report assesses Student Learning Goal #6 and its accompanying objectives:

Student Learning Goal #6: To develop students’ ability to think critically. 

Objectives:
SL 6.1.
Students will demonstrate critical thinking in synthesizing and applying appropriate theories and knowledge to interventions with client systems.

SL 6.2.
Students will demonstrate critical thinking in the analysis of social and organizational policies that impact their client systems.

SL 6.3.
Students will demonstrate critical thinking in developing research designs and in evaluating articles and reports in the professional literature.

SL 6.4. 
Students will demonstrate critical thinking in decision making related to ethical issues in practice.

Approach 
Our 5-year plan for assessment of CT skills does not involve a direct test of the attainment of the above four objectives. The stated objectives constitute a list of Social Work professional tasks that we intend students to use CT skills in connection with. While we feel that students need CT skills to perform these tasks, the objectives do not specify what specific skills are needed.  The School of Social Work completed a survey of CT models in January of 2004 and concluded that we could not yet select a specific concrete model of CT to use in teaching or measuring CT skills. We recognize that a wide variety of attributes and skills are components of critical thinking and that different critical thinking models focus on different sets of such components. 

Our decision was to select a proprietary test of CT skills that measures a set of components that we feel represents CT as we wish it to apply to the profession of Social Work. Our current curriculum does not explicitly include instructional elements on CT. No courses explicitly teach it. However, based on our survey of several widely-taught CT models, we wish to test the possibility that a rigorous social work education can implicitly teach CT skills. We think that many, if not most, of the key CT attributes and skills are in fact taught in Social Work education at UALR. The intellectual discipline and depth of social work education, we think, provides much of the specific cognitive and analytical skills essential to CT.  Our plan for assessment of CT begins with a test of the proposition that MSW students do in fact learn to think critically.
Measurement of CT-The Test of Everyday Reasoning: The test we selected was the Test of Everyday Reasoning (TER), a proprietary test supplied and serviced by Insight Assessment, Inc., a division of California Academic Press of Milbrae, California. Several proprietary tests were submitted for review to the Social Work faculty early in Spring, 2004. After about a month of review and discussion, the faculty selected the TER as the test most credible as a measure of the CT skills we thought it important for our students to be able to use and apply to professional Social Work tasks. It should be made clear that no objective selection criteria were used to make this selection. The selection was based on the TER’s face validity, i.e., faculty members’ subjective perceptions that the items on the TER represented the CT skills we thought important. The costs of purchasing the TER materials (test booklets and answer sheets) and the costs of scoring the exam and producing summaries of descriptive statistics were covered by the College of Professional Studies. 

The TER is a 35-item test that takes about an hour to complete. The vendor supplies a table of percentile norms for TER scores based on an aggregate sample of college students. The vendor claims that the TER includes five subscales: Analysis, Evaluation, Inference, Deductive reasoning, and Inductive reasoning. The total score is stated by the test vendor to be “a representation of one’s critical thinking ability.” This is not an opportunity to fully discuss the attributes of the TER, but it should be mentioned that although we originally intended to look into the separate subscales as independent and specialized component skills, when we factor analyzed the TER scores we obtained from our students in the fall 2004 administration of that instrument, only a single factor emerged. All items loaded onto this single factor indicating that all 35 items measured a single comprehensive element of performance. There were no underlying independent or specialized components of the TER. Alternatively (but very unlikely), if there is a true subscale structure, then the single factor outcome indicates that our students score equally well or poorly on all component factors. 
Research Design and Inference
The plan is to adopt an annual test of CT skills of MSW students. We will test each cohort of students at the time they enter the program, and immediately before they graduate to determine if there is any critical thinking “value added” (i.e., any increase in CT skills) imparted by MSW education to the students during their time in our program. We started this longitudinal pre-test/post-test design by collecting data in the Fall of 2004. The 5-year plan includes the following research designs involving the use of the TER as a measurement of CT skills:
Definitive 2-year longitudinal design—data collection: The strongest test will be a 2-year longitudinal design. It will test CT “value added” over the 2-year career of students entering in Fall 2004 and graduating with their MSW degrees in Spring 2006. 

Inference: This will be a “case-wise” test of differences as opposed to a relatively undifferentiated test of differences between the mean score on the Fall 2004 exam and the mean score on the Spring 2006 exam. This test of mean differences is more sensitive than a test of differences of means. If the mean difference score is positive (post-test scores are higher), this will be interpreted as an indication of CT “value added,” i.e., that the program is effective in teaching CT skills. If the mean difference score is zero or less (post-test scores are unchanged or are lower), this will be interpreted as an indication of no CT “value added.”  

The data for testing such a case-wise proposition is now at hand, but complications in linking Fall 04 scores of specific students with their scores in Spring 06 has delayed the statistical test and the resulting report.
Descriptive design to place the scores of our entering students on the scale of national standards—data collection: Scores on the entry-level critical thinking tests will enable us to judge the critical thinking skills of students (a) who have completed two years in the program, and (b) those just entering our programs. 

Inference: This will be based on how our students’ scores rank on the table of TER national percentile norms.  

Spring 2006 and Fall 2006 cross-sectional comparison group design—data collection: In 2006, the TER was given to graduating MSW students in the Spring, and  to newly enrolled MSW students in the Fall. This is a comparison of TER scores between newly entering students and students that have had two years of Social Work education.   

Inference: The inference is that the graduating students have had two years of education.  This will be an undifferentiated test of differences of means. If the graduating students have higher TER scores than the entering students, this will be interpreted as an indication that two years of Social Work education increases CT skills. If there are no differences between the TER scores, or the TER scores of graduating students is lower than those of entering students, this will be interpreted as an indication that the two years of Social Work education does not increase CT skills.  

The t-tests of these comparisons are presented below.  


Repeated cohort longitudinal data collection: The basic longitudinal pre-test/post-test design will be repeated every year indefinitely into the future. Each year the entering MSW students will take the TER, and it will be repeated when they graduate. 
Inference: The repeated cohort design is to assure the reliability of results. Whether the first cohort indicates that CT value has been added or not, the testing of subsequent cohorts will enable us to determine if the same findings obtain year after year. Also, future years are ones in which the School of Social Work will build more explicit instructional content on CT into the MSW curriculum. As we do this we will expect to find greater and greater differences in the positive direction between pre-test and post-test scores. The repeated cohort design will enable us to verify this expectation. 
Sampling of Students: Ideally, all students enrolled in the School of Social Work in the Fall of every year should take the TER. This issue was discussed extensively by the faculty in late summer of 2004. However, it was decided that it would be a breach of Social Work ethics to make the test mandatory. Just as practicing social workers do not require their clients to undergo therapeutic procedures that are objectionable to the clients, it was decided that social work students would not be forced to take the TER. The importance of taking the test, its role in Social Work’s assessment plan, and the fact that student scores on the TER would not count in any direction toward course grades, student progress in the program, or toward graduation was carefully explained to all students. Nevertheless, as can be seen in Table 1, a substantial percentage of MSW students either were bypassed in the administration of the test and did not make an effort to take it in subsequent attempts to reach those who missed it, or intentionally opted to forgo it.

Table 1 reports data for both Spring and Fall 2006 for MSW students. It is clear that in all categories considerable numbers of students who could have taken the TER did not do so.  In view of the principle that any nonresponse leads to problems in inference from the data, this amounts to a substantial self-select bias. It can be assumed that the students who opted out of the test are ones who are likely to perform more poorly than those who took the test. If every Social Work student had in fact taken the TER, our mean score and our general distribution of scores would have been lower than it presently is given the fact that less than 100 percent of the students took the test and the ones that opted out of the test were presumably the weaker ones.
TABLE 1: Graduating MSW Students in Spring 2006 and MSW enrollments in Fall 2006 and the Numbers and Percentages of Students Taking and Not Taking the 
TER by status in the Program (entering and graduating).

	MSW STUDENTS

	Number
	Took TER
	% that took TER
	Did not take TER
	% that did not take TER

	Foundation (1st) year MSW students enrolled in Fall 2006 

	          88
	      65
	     73.9
	    23
	    26.1

	Concentration (2nd) year MSW students graduated in Spring 2006

	           76 
	      32
	     42.1
	    44
	    57.9


The Fall 2006 MSW entrants include the following categories:
Advanced Standing Full-timers 

(actually enter Summer 2006)- 


15
Part-time Advanced Standing-                   


11
Full-timers-                                  



25
Part-timers-                                                     

35
Transfer students- (1 in Foundation Year of the          
2

program and the other in Concentration Year)







TOTAL           88  
  Data Analysis and Findings
The TER was administered in the final three weeks of the Spring Semester, and two weeks after Labor Day in the Fall of 2006. The test was given in classroom situations in classes in both programs in which all students in the program level and status were present. As pointed out above, students were given the option to skip the exam, and the data on that is presented in Table 1, above. 

Description of the Sample: Table 2, below, presents the descriptive statistics from the administrations of the TER in 2006.

TABLE 2:  Descriptive Statistics From the Spring
 and Fall 2006  Administrations of the TER

	Descriptive

Statistics

	
	MSW entering-Foundation

Fall 2006
	MSW Graduating- Concentration

Spring 2006

	N
	65
	46

	Mean
	25.19
	25.28

	Median
	24.00
	25.00

	Tr Mean*
	25.31
	25.31

	Std Deviation
	5.15
	4.36

	SE Mean
	0.64
	0.64

	Minimum
	12
	14

	Maximum
	34
	34

	1st Quartile
	22
	22

	3rd Quartile
	30
	29

	* “Tr Mean” refers to “Trimmed Mean.” It is used to remove the effect of unusually high or low scores. The data is sorted from highest to lowest scores, and then 5% of the data is trimmed off the top and bottom of the sample range.



Placement of UALR Social Work Scores on TER National Percentile Norms: The descriptive design will be presented first. It is a simple presentation of the mean scores of UALR MSW students, by status, in terms of their percentile rankings on a national scale. Table 3 links the mean scores of UALR MSW students with percentile norms on a schedule provided by the TER’s vendor.   

It must be kept in mind that there is a substantial risk of self-select bias due to the large numbers of students that were allowed to opt out of the administrations of the TER. The expectation is that those who opted out of the test are likely, had they taken the test, to have done more poorly on it than those who actually did take it. The limitations imposed by this large self-select bias implies that our mean scores were higher (by an amount, probably modest, but that is impossible to precisely estimate) than they would have been had every student taken the test. The scores reported on in this report therefore represent what may be regarded as a somewhat optimistic estimate, or an upper limit, of our true rankings on the TER table of national percentile ranks. Our experience in the administration of the TER, however, leads us to estimate that this effect is quite modest. Most students who don’t take the test seem to us to be simply avoiding the test anxiety or are skipping the test due to conflicting demands on their time, rather than due to anticipation of a low score. 
TABLE 3: Placement of UALR MSW 2006 TER
Scores on TER Percentile Norms by Program Status

Program level and status

Mean score

National Percentile

========================================================

MSW Foundation (entering)
25.19



25 =  69.22 pctl









26 =  74.10 pctl

--------------------------------------------------------------------------------------------------

MSW Concentration
 (graduating)
25.28


25 =  69.22 pctl









26 =  74.10 pctl

========================================================

MSW National Placements: The MSW Foundation year mean score would place at about the 72nd percentile. The MSW Concentration year mean score would place at about the same place, at about the 72nd percentile. 

Cautionary Note: It must be kept in mind that the TER vendor specifies that their national TER norms are based on data that is primarily drawn from two-year schools and open-enrollment four-year schools. MSW students, as graduate students, may have an advantage based on their completion of bachelor-level studies and as a consequence of the School of Social Work’s admission criteria that selects for students with higher than average undergraduate achievement. 

Comparison of Entering and Graduating MSW Student TER Scores: The main line of inquiry in this assessment plan is based on the proposition that MSW education adds to CT skills. On this supposition, graduating MSW students should have higher scores than entering students. The graduating students have two years of Social Work education. Presumably, some of the effect of that education is measurable by comparing TER scores of graduating students with those of entering students.
Tests of Hypotheses: A t-test was conducted to test a hypothesis derived from the above suppositions. The following hypothesis was tested: 

Hyp. 1: MSW Concentration year students graduating Spring 06 will have a

higher Mean TER score than MSW Foundation year students entering  Fall 

06  (1-tailed t-test)

This hypothesis directly expresses the proposition that motivated the test, i.e., that graduating students, in both program levels, will have higher scores than entering students. 

The test was conducted by means of t-tests on a website found on the internet at Simple Interactive Statistical Analysis.
http://home.clara.net/sisa/t-test.htm

Tests of hypotheses on TER scores of MSW students: The following are the results of the test of MSW Hypothesis.

	Test of Hyp. 1:  MSW Concentration year students graduating in Spring 06 have a higher mean TER score than MSW Foundation year students entering in Fall 06 (1-tailed t-test)

Mean MSW graduating Concentration yr Spring 06 = 25.28 (variance=19.01) (se=0.65)

Mean MSW Foundation yr entering Fall 06 = 25.19 (variance=26.523) (se=0.6438)

Single sided probability that the two variances

are equal (ftest): 0.12004

difference between means:

0.09 (sd=9.3062) (se=0.9063)

95% CI: -1.6863<diff<1.8663 (Wald)

t-value of difference: 0.099; df-t: 105

probability: 0.539563 (left tail pr: 0.46044)

doublesided p-value: 0.9209

Hyp. 1 is rejected.  The mean of MSW Concentration year students, is NOT significantly higher than that of Foundation year students as predicted. The difference is a scant 0.9 points. This difference is extremely small. The probability value of 0.5396 fails, by far, to meet the .05 significance criterion. 


DISCUSSION
The mean of TER scores for the MSW Graduates was not significantly higher than those for the entering MSW students. It thus seems that two years of MSW education does not result in higher CT skills as measured by TER scores. The following point is to be considered:
Advanced standing students: An important reservation about these results is that some of the students at the MSW level Concentration status are advanced standing students admitted from the BSW program. Advanced standing students are ones who have completed the BSW program and have been admitted to the MSW program at the Concentration level. These are students that have already had two years of Bachelor- level Social Work education. If, as we are hypothesizing, Social Work education does increase TER scores, the advanced standing students have had more such education at the time of their admission to the graduate program than the regular Foundation year students. This may have contributed to the fact that the entering Foundation year student average was high enough such that there were no significant difference between their mean score and that of the graduating cohort.

The lack of differences between entering and graduating MSW students thus may be due, at least in part, to the effects of the advanced standing students who may upwardly skew the mean of entering students. The significantly higher (test data not shown) mean TER scores of both entering and graduating MSW cohorts as compared with both BSW cohorts (see tables in BSW report, submitted separately) lend some credibility to these points. It remains to be seen if, having entered with higher scores (presumably) due to their previous exposure to social work education, the scores of this group will continue to rise as they move through the MSW program’s Concentration year. Or, it could be that in Fall of 2006 we have admitted a distinctly high-scoring group of students.    

Looking ahead—the definitive longitudinal research design: The ongoing program of TER data collection as called for will eliminate many of the uncontrolled factors because they are longitudinal research designs that use case-wise comparisons. Such designs compare each student’s score on the pre-test with that same student’s score on the post-test. The effects of the presence of advanced standing students would not apply because they would be tested twice along with all other students, and their presence would not bias a group mean. Attrition would not apply, because any student that did not take both tests would not be included in the data. As mentioned above, the data for the first longitudinal case-wise comparison, students who entered in Fall 04 and graduated in Spring 06, is now at hand. The complexities of making the case-wise linkage has delayed the completion of the analysis and testing, but this data will be tested.        
Conclusions and Limitations
Cohort Differences: Looking at this year’s data, we cannot conclude that MSW education at UALR increases CT skills as measured by TER. In previous years the significant differences were found at the MSW level that would support the conclusion that two years of MSW education increases CT skills as measured by TER. 

The descriptive data linking our TER scores to national percentiles indicate that. MSW students, both entering and graduating, score above the 70th percentile. The TER scores of both 2006 MSW cohorts indicates that the MSW program either admits students with high CT skills as measured by TER, or develops those skills in the students as they study, or possibly both. The answer as to which awaits the findings of the longitudinal case-wise study to be reported on subsequently.   

Nonresponse and self-select effects: All tests and conclusions from them are limited by the effects of the self-selection that is built into the sampling methods that are employed in this study’s data-collection strategy. This amounts to a substantial nonresponse rate. The effects of the data that is not collected from those who decline to take the test (see Table 1, above) remains unmeasured and largely guessed at.  

Lack of controls: There is a limitation on these findings that is due to the uncontrolled nature of the basic research design. The proposition that motivates this entire assessment plan is that Social Work education improves CT skills. The research designs in this plan measure the extent to which years of being a student in the UALR School of Social Work affects scores on the TER. But there is a possibility that education of any kind has that effect. Just being a college student, graduate or undergraduate, may increase CT skills in general and TER scores in particular. 

A controlled experiment—an impractical resolution? The solution to this problem requires that a separate and parallel control group be added to the research design. At every point at which data is collected from Social Work students (i.e., the TER is taken by them), data must be collected (i.e., the TER must be taken) from students other than Social Work students. If Social Work TER scores increase over the two-year interval while the TER scores of the other students do not increase, then we may conclude that it is Social Work education that increases TER scores. But if both Social Work TER scores and the TER scores of the other students increase at the same time, then the inference is that it is education in general, rather than Social Work education in particular, that increases TER scores. Sadly, this is an impractical resolution of the problem. The School of Social Work has no ability to compel students other than Social Work Students to take the TER. And certainly we could even less assure that the very same “other students” would retake the TER two years later.  Moreover, the TER is not cost-free. The costs of testing these other students would require a new infusion of funds from the College or the University.
Use for Program Building and Improvement
The inception of a continuous program of monitoring CT skills: It has been pointed out that the prime value of the data collected in the administration of the TER in both years is that it constitutes the pre-test data component of a rolling series of longitudinal pre-test/post-test research designs. This assessment plan seeks to determine whether (and the extent to which) Social Work education increases CT skills. This plan is essentially an exploratory enterprise. There are two broad outcomes: (1) If we discover that our students are NOT increasing their CT skills (i.e., “value is not added,“ as measured by TER scores), then during the course of studies in Social Work, then we will take urgent action to include explicit CT learning content into the Social Work curriculum. Given our goals and objectives for use of CT in key Social Work professional tasks, the finding of “no value added” would justify the urgency, and; (2) If we discover that our students ARE increasing their CT skills (i.e., that “CT value is added” as measured by TER scores) during the course of their studies in our program, we will then seek to determine if we can increase that “added value” by building additional explicit CT learning content into our curriculum. 

The intent of the rolling series of longitudinal case-wise designs is to continuously monitor CT value added, year-by-year, as we experiment with various CT innovations in the Social Work curriculum. Ultimately we seek to determine the extent to which our students can use CT skills in professional Social Work practice. 

The data we obtained from the 2004 and 2005 administrations of the TER gave us some tentative indication that students increase their CT skills during the course of their studies in our program.  These results from the weakest of our research designs leads us to expect that the stronger research designs will give us more reliable findings of greater “value added.”  

The use of the TER in a continuous program of monitoring CT skills thus gives the School of Social Work an instrument (a “standing dependent variable,” in effect) that will enable us to test the outcome of future efforts (“independent variables”) to build CT learning content into our curriculum. 

Toward certification of CT skills: The ultimate goal is to augment professional Social Work practice effectiveness by teaching CT skills for use in the practice tasks that are common to the Social Work profession. We wish to be confident that our graduates can and do use these skills in their practice, and to assure prospective employers and the public, Social Work’s clientele, that our graduates have demonstrated CT skills. The ultimate evidence of this will be a student-by-student record of high and increasing scores on tests such as the TER. The objective here is to have each student show, upon graduation, that he or she has a high score on the test and a score at graduation that has increased over the two years since that student’s first test, taken as he or she entered the program. 

Placement in a national ranking: The use of a test, such as the TER, that is widely used in a variety of academic and business contexts and has an available table of percentile norms enables us to understand where we rank on their table of national norms.  Given the self-select bias we encountered, as discussed above, the reported rankings of our students on the TER give us an optimistic but approximate idea of where our students rank. 

Faculty and Stakeholder Involvement
Faculty: The Social Work Faculty was extensively involved in this assessment plan. This plan is only one of several plans in the School of Social Work’s five-year assessment plan that was developed by the School’s assessment committee. The CT plan was spearheaded by Prof. Mark Krain who performed a survey of CT models in education in general and in Social Work in particular, and outlined a report of options on CT assessment for the committee and the faculty to select from. On the basis of extensive input from the faculty, he drafted a CT assessment plan to fit into the School of Social Work’s general five-year plan. All of this was done with extensive referral of draft plans to the entire faculty and extensive feedback from the faculty. The selection of the TER as the instrument of CT measurement was also made with extensive faculty input.

External stakeholders: Attention to CT is a movement in modern education. An important part of our attention to CT has been in response to the emphasis on CT in the College of Professional Studies, and in the growing attention of the UALR Central Administration to CT across the curriculum. But the School of Social Work has long been sensitive to CT trends within the profession and to very recent attention in the profession to evidence-based practice. Evidence-based practice is a special application of CT to the critical empirical analysis of practice techniques and the selection and use of the most effective, or “best practices,” in Social Work. These influences from the environment of the School of Social Work have been important in our commitment to developing the CT skills of our students. Each of these external sources of influence is a stakeholder in the sense that the School of Social Work is responsible in some way to each of them, and each of them have a stake in the School’s producing effective Social Work professionals.   

Students: Our students were not looking forward to a new round of exams. Many of them skipped the administrations of the TER. But many of them are as sensitive to the implications of CT for Social Work practice as the faculty is. The students aspire to effective practice techniques and recognize the advantages that CT skills afford in learning those techniques. The use of the TER as a measure of CT skills was accepted by many of them as a challenge. Many of our students regard themselves as critical thinkers and welcome the TER as an opportunity to demonstrate their skills. But, of course, many do not think about CT, and just regard the TER as an additional hoop to jump over.     

Part II
Student Learning Goal # 1

Management & Community Practice

By Judith Faust 
Course Description and Objectives 
Management and Community Practice I is designed to prepare students for social work management practice and community intervention. This course builds on students’ first-year introduction to social policy and macro practice. The course begins with a review of theories for community practice, and introduces Rothman’s typology of intervention in communities. Students will explore how social and community problems are conceptualized, defined, framed, and addressed, and how intervention to solve those problems can occur in ways consistent with the goals and values of social work.

 The student, through examinations and assignments, will demonstrate:

1) Knowledge of the range and major characteristics of public and private social welfare organizations including differences in accountability, measures of success, governance, and constituencies—and their implications for the management of human and community service organizations.

  2) Knowledge of the principles of organizational and community planning, and ability to design a simple community planning process.

  3) Beginning ability to critically analyze social service agencies and networks.

  4) Understanding of how human and community services are financed in the public and private sectors, and beginning ability to develop a line-item budget and to read and understand financial reports.

  5) Understanding of policy practice (policy analysis, influencing legislation, litigation, and community action) and its relevance to administrative practice in human and community services.

  6) Knowledge of major schools of thought in management and organization development., and beginning understanding of the roles and tasks of management and of the knowledge and skills social work administrators need.

  7) Understanding of how the issues of gender, race, ethnicity, disability, and class enter into the development and administration of human and community services. 

Student Learning Goals Assessed
The Student Learning goals for Management and Community Practice that are being assessed this year pertain to Student Learning Goal #1, objectives 1.1 and 1.2.

SL Goal 1:
To prepare students for advanced practice with individuals, families, groups, organizations, and communities.

Objectives:

SL 1.1 
Students will demonstrate that they can do an ecological assessment of various client systems.

SL 1.2. 
Students will demonstrate that they can implement an intervention plan.

This portion of the School of Social Work’s 2006-2007 assessment plan addresses the second student learning objective in the first methods course of the Management and Community Practice concentration (sowk 8305: MCP Methods I). The objective is this:

The student, through examinations and assignments, will demonstrate:

2) Knowledge of the principles of organizational and community planning, and ability to design a simple community planning process.
This objective combines knowledge (theories and principles underpinning organizational and community planning) and skill (ability to design an intervention in the form of a simple planning process). It requires that students use ecological assessment, and that they develop an intervention plan. 

Methods 

A pretest-posttest design was utilized for this segment of the assessment. During the first week of the semester, students were given a case scenario in which a social worker is asked by a community group to help the group decide what their priorities for action should be. Students were directed to write out what they would do and how they would do it, and then to specify the principles and theories that guided their choices.

The students were given the same scenario fifteen weeks later, and asked to do the same two things: lay out the process they would undertake with the community group, and reflect on the theories and principles that informed their choices.

The hypothesis was that students would have at the pretest phase some grasp of the knowledge and skills being examined because of their first year of master’s-level study in the foundation curriculum, and that they would at the posttest phase demonstrate the ability to integrate new and deepened knowledge and new and honed skills in a better developed planning process.

A rubric for evaluating the pre- and posttests was used to assess the extent to which students were able to apply knowledge about communities, organizations, and planning in designing a social work intervention in the form of a community-based planning process that would guide the decisions of a nonprofit organization. The rubric notes both the presence of key elements of knowledge and skill and the extent to which they were understood and applied.

We use this kind of scenario-based testing in this and other courses to routinely test students’ knowledge and skills for assignment of the course grade. We have not before in this course added the element of the pretest, and we expect that it will generate useful information for us about the vertical integration of content in our curriculum, as well as about the teaching-learning methods used in this course.
Data Analysis & Findings 
A goal-attainment scale was developed for each of five practice dimensions relative to designing a community planning process. Three tables are attached below; Table 1 shows the five scales, while 2 and 3 show the pretest and posttest scores arranged, respectively, by student and by scale.

Pretest-posttest showed that students did have some beginning grasp of this area of practice, though they were perhaps less able than what might have expected to apply their knowledge to the particular circumstances of the scenario. It was also found that each student showed large gains in the breadth and appropriateness of knowledge and practice skills applied to the scenario over the course of the semester, and that each student did reach the expected level of outcome. Three of the four did better than that.

Because the sample was so small—we had only four students in this core concentration course this semester—there was insufficient data to analyze. Thus, we did not apply any statistical analysis other than a cursory look at means and summated scores. However, this opportunity was used to develop the method of assessment, which appears to be fruitful enough to continue. Some refinements were identified in regard to the methods of assessment. In particular, missing content was noted that would have strengthened the assessment (see below).

Stakeholder Involvement 

At this stage, the stakeholders appear to be two sets of people: faculty of the MSW program and students in the MSW program. (We might add, parenthetically, that in devising the curriculum for this concentration in management and community practice, we consulted with the larger practice community in the state, and were guided by an advisory committee comprised of recent graduates, current students, employers, and social workers in macropractice in the community. It was on their recommendation, some years ago, that we included a course objective requiring students to learn how to plan and implement a simple community planning process.) In preparing this assessment plan and carrying it out, though, we involved faculty and students in the MSW program. As a faculty, we have long been devoted to assessment, since it is a fundamental activity of our profession. The plan was discussed and vetted by our own Assessment Committee. Results are going back to them concurrent with this report.

We also involved our master’s students in developing the assessment design. They had input in the selection of the course objective as one to evaluate, and in thinking through what approach to assessing student learning outcomes would be most useful to the program—and to them. Thus, one rich and perhaps unusual dimension of this evaluation of student learning outcomes is that the students themselves get to see their two responses—the pretest and the posttest (for the latter of which they received a grade). This is a positive and affirming experience for them, giving them an opportunity to see for themselves how they’ve grown in knowledge and competence.
Conclusions Drawn & Decisions Made as a Result of Assessment

The following decisions have resulted from this assessment:


1) We will revise the course units and contents to include additional attention to the selection of methods in needs assessments and asset mapping, in particular, to add one or two in-class case scenarios in connection with which students can think through the steps of designing a community planning process.


2) The results have suggested that we need to do a better job of tying together the content on empowerment approaches, selection of methods, and the use of workgroups in community practice. We are rethinking sequencing, and working on developing new activities to help students make these connections.


2) We will revise the scales for the next outing to include a dimension centered on the use of work groups.


3) We will try next time to add to the more global GAS scales, which get us to the big questions about practice, a small set of items in either checklist form or simple rating scales. Some of that content will be this: realistic estimations of time and resources required to complete the process the student is proposing, activities related to ending the project, and particular uses of techniques intended to make meetings effective. These get at aspects of designing a community planning process we want our graduates to know as they move into practice. Being sure students include this content (which we think they’re learning, but don’t know for sure) as they respond to the scenario will require some changes in the instructions for the assignment.


4) The learning value to students of seeing how they responded to a case scenario at the beginning of the semester and at the end was important enough that we would do it again even if we decide we don’t need the full outcome assessment.

Table 1: Goal Attainment Scale

	


Levels of attainment
	
Scale 1

Establishing and sustaining clarity of purpose.
	
Scale 2

Recognition of roles and responsibilities of key players and sustaining needed communication.
	
Scale 3

Selection of methods appropriate to the task and most likely to generate useful results.
	Scale 4

Recognition of environmental factors and context likely to affect the process and its outcomes.
	
Scale 5

Ability to recognize and articulate the principles that guided practice choices.

	(Score: -2)

Much less than expected level of outcome.
	Purpose and activities of the planning process proposed differ from that set out in the scenario.
	No reference or only passing reference to either.
	One method of data-gathering presumed to be sufficient. No apparent consideration of others.
	No reference to environmental factors or social context.
	Recognize two or fewer principles guiding practice choices.

	(Score: -1)

Somewhat less than expected level of outcome.
	Purpose and activities are consistent in part with the scenario, but either miss or add pieces.
	Consider authority relationships and keeps the board central to every aspect of the process.
	Offers more than one method of data-gathering with scant explanation.
	Passing reference to some of the social and environmental factors in the scenario.
	Recognize two or more principles, drawing at least one of them from social work practice theories.

	(Score: 0)

Expected level of outcome.
	Accurately discern the purpose of the needs assessment process, and exhibit some attention to communicating it to at least some participants. 
	Acknowledge role of board as decision maker, and appropriately channel the process for decision making.
	Good attention paid to methods of gathering needs assessment data, with choices clearly understood.
	Pick up on all the social context and environmental factors specifically mentioned in the scenario.
	Recognize and clearly articulate more than two principles, drawn from social work practice theories

	(Score: +1)

Somewhat more than expected level of outcome..
	Accurately discern purpose and attend to ensuring that participants in task groups understand it and stay on track.
	Recognize and use at least two levels of decision making arriving at and communicating to the board a proposed set of priorities.
	At least two data gather-ing methods well chosen, with some evidence of attention to methods for analyzing and making meaning of the data in work group(s)..
	Take into account some implications of social context and environmen-tal factors that go beyond the simple facts in the scenario.
	Recognize three or more principles making explicit connection to social work practice theories, and including some reference to ethical considerations.

	(Score: +2)

Much more than expected level of outcome.
	Attention given to communicating about purpose with participants at multiple levels. Recognize multiple levels of purpose, helping leaders clarify their understanding.
	Recognize and use multiple levels of empowerment and decision making Create feedback loops with participants in and after the planning process.
	Consciously choose methods for multiple aspects of the process.. Take into account needs, strengths, and limitations of both methods and participants.
	Building on the scenario, explore potential alliances and collabora-tions; seeks input from current partners and others outside the organization. 
	Recognize multiple principles—theoretical, ethical, and practical—and articulate the meaning and purpose of the choices.


Table 2: Results by Student

	Student 1
	Pretest
	Posttest
	Movement

	Scale 1
	-1
	0
	+1

	Scale 2
	0
	+1
	+1

	Scale 3
	-2
	+2
	+4

	Scale 4
	-1
	+2
	+3

	Scale 5
	-2
	0
	+2

	Totals
	-6
	+5
	+11

	
	
	
	

	Student 2
	Pretest
	Posttest
	Movement

	Scale 1
	0
	+1
	+1

	Scale 2
	-1
	+2
	+3

	Scale 3
	0
	+2
	+2

	Scale 4
	-1
	+1
	+2

	Scale 5
	+1
	+2
	+1

	Totals
	-1
	+8
	+9

	
	
	
	

	Student 3
	Pretest
	Posttest
	Movement

	Scale 1
	-2
	+1
	+3

	Scale 2
	-1
	+1
	+2

	Scale 3
	-1
	+1
	+2

	Scale 4
	0
	+2
	+2

	Scale 5
	-1
	0
	+1

	Totals
	-5
	+5
	+10

	
	
	
	

	Student 4
	Pretest
	Posttest
	Movement

	Scale 1
	-2
	-1
	+1

	Scale 2
	-2
	0
	+2

	Scale 3
	-2
	-1
	+1

	Scale 4
	-2
	0
	+2

	Scale 5
	-2
	+1
	+3

	Totals
	-10
	-1
	+9


Table 3: Results by Scale:

	Scale 1
	Pretest
	Posttest
	Movement

	Student 1
	-1
	0
	+1

	Student 2
	0
	+1
	+1

	Student 3
	-2
	+1
	+3

	Student 4
	-2
	-1
	+1

	Totals
	-5
	+1
	+6

	
	
	
	

	Scale 2
	Pretest
	Posttest
	Movement

	Student 1
	0
	+1
	+1

	Student 2
	-1
	+2
	+3

	Student 3
	-1
	+1
	+2

	Student 4
	-2
	0
	+2

	Totals
	-4
	+4
	+8

	
	
	
	

	Scale 3
	Pretest
	Posttest
	Movement

	Student 1
	-1
	+2
	+3

	Student 2
	0
	+2
	+2

	Student 3
	-1
	+1
	+2

	Student 4
	-2
	-1
	+1

	Totals
	-4
	+4
	+8

	
	
	
	

	Scale 4
	Pretest
	Posttest
	Movement

	Student 1
	-1
	+2
	+3

	Student 2
	-1
	+1
	+2

	Student 3
	0
	+2
	+2

	Student 4
	-2
	0
	+2

	Totals
	-4
	+5
	+9

	
	
	
	

	Scale 5
	Pretest
	Posttest
	Movement

	Student 1
	-2
	0
	+2

	Student 2
	+1
	+2
	+1

	Student 3
	-1
	0
	+1

	Student 4
	-2
	+1
	+3

	Totals
	-4
	+3
	+7


Part III

Student Learning Goal # 7

Update on Research

By Carolyn Turturro

The research sequence in the Graduate Program of the School of Social Work consists of a course in Research Methods and a Graduate Statistics course.  The major objectives of the sequence are to provide students with the knowledge and skills necessary to become critical consumers of research and to provide the groundwork for them to become lifelong learners.  

For several years prior to 2006, the research sequence was assessed through the use of a critical review of a journal article.  Students were given broad guidelines on things to look for as they critically evaluated the Introduction, Method, Results and Discussion sections of an article.  They then were to write a critique of the article.  However, due to the broadness and the qualitative nature of the critique, the assessment was difficult to grade, and the inter-rater reliability between professors was found to be poor.

In 2006, the assessment of the research sequence was revised.  The ability of students to read journal articles was still tested but our focus turned to whether students could understand and answer pointed questions about each section of a research article.  For example, a question about the Introduction was “Whether stated clearly or implied, what is the research question and/or hypothesis in this study?”  A question on the Methodology section was “What type of sampling was used for this study?  Was it appropriate for this particular study?  Explain your answer.”  A question for the Discussion section was “What do the findings tell us in terms of social work practice or intervention?”  Out of a total of 100 possible points for the assessment, points allocated to each of the article components were:  Introduction, 20; Methodology, 20; and Discussion, 10.  

The Results section of the assessment specifically asked questions about univariate, bivariate and multivariate Statistics.  For example, a question was “Describe the findings reported using Chi Square?  Were they significant? What did they tell us?”  Another question was “Generally describe the pattern of results in Table 3.  Were the tests significant?  What did they tell us?”  Fifty percent or 50 of the 100 points of the assessment went to questions focused on the Results section of the article.

In 2006, totally online versions of the Research Methods and Statistics course were offered for the first time in the Social Work department.  This year’s assessment allows us to evaluate whether students taking Research and Statistics courses online score comparably to students who take these course in the traditional live or face to face method of instruction. The table below shows the comparison of the online course assessment scores with two live face to face sections of the Statistics course.  The Live 01 course section was taught by the same instructor who taught the online section of the course. The Live 02 course section was taught by a different faculty member.  A third live face to face course was taught but its scores are not included here because the allocation of points for the assessment was broken down differently than it was for the other three course sections. 

The table below shows the descriptive statistics for the breakdown of points awarded to each of the four article components.  A comparison of the three sections of the Statistics course is shown for each article component.  In addition to the number (N) of students in each of the course sections, the table shows the mean or average number of points scored, the standard deviation, and the minimum and maximum score. One way Analyses of Variance were run comparing the course sections on their mean scores for the Introduction, Method, Results, and Discussion components of the article.  Total mean scores were also compared across the sections.  No significant differences were found among the course sections on any of the article components, nor for the total assessment scores.  

  Descriptive Statistics for Three Sections of 2006 Statistics Course

	 
	 
	N
	Mean
	Std. Deviation
	Minimum
	Maximum

	 
	 
	 
	 
	 
	 
	 

	INTRODUCTION
	Live 01
	18
	18.67
	2.169
	14
	20

	 
	Online
	13
	18.00
	2.273
	13
	20

	 
	Live 02
	12
	17.29
	1.644
	15
	20

	 
	Total
	43
	18.08
	2.101
	13
	20

	METHOD
	Live 01
	18
	17.72
	4.226
	13
	20

	 
	Online
	13
	15.23
	3.516
	10
	19

	 
	Live 02
	12
	17.29
	3.980
	10
	20

	 
	Total
	43
	16.85
	4.013
	10
	20

	RESULTS
	Live 01
	18
	41.42
	7.758
	27
	50

	 
	Online
	13
	40.54
	5.939
	30
	49

	 
	Live 02
	12
	41.50
	6.799
	30
	50

	 
	Total
	43
	41.03
	7.619
	27
	50

	DISCUSSION
	Live 01
	18
	8.94
	1.830
	3
	10

	 
	Online
	13
	8.62
	2.022
	4
	10

	 
	Live 02
	12
	8.75
	1.357
	6
	10

	 
	Total
	43
	8.79
	1.740
	3
	10

	TOTAL
	Live 01
	18
	85.75
	9.944
	71
	100

	 
	Online
	13
	82.38
	10.046
	66
	98

	 
	Live 02
	12
	84.83
	10.872
	70
	100

	 
	Total
	43
	84.48
	10.095
	66
	100


Students from all sections appeared to do well in the Introduction section, scoring an average of 18 out of 20 points or an understanding or mastery of about 90%.   Students from the three sections scored an average of about 17 of 20 points in the Methodology section, suggesting an understanding or mastery of about 85%.   Students from the combined three sections scored an average of 41 out of 50 points in the Results section, showing an understanding or mastery of only about 82% of the statistical component of the article.  Students from the combined sections scored an average of 8.8 out of 10 points of the Discussion section.  For the total assessment, the average score was 84.5, with a range of 66 to 100.      

The results of this year’s assessment of the Research sequence show that students generally show a strong ability to understand the Introduction and Discussion components of journal articles.  They demonstrate a moderate ability to understand and interpret the methodology and statistical components of research articles with some room for improvement.  This assessment shows no significant difference between online and traditional methods of instruction in students’ ability to understand research.  This is a positive finding, since the School is committed to comparability of instruction among course sections regardless of the delivery method of instruction.

Students often are able to read the Introduction and Discussion sections of articles prior to their ability to read and fully understand the methodology and statistical portions of research articles.  Collection of data pre and post this coursework will serve as an indication of the improvement students make upon completion of the Research sequence.  At this point it appears that students have an adequate ability to consume research upon completion of the sequence, but the extent that this ability is due to the Research sequence cannot be said for certain.  More careful study of the extent of this change will be monitored in future years.  
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