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Abstract  
 
This study is focused on understanding the history of girls’ education in North America, 
the purpose of after-school programmes and explore evaluation strategies for potential 
programme and quality improvements. It is specifically based on a case study with 
Indigo Girls Group, an after-school programme catered for girls ages 9 to 11 located in 
Guelph, Ontario in Canada. Regarding the research methodology, this study analyzes 
the programme manual, existing evaluations, feedback from attendants from the 
summer conference, and year-end evaluations by club participants and branch leaders. 
Furthermore, the results will be focused on a comparative analysis of evaluation 
methods from a range of literature from scholarly articles and journals, case study 
reports and excerpts by international organizations. Findings will recommend how this 
particular after-school programme can improve their evaluation strategies and 
performance, the importance of reassessing target audience and resource allocation, 
the implementation of a programme logic model (PLM) and Programme Quality 
Indicator, as well as a variety of creative evaluative tools for future use. 
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‘We have reason to conclude, that great Care is to be had of the forming Children’s 
Minds, and giving them that seasoning early, which shall influence their Lives always 
after.’  -John Locke, “Some Thoughts Concerning Education. The Harvard Classics” 

(1909–14) 
 

I- Introduction  

A) Background and Context 

According to the Canadian Women’s Foundation, girls between the ages of 9 and 13 are 

considered one of the most vulnerable as self-esteem and confidence levels plummets. 

This major research paper aims to study the historical and contemporary examples of 

the educational system, the rise and promotion of gender equality in after-school 

programmes and, finally the outcomes of these initiatives for at-risk children and low-

income families. It will also cover the basics of evaluation, its application and strategies 

that can be used for programming purposes. 

 

The National Research Council and Institute of Medicine synthesized a list of 

components that embodies positive youth development and ensures programme quality 

for youth programmes. They are as follows: physical and psychological safety, 

appropriate structure, supportive relationships, opportunity to belong, positive social 

norms, support for efficacy and mattering, opportunity for skill building and integration 

of family, school and community effort (Yohalem & Wilson-Ahlstrom, 2010). With an 

interest in after-school programmes (ASP) and girl-centered programming inspired by 

previous experiences of working with young children in the non-profit sector and 

environmental education, the purpose of this literature review aims to explore 

prospective improvements on after-school programme performance and evaluation. 
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This research will be based off of a case study with the Indigo Girls Group (IGG), an 

Ontario-based organization centered around educating, empowering and inspiring 

young girls ranging from ages 9 to 14. Through tailored activities and topics, the 

programme caters to different educational levels and socioeconomic backgrounds of its 

diverse participants. Further details on the methods used and data collection analysis 

are outlined in the following section. 

 

B) Overview 

This study will be exploring a case study of an after-school programme created for 

preteens, or “middle childhood” (Halpern, 2003) which will be explained in detail later, 

their challenges and successes and the methods for evaluating such programmes. A 

conceptual framework will discuss Indigo Girls Group’s desire to serve different 

communities and bridge the gap for peer to peer support in depth. 

 

This paper is divided into three main sections: section 1 will be a literature reciew 

focused on the broad history of education in various parts of the world in order to 

develop a better understanding of the topic to the current standing of after-school 

programming. It also examines evaluation method strategies which will assist the 

readers when considering the significance of the recommendations at the end of this 

paper. Section 2 examines the case study of an all-girls after-school programme, Indigo 

Girls Group, their past evaluations followed by a discussion on these results. To 
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conclude this paper, section 3 offers recommendations according to the literature 

review and evaluations based on programme performance and evaluation techniques 

which the organization, Indigo Girls Group, can choose to adopt at a later time. 

 

II- Methodology 

A) Research Design 

This major research paper aims to understand Indigo Girls Group which is a programme 

specifically for girls between the ages of 9 and 11, and their evaluation strategies 

through the scope of selective evaluation instruments and with the aid of the 

organization’s latest evaluation results. The research opportunity followed after a 

volunteer experience with this local group who are still in their early years of 

programming. According to Daponte (2008), organizations share a common fear of 

judgment that their programme may not be meeting its goals therefore breeding the 

paucity of evaluations. This reasoning may be applicable to the case of Indigo Girls 

Group as a fairly young programme. It is important that one be done so that program 

developers and sponsors can identify areas for improvement. With the gap in 

programme evaluation results and inconsistencies due to publication bias as Daponte 

states, knowledge of the evaluation field await to be explored.  

 

B) Limitations 

Concerning limitations, the scope of this review includes a combination of scholarly 

books, publications and journal articles written in English from North American and 
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European case studies for comparison. The time period to be covered is from the 18th 

century to early 2000s to grant the reader a comparative insight of some early and 

contemporary ideologies of the educational system and theoretical practices, with a 

majority of the articles published between 2004 to 2016. 

 

The literature review will include several themes such as prominent actors of the 

women’s rights movement and educational reform in North America, evolution of 

educational policies, the need for after-school programmes and why these programmes 

are important for children today. Although in-person visits were not conducted for this 

research due to time constraints, this paper does include textual analysis of the 

organization’s monitoring forms, reports, feedback from attendants from the summer 

conference, and year-end evaluations completed by participants and branch leaders. 

 

The limited amount of evaluation responses (as seen in Tables 2 to 4) by participants 

and branch leaders are noteworthy limitations for this study as well. Although other 

cities such as Kingston and Ottawa have contributed, to maintain congruent dataset, 

the data and analysis for this study are predominantly based on Guelph evaluation 

responses. Despite the amount of funding that goes into after-school programmes, 

obtaining information on how to achieve programme sustainability and quality 

assurance are still lacking. Some recommendations will be offered as alternatives to 

overcome these obstacles. Finally, as described in chapter 5, Indigo Girls Group has 

three core values which have not been adequately defined by the organization in the 
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programme manual. For the purpose of this study, an Oxford dictionary definition has 

been adopted for the consideration of readers. 

 

C) Data Analysis 

Applying different methods to collect data related to a programme’s capacity to provide 

resources for children and their future can be used and replicated for future studies in 

the field of evaluation (e.g., participant feedback, observation, survey, monitor and 

evaluation…). Notwithstanding the limited amount of evaluation responses received 

from Indigo Girls Group, this research will incorporate data gathered from previous 

semesters as a means for comparison, examples of evaluative approaches to 

programme performance and quality and the organization’s most recent programme 

manual as supplements to examine the research question.  

 

D) Inclusion/Exclusion Criteria 

The study will consist mainly qualitative data analysis of Indigo Girls Group’s previous 

programme and conference evaluations. This combination will paint a more holistic 

picture of the programme with the addition of literature ranging from scholarly articles 

and journals on evaluation methods, case study reports from the field of after-school 

programmes and excerpts from grey literature by international organizations. The 

recommendations exhibited at the end derive from a selection of evaluative options 

based on reports from various studies and institutions including the James Irwin 

foundation, Child Trends, Harvard Family Research Project, Boys and Girls Club Canada 
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evaluation reports, the Evaluation Toolkit for Youth Programme and the Capacity 

Building Series on educational assessment with the Ontario government.  

 

Conclusively, the assortment of results can offer a richer understanding and application 

of evaluative approaches to programmes like Indigo Girls Group. This paper will offer 

recommendations regarding future actions and areas the organization can improve. It 

anticipates that programme development through ongoing evaluation can influence 

quality and encourage programme participation for sustainability.  

 

III- Literature Review  

This literature review is comprised of two parts to expand the reader’s knowledge of 

programme performance and evaluation methods. The first part is on the history of 

girl’s education primarily from the western hemisphere which highlights the enduring 

marginalization and struggle for equitable education. It is followed by the contributions 

made by women figures and the enriching benefits of after-school programmes. The 

second part focuses on the foundations of evaluation and the strategies that can be 

applied when conducting an assessment. Finally, the paper will discuss these topics in 

the context of a case study with Indigo Girls Group as an after-school programme 

centered around young girls.  

 

A) Brief History of Girls’ Education 

i) Prominent Figures in the Rise of Girls’ Education 
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Intertwined with the plethora of changes physically, emotionally and mentally, the pre-

teen years is a time of growth, change and vulnerability, especially for young girls 

(Arain et al., 2013, p.450). Over the generations and across cultures, this period 

between childhood and adulthood has also evolved and adopted varying meanings. 

Deborah Simonton labels this period, “girlhood,” evading the underlying focus on boys 

“because ‘youth’ is often read as male, and because the term ‘adolescence’ is 

anachronistic” (Simonton, 2004, p.364). 

 

In 18th century Europe, education was not seen as a right but entitled for the elite and 

remained that way to maintain social structures; “school systems were often finely 

differentiating by class so that in individual countries contemporaries sent their children 

to institutions that corresponded to a specific social and educational ethos” (Tembon & 

Fort, 2008, p.3). The fight for girls’ education has been a long and ongoing struggle. 

Particularly, secondary education and above were reserved for the upper class who had 

better access and could afford school. As for the majority of the European population, 

the rural and urban poor would only complete elementary school before their 

childhoods transitioned to solely completing domestic skills. Moreover, courses taught to 

girls in school during the eighteenth-century were simplistic topics that conformed to 

gendered stereotypes, such as “basic reading and writing as well feminine activities 

such as needlework and dancing. Girls might also read Shakespearean plays and 

poetry” (Simonton, 2004, p.372). Nurturing knowledgeable women were seen as 

unfeminine and perhaps even threatening to the position and honour of men 
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(Simonton, 2004), therefore it was rarely encouraged within the society. Coincidently, 

north-western Europe experienced late marriages due to couples’ preferences for stable 

financial status prior to establishing a household together. This initiated the period of 

“girlhood” (Simonton, 2004, p.364) as a crucial phase of preparation. During their brief 

time in school, religion played an important role used as a foundation to influence good 

Christian morals, duties as a child and, later on, a wife.  

 

Some prominent figures from the 18th century are two distinct English female writers 

with opposing viewpoints: Hannah Moore (1745-1833), also a religious philanthropist, 

believed that education encouraged vanity and stifled moral growth; contrarily, Mary 

Wollstoncraft (1759-1797), an advocate of women's rights, thought that education 

fostered intellectual and human autonomy and that the quality of women’s education 

reflected well-being of the State, financial independence and duty of woman to herself 

(Tembon & Fort, 2008). It was a matter of time until women’s advocacy groups arose 

to settle these differences, “feminist movements varied within individual countries, but 

all the [countries] testify to how feminist ideas about women’s ability to reason 

circulated in the educational world and encourage the opening of schools or the 

organization of campaigns” (Tembon & Fort, 2008, p.4). Correspondingly, the mission 

at the Association Internationale des Femmes (1871) was designed to transform the 

mindsets and standards of what the modern woman deserves, “to work for the moral 

and intellectual advancement of women, for the gradual amelioration of her position in 

society by calling for her human, civil, economic, social and political rights” (Tembon & 
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Fort, 2008, p.4). Later on, the Women’s Liberation Movement of the 1960s advocated 

for equal educational opportunities for both sexes, followed by United Kingdom’s 

Education Reform Act of 1988, which was more concerned about adjusting the 

curriculum to meet the needs of the economy and market demands over the blatant 

gender inequality. Paradoxically, though the society gradually worked towards 

improving accessibility of girls’ education, women could not attain prominent positions 

in the educational hierarchy in the years that followed, contesting men for school 

headships, “male teachers and directors encouraged the early development of girls’ 

schools but prevented women from achieving positions of responsibility” (Tembon & 

Fort, 2008, p.5). 

 

ii) Gender and Racial Inclusivity in ASPs 

Although children were taught domestic tasks, the emphasis of preserving the male 

identity and improving the quality of boy’s education led to a greater divide. Men and 

women soon held differing roles in society therefore at an early age are socialized into 

the seemingly appropriate behaviours, mindsets and expectations. Following post-Civil 

War Era and World War II in the United States, women were invited into the labour 

force once the demand for more skilled workers was reevaluated. This movement 

simultaneously brought a widespread request for secondary education for women as a 

solution for increased skilled labourers for the war. 
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Racial clashes were also an issue in the 1950s due to the increase in immigration of 

families from the Caribbean and Asia to Europe. Black and Asian girls were excluded in 

education and policy created by negative stereotypes and biases. This marginalization 

eventually caused rising tension amongst differing backgrounds, as well as gender; 

Asian girls were the highest achieving among the working-class sample in a study 

conducted in 1985. African Caribbean girls were also more likely than boys to stay on at 

school to gain qualifications equivalent to those of their white peers. In the 1980s such 

evidence was used to suggest (inappropriately) that “dominant” African Caribbean girls 

and women were the cause of male disadvantage and underachievement (Tembon & 

Fort, 2008). 

 

iii) Identity Development through ASPs 

The pre-teen years, also known as “middle childhood” coined by Robert Halpern, is the 

period between the elementary and middle school years where children undergo 

prominent developmental changes, “children acquire (or fail to acquire) the knowledge, 

skills, and dispositions necessary for effective participation in their society” (Collins, 

1984 and Erikson, 1950 as cited by Halpern, 2003, p.115). These years are a time of 

self-exploration, habit formation and identity development which are the building blocks 

of adulthood. Children formulate and adopt a sense of identity and competence in their 

skills. With the guidance of an adult to help nurture these capacities, the child can 

successfully learn how to self-care as well as depend on their surroundings (Halpern, 

2003). In the context of identity and self-expression, self-care should be taken in the 
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literal sense of the word and not to be confused with Ruth Garner’s definition, outlined 

in the next paragraph. Depending on what type of goals and activities the after-school 

programmes are providing, they are typically suited to attend to a child’s individuality, 

interests and encourage their voice. Coincidentally, the after-school environment allows 

for in-depth exploration of tasks and activities rather than having the child feel rushed 

as if they have to master challenges instantaneously, “and they need time and space – 

to develop their own thoughts, daydreams and reflect, do nothing if they wish, be 

bored, try on and rehearse different roles and identities, learn friendship and how to 

handle interpersonal conflict, rest and be quiet, and not least have fun and take risk of 

their own design and choosing” (Halpern, 2003, p.122).  

 

A differing connotation of the term “self-care” is defined by Garner as time spent alone 

at home or hanging out without any adult supervision (Garner, 2002). Eventually, the 

accumulation of time can produce positive as well as negative habits in children 

depending on the group. Unfortunately, for example, rural residents and low-income 

families do not have the time or money to constantly keep an eye on their children or 

pay guardians, as they may be working multiple jobs to make ends meet. Due to the 

limited resources and options, these individuals would benefit most from these 

programmes. The National Center on Addiction and Substance Abuse (CASA) at 

Columbia University (2000) studied rural substance use amongst youth, “one learns that 

eight graders in rural America are 52% likelier than those in big cities to use cocaine, 

34% likelier to smoke marijuana,70% likelier to consume alcohol, more than twice as 
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likely to smoke cigarettes, and nearly five times as likely to use smokeless tobacco” 

(Garner, 2002). Ironically, most accessible drug treatment programmes and services 

were located in metropolitan areas and big cities. After-school programmes attempts to 

fill this gap in reducing excessive “self-care” time and the potential harms of being 

overly independent at a young age.  

 

iv) Consideration of Location and Activities 

After-school programmes were initially designed for the convenience of the local 

children of that community using unused spaces, such as churches and recreational 

facilities and centres. Concerning non-formal education and after-school programmes, 

especially for low-income households and at-risk neighborhoods, location is very 

important for the safety of the children. From the Journal of Learning for Development, 

Latchem suggests, “it is shown that the poor and least educated in the developing 

economies are likely to be discouraged and prevented by institutional/organizational 

barriers, situational barriers (such as insufficient time or resources for study, location 

and factors related to linguistic and ethnic minority status) and dispositional barriers 

(psychological factors which impede their participation)” (UNESCO, 2009). Indigo Girls 

Group captures a wide range of participants with its 5 locations throughout Ontario, 

Canada. Some cities like Guelph are fortunate to host multiple chapters taking place at 

the public library, community centres and in schools. 
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Unsupervised time can potentially create more harm than good. Consequently, the 

activities offered at after-school programmes are critical for stable attendance from the 

participants which will be discussed in-depth in the next section. Fostering a spirit of 

commitment and excitement can only be achieved through an inclusive, welcoming and 

safe environment. Jeffery Smirk (2008) quotes American author, Alfie Kohn who has 

written about human behaviour, education, and parenting, “when students are engaged 

and motivated and feel minimal stress, information flows freely through the affective 

filter in the amygdala and they achieve higher levels of cognition, make connections, 

and experience ‘aha’ moments. Such learning comes not from quiet classrooms and 

directed lectures, but from classrooms with an atmosphere of exuberant discovery” 

(Capece, Schneider-Muñoz, Politz & Noam, 2008, p.40). The quantity of time outside 

the classroom amasses however, it is the quality of learning activities conducted in 

after-school programmes that truly matter and realize academic and development 

benefits. A term used by Smirk in the case study, “Summer learning programmes and 

student success in the global economy” is the importance of engaged learning. This 

technique emphasizes being responsive to youth culture and needs as well as providing 

a stimulating environment (Capece, Schneider-Muñoz, Politz & Noam, 2008). Vandell 

and Su (1999) also add “one important challenge to programme planners is to serve 

older school-age children by offering activities they like. After all, if children do not like 

a programme’s activities or staff, they will stop coming […] If they stop coming, they 

may drift into some variety of self-care” (Garner, 2002, p.5). This reiterates that though 

accountability is important, attendance is dependent on the activities offered and 
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programme curriculum which can be accomplished through an interactive practice 

involving the participants. Whilst promoting programme sustainability, inclusion also 

ensures that each of the stakeholders’ voices, including participants, board members, 

funders and parents, are heard throughout the entire process to reach their objectives, 

especially those of the programme’s intended audience. 

  

B) Evaluation Strategies 

i) Significance of Evaluation 

It is important to highlight the significance of evaluation and the role it plays in after-

school programmes. As stated in Lauzon (2013), after-school programs are vital to the 

lifelong learning infrastructure particularly if they have a positive youth development 

focus. Besides the direct benefits through the activities performed in the club, it offers 

an opportunity for community engagement, a strengthened support system, diversified 

range of interest, and increased self-esteem for the young child similar to the goals of 

Indigo Girls Group. This is critical especially for those youth who may experience 

marginalization from the formal educational system. These positive developmental 

outcomes are accomplished through “structures and opportunities to develop and build 

competencies and to foster their growth and development while providing a safe and 

supervised space” (Lauzon, 2013, p. 754). Furthermore, these outcomes can influence 

positive youth development framework and resilience towards adverse life 

circustmances which, according to Kroevetz, include: 
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• Social competence: the ability to elicit positive responses from others, thus 

establishing positive relationships with both adults and peers. 

• Problem-solving skills: the ability to plan based on seeing oneself in 

contrast and being resourceful in seeking help from others. 

• Autonomy: a sense of one’s own identity and an ability to act 

independently and exert control over one’s environment. 

• Sense of purpose and future: having goals, educational aspirations, 

persistence and hopefulness and a sense of a bright future (Kroevetz, 

1999, p. 121). 

 

These four dimensions by Kroevetz are reiterated in this study’s conceptual framework, 

as seen in Figure 3. Moreover, Learner et al. (2002) imply that though resilience is a 

great start, it should encourage children to “thrive” in after-school programmes as “an 

actor who strives to promote the well-being of both themselves and the larger 

collective; thriving is, in other words, being engaged” (Lauzon, 2013, p.766). 

The combination of such behaviours can breed a greater sense of leadership within the 

community and towards improving their social life and on issues of social justice. 

 

ii) What is the Relationship between Evaluation and Monitoring? 

According to the World Bank, evaluation is a “systematic and objective assessment of 

an on-going and conceptual project, programme or policy,” separated into three stages: 

design, implementation and results (Sera & Beaudry, 2007). The goals of evaluation are 
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to determine several things, including relevance (do objectives match the problems and 

needs?), fulfillment of objectives, development efficiency (is it timely and cost-

effective?), effectiveness (necessary intervention to achieve objective?), impact (what 

are the results of the project?) and sustainability (are there any lasting benefits?). 

Monitoring, on the other hand, is a continuing function to provide management and 

inform main stakeholders of ongoing progress, achievements of results and tracking 

these through regular collections of information. This will help assist in timely decision-

making, ensure accountability and provide a basis for evaluation (Sera & Beaudry, 

2007). Furthermore, monitoring typically feeds into evaluation as they go hand in hand 

depending upon the results and what needs to be modified. 

 

Programmes are designed and implemented purposively meaning there are intended 

objectives established by the founders. According to McDavid & Hawthorn (2006), prior 

to performing an evaluation, the evaluator needs to consider the issue of to what 

extent, if any, did the programme achieve its intended objectives? This will act as the 

base of the next phases assessing programme’s effectiveness, efficiency, cost-

effectiveness, appropriateness, relevance and adequacy to reach the objectives. Below, 

Figure 1 delineates the difference between a programme’s intentions (intended 

objectives cause the outcomes) and the programme’s actual results when we do the 

evaluation (observed outcomes). The question mark (?) is placed over the causal arrow 

raising the question of whether the programme or something else caused the outcomes 

we observe that may infer additional conclusions (McDavid & Hawthorn, 2006). It also 
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introduces the attribution question which examines if there were external factors in the 

environment of the programme that caused the observed outcome.  

 

 
Figure 1: Intended vs. Observed Outcomes (McDavid & Hawthorn, 2006). 

 
 

iii) Assessment Types 

Concerning the different assessment types, it depends on when or how often 

evaluations are being performed and its’ purpose, highlighted below in bold. For 

example, formative occurs for new programs and identifies opportunities for 

improvement so that the program can achieve its goals, objectives, mission, etc. On the 

other hand, summative occurs once the program is complete or when it is mature (does 

not have an end but the program is established enough to offer insights about 

achieving goals, objectives, etc). As stated in the Educational Assessment Landscape 

pamphlet (2013), there are diagnostic, formative and summative assessments: 

1. Diagnostic assesses students’ strengths, weaknesses, knowledge and skills prior 

to instruction of programme. This is norm-referenced, meaning it compares 

performance against national standards and averages, or other “norm” groups. It 



 25 

is best used to understand the strategies to improve the programme, any 

potential gaps, as well as individual growth; 

 

2. Formative assesses students’ strengths, weaknesses, knowledge and skills 

while/during instruction of programme and occurs regularly. This is criterion-

referenced, meaning it measures the students’ performance against goals, 

specific objectives or standards. This evaluative activity emphasizes on processes 

to make data-driven decisions (Daponte, 2008) to improve learning and 

adjust teaching practices. It is best used when setting goals, identify growth, 

evaluate quality, as well as self-internalization and reflections; 

 
 

3. Summative measures students’ achievements at the end of programme (e.g.: 

final examination). Interim, or benchmark, measurements evaluates the 

students’ performance at the end of grading period through a standardized 

approach. It assists in decision-making and measuring the extent of 

achievements based on the programme’s learning outcomes. Also named the 

“report card” because it determines the extent of the programme’s effectiveness. 

It typically shows the “highlight reel” of a company which may not be fully 

representative of its current situation as successful evaluations are displayed 

whereas unsuccessful assessments are hidden from the public’s eye (Daponte, 

2008). 
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Figure 2: Summary of Key Questions and Steps in Conducting Evaluation Assessments and Evaluation 

Studies (Stufflebeam & Scriven, 2001). 
 

 
Above in Figure 2, Daniel Stufflebeam and Michael Scriven from the Checklists Project 

offers a total of 15 questions when conducting a programme evaluation, including 10 

for planning the evaluability assessment phase and 5 from the evaluation study itself. 

This process certifies that the evaluation is user-driven by identifying and involving all 

stakeholders from the inception. In the case of Indigo Girls Group, these include, but 

are not limited to, programme managers, external agencies, participants of the 
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programme or governing bodies and board of directors (McDavid & Hawthorn, 2006). 

By explicitly inquiring about the purpose of an evaluation, the evaluator can gauge 

diverse interest groups who hold different agendas. In order to combat biases and 

rigged results, it is best to work alongside clients to develop a list of questions they are 

interested in, which may necessitate “educating them about the realities of working 

within a budget, challenging them as to the relative importance of each issue, and 

identifying those questions which are not amenable to answers through evaluation” 

(Owen & Rogers, 1999, p.69). 

 

Predictably, there is a deficiency in available resources for sophisticated research 

designs, for example, time, skilled human resources to conduct evaluation, organization 

support and money that require larger expenditures. Many non-profits and start-up 

organizations such as Indigo Girls Group may encounter this issue. This should be 

considered early on when forming the evaluation plan. A technique that can be helpful 

is seeking baseline data and previous evaluation results as well as data from similar 

programmes to gather meta-evaluation analyses to temporarily fill the gap (Stufflebeam 

& Scriven, 2001). Existing studies can summarize what we currently know on the topic, 

compare programmes through what has or has not been published and determine its 

credibility. 

 

This rigorous learning experience grants insight on the organization in which the 

evaluator may be invited to suggest future recommendations for the study. Finally, 
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when deciding on an appropriate research design that will satisfy the evaluation request 

based on the questions and resources available; it is important to note that the 

structure and order of these questions may differ depending upon discussions with 

programme managers and stakeholders involved. The purpose in building a programme 

logic model is to describe a programme through a visual representation of how it is 

intended to work, including available resources to meet the objectives and can be 

converted into programme activities to produce intended results. In the context of 

Indigo Girls Group, forming a programme logic model can clarify their priorities and how 

organizational inputs directly translates into outputs that is driven by the desired 

outcomes (short term, intermediate and long-term). Furthermore, it facilitates 

programme evaluation and performance measurement for the future (McDavid & 

Hawthorn, 2006). This process is expounded in more details as seen in Figure 4 of the 

Conclusion along with a prospective programme logic model. 

 

iv) Question Types 

After selecting the appropriate candidate(s) and assessment, the following step is 

equally important when choosing the right question type. There are strengths and 

weakness to each of these approaches depending on the answers the stakeholders and 

evaluator are seeking. Some outcomes can be qualitative or quantitative or a 

combination of both. Below are selected collections of question types to be considered 

when conducting an assessment: 
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1. Multiple Choice can either include constructed response (one part) or extended 

constructed responses (multi-part); 

2. Technology-enhanced uses technology to collect evidence that the student 

understands the problem; 

3. Performance Task includes more than one correct answer and requires 

constructed responses or performed demonstrations;  

4. Needs Assessment is a systematic process to collect and analyze information on 

target groups such as to help curriculum development or identify deficiencies in 

knowledge, skills, behaviours and attitudes;  

5. Questionnaire Surveys elicit written responses through quantitative measures to 

obtain frequency of responses and weighted with numerical value (anonymous 

and great for large samples); 

6. Interview grant in-depth insight though structured conversations based on 

personal knowledge and perspective (not anonymous and administered for 

smaller samples); 

7. Focus Group participants must meet the criteria of consumer, service or activity 

profile and requires a skilled facilitator to create synergy, plan and develop core 

questions, moderate and analyze responses (not fully representative of target 

audience but can elicit unpopular views and constructive criticism); 

8. Environmental Scans are non-threatening and unobtrusive check of existing 

resources which can either be internal (within institution) and external (outside 

institution) (The Learning Journey, 2013). 
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In multi-stakeholder partnerships, each member approaches the evaluation and its 

questions differently. For example, Daponte notes that funders may inquire about the 

use of resources prior to deciding if funding is to be cut or expanded. On the other 

hand, programme directors are focused on their efforts and if the programme intentions 

are appropriate and effective. Additionally, current and prospective clients are also 

considered in this equation regarding the current status of the programme and how it 

compares to others. This can be achieved through informal interviews with major 

stakeholders to gain a sense of their priority and pinpoint a common vision, if any 

(Daponte, 2008). Predictably, this course of action is very time-consuming for the 

evaluator and must be elaborately planned when selecting key stakeholders to 

represent a holistic view of the organization. 

 

Evaluation is founded on credence therefore it is important to note the benefits, 

challenges and values that an external or internal evaluator can bring to the table. As a 

newcomer, an external evaluator would need to develop an understanding of the 

organization, its programmes and initiatives, the personalities involved and the culture. 

Trust can only be built with time and familiarity (Daponte, 2008). The hiring personnel, 

be it the organization or any other stakeholder, can choose to invest in this start-up 

cost and later use that same evaluator as a repeated client. Internal, or in-house, 

evaluators are current staff members who may have had some experience or prior 

training in evaluation. They are familiar with the organization, its programmes and have 
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access to internal documents, recorded history and context of the organization. Having 

an internal evaluation may be time-saving and cost-efficient over hiring a new affiliate, 

however there may be biases and conflict of interests owing to the close relationship an 

internal evaluator may have with a programme. This latter method is most advisable for 

internal purposes of programme improvement (Daponte, 2008). Daponte recommends 

the organization to design a preliminary evaluation plan, a list of stakeholders and 

questions which would then be finalized in collaboration with the external evaluator. 

 

v) Role of the Evaluator 

Evidently, the evaluator plays the most central role and holds a complicated position. 

They are expected to be a neutral third party who is familiar with the programme as 

well as the community it serves, and the goals desired from all stakeholders of the 

after-school programme. They also serve as a communication channel of information 

exchange amongst all parties involved. A strong and dedicated community can evoke 

better membership participation and overall results of programme success. In regard to 

the evaluation infrastructure, Fashola designates four factors that may influence the 

relationships between evaluator and the stakeholders: inclusion, communication, 

potential problem areas and documentation. Inclusion ensures that all members are 

involved from the creation of the programme to emphasize group strengths as well as 

gain familiarity with the goals and programme design. In addition to establishing clear 

goals, dates and deadlines, consistent and quality communication practices encourage 

“collectiveness,” which instills the notion of ownership and responsibility and, in turn, 
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will produce beneficial results for all (Fashola, 2002, p.80). This foundation reduces the 

risk of misunderstandings and further encourages openness, honesty and transparency 

amongst all members to accurately measure progress towards their goal. Finally, data 

replication and comparison are possible through documentation which records the 

impact and efficiency of the after-school programmes and funding for future 

developments (Fashola, 2002). 

 

All parties involved must share a commitment to acknowledge the importance of 

evaluation in the first place. Evaluation provides information about the successes and 

failures of a particular programme and reveals “what could or should be changed, how 

it should be changed and why it should be changed” through accountability, shared 

results and influence of the educational reform (Fashola, 2002, p.88). More importantly, 

the data retrieved from a sound evaluation can be disseminated to educate 

policymakers, researchers, educators, educational consumers, and other stakeholders 

involved in after-school programmes. Interestingly, Daponte presents some criticism 

regarding the paucity of evaluations. One would figure that more results would lead to 

a greater understanding of certain programmes and the efficacy of interventions in the 

first place, whether they may be successful or failures. However, despite these hopeful 

intentions, there is still a strong resistance leading to unavailability of evaluations that 

are not shared out of fear, judgment or embarrassment. This publication bias where 

only successful reports are publicized ultimately breeds gaps of knowledge due to lack 
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of information along with over and underestimation of desired effects on the initiative 

(Daponte, 2008). 

 

vi) Implications of Evaluation & Monitoring in ASPs 

According to “Building Effective Afterschool Programmes,” in most recent years there 

has been a lack of research based on the effectiveness of after-school programmes and 

its relation to the academic improvements of the child (Fashola, 2002). This gap is 

problematic for many reasons as it restricts the advancement of after-school 

programmes. Another major loss which ultimately discourages future funding is the 

potential for evaluation replication that can be shared amongst existing programmes. 

The risk in not sharing analyzed findings conveys to stakeholders and funders that 

after-school programmes are not important nor effective in improving the target 

population and communities (Fashola, 2002). Furthermore, a very critical aspect of a 

successful evaluation is the inclusion of various members from stakeholders, funders, 

parents, volunteers and the children into the conversation when creating the evaluation 

format. This will demand active reflection from each member and bring forward 

expectations as well as challenges to be addressed. In order to demonstrate “evidence 

of effectiveness and generalizability”, defined below, Fashola suggests certain variables 

as baseline data that should be considered in evaluations: gender, ethnicity, 

socioeconomic status, grades, pretest scores, attendance and English proficiency. These 

two terms are defined as so: “evidence of effectiveness interprets the results of a 

specific after-school programme rather than a result of any intervention…” whereas, 
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“generalizability helps schools decide whether the programme being presented are 

applicable to the populations they serve” (Fashola, 2002, p.75). These variables can 

generate a preliminary survey to be conducted at the start of the programme as well as 

at the end to compare results and can later qualify as evidence of evaluation. 

 

Regarding the difficulty of determining and evaluating the quality of after-school 

programmes, Hirsch, Mekinda, & Stawicki suggests that a positive youth development 

setting and environment should encompass the 5Cs: competence, confidence, 

character, connection and caring (Benson, Mannes, Pittman & Ferber, 2004; Lerner, 

2004). Nevertheless, “quality” remains an abstract and subjective factor but an 

important one to measure. Again, concerning programme implementation and 

evaluation strategies, Hirsch et al., proposes having established universal after-school 

programme features which will include standards and guidelines that considers the 

needs of diverse participants, accompanied by a section targeting individual and special 

population features (specific needs to particular community or subpopulation). Finally, 

from brainstorming sessions to the evaluation results, it should be reiterated that all 

stakeholders should be invited and encouraged to participate in creating the most fitting 

programme for the community (Hirsch, Mekinda, & Stawicki, 2010). 

 

Although surveys are important to conduct and maintain, there remains a gap in the 

field of after-school programme evaluation data. Dosage is another term used in the 

article, “More Than Attendance,” by Hirsch, Mekinda, & Stawicki (2010) to consider a 
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participant’s frequency of attendance, duration and exposure to the programme. For 

various reasons, it does not equate or can replace an official evaluation as it is 

unrelated to the programme’s established goals. Children may or may not have the 

innate desire or inclinations to be present unless a situation at home obliges them to. 

Moreover, participation is not synonymous with attendance as this requires active 

engagement and interest in the classroom activities. This is ultimately dependent upon 

the programme’s design and implementation quality along with the quality of 

experience the participants are receiving. This is why engaging children and their 

parents prior the start of the programme is crucial in order to align common goals and 

meet their expectations to guarantee stable attendance and active participation.  

 

vii) Quality Indicators in Evaluation 

In order to attain the most meaningful and highest quality of evaluation that can 

potentially propel Indigo Girls Group’s advancement would be through an active and 

ongoing collaboration with the young participants. Incorporating their opinions, ideas 

and voices into the curriculum can drive the programme. Because the programme’s 

mission and objectives are largely intangible (“to educate, inspire and empower”), 

creative and innovative approaches can translate their successes into measurable, 

tangible results for stakeholders and to improve programming. With that said, it is 

imperative to record and feature prospective members through recruitment, 

experiences of current participants and feedback from the alumni of the after-school 

programme as explained in Table 1. Quality indicators aim to record potentially useful 
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information at the very beginning of a programme in order to build a database that can 

be used as reference for future purposes such as post-programme feedback and 

surveys. This table is separated into three columns (staff/faculty, participants, and 

graduates) with specific suggestions on how to use the captured information for each 

row. The suggestions summarize the types of activities that can take place in this 

study’s recommendations for programme performance section.  

 

Table 1. Quality Indicators for Programme Evolution (OCAV, 2010). 

 
 

Engaging communities requires a feedback loop that encourages agency amongst all 

group members and stakeholders. This method emphasizes “the value of civic 

participation in a democracy, the legitimacy of people’s desire to have a say in decisions 

that affect them, and the push for governments to be more responsive, reflexive and 

accountable,” characteristics which exhibit the best practice (Eversole, 2011, p.55). 

Finally, the role that accountability and agency plays within communities of practice is 

fundamental for the overall sustainability of a programme or project. When successful, 

 Staff/Faculty Participants Graduates 

Information to be 
Captured for Quality 

Indicators  

 Qualifications 
 Research and scholarly 

record 
 Percentage of sessions 

taught by permanent or 
non-permanent 
(contractual) staff/faculty 

 Assignments and 
qualifications of part-time 
or temporary staff/faculty 

 Applications & registrations 
 Attrition rates 
 Time-to-completion and final-

year academic achievement 
 Graduation rates 
 Academic awards 
 In-course reports 

 Rates of graduation 
 Volunteer 

engagement/employment six 
months and two years post-
programme 

 “Skills match” and alumni reports 
on programme quality when 
available and when permitted by 
the Freedom of Information and 
Protection of Privacy Act (FIPPA) 

Suggestions  
(Explained in 

Recommendations for 
Programme 

Performance) 

 Programme Quality 
Survey 

 Facebook Groups 
 Community Events 

 Personal information 
capture at registration & 
end-of-program 

 Formative Evaluation 
 Report Cards 

 Programme Quality Survey 
 Facebook Groups 
 Community Events 
 Opportunities for mentorship 
 Automated email list for 

alumni 
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there is the implication of shared benefit and rewards for all. Strategizing towards 

creating a well- rounded year-end evaluation that requests for the participants personal 

information for follow up purposes can be greatly beneficial for positive curriculum 

evolution, exemplified in Figure 3. A detailed application of quality indicators and 

suggestions for use are offered in the final chapter of this research paper.  

 

C) Conceptual Framework 
 

As seen in Figure 3, with after-school programme being at the center of the framework, 

it is aimed to encapsulate the goals of Indigo Girls’ desire to serve the local community 

and bridge the gap for peer to peer support that was lacking in Guelph.  

 

This figure begins with a rights-based approach to after-school programmes 

summarized in box 1 (top) concerning who benefits directly from the programme and 

its purposes. This is supported by the local resources that the community already has in 

place, situated in box 2 (right) including human resource, space use/location and 

financial support to establish the club. In box 3 (bottom), the expansion of networks 

occurs as the programme progresses and upon receiving initial feedbacks from 

participants and branch leaders. Proactive outreach efforts and collaboration between 

communities can increase solidarity, security and overall support as well as add to the 

database of local residents, particularly those who may be isolated from the 

programme. By the same token, a strong network instills a greater sense of belonging 

for an individual, a community that can help improve personal skills and explore 
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passions as well as fulfill academic requirements and increase employment 

opportunities, seen in box 4 (left). Additionally, an evaluation can offer insights on the 

programme’s current status, its successes and shortcomings to be addressed. 

 

 

Figure 3: Conceptual Framework on Performance and Evaluative Outcomes of After-School Programme  

 

 

 

1. Rights-Based

•Bridges under-served/islolated communities with 
access to resources

•Introduction to diverse/inclusive environment

• Provides "safe-space" over "self-care"

2. Utilizes Local Resources

•Welcomes variety of backgrounds as 
stakeholders

•Volunteers for overall community 
improvement

•Student recruitment for programme 
sustainability (community service, class 

credit, capstone requirement...)

•Uses vacant/unused space (churches, 
school, community centres...)

3. Expansion of Networks

•Ongoing and active community outreach 
efforts

•Collaboration with nearby communities

•Database collection of past, present and 
prospective participants/staff/stakeholders 

for feedback and insights

4. Provides New 
Opportunities

•Greater sense of belonging

•Increased overall confidence 
and security as being part of 

supportive community

•Evaluation and monitoring to 
measure programme goals and 

achievements

After-School 
Programme 
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IV- Literature Review Discussion 

A) Impacts of Inclusion in Girls’ Education 

The gender dichotomy has bred more obstacles than opportunities for the children’s 

future. It was not until the post-Civil War era that education and the position of women 

in the American society was regarded as an indispensable measurement of 

advancement in civilization. Referencing back to gender differences and the curricula of 

the early 20th century, particularly in Europe, psychologists and scholars acknowledged 

the demand for both a standardized common curriculum as well as individualized to 

accommodate “emotional and temperamental differences” between girls and boys. This 

2-part format, standardized or individualized curriculums, was later adopted in after-

school programmes as a holistic measure of programming (Tembon & Fort, 2008). 

 

 “Girlhood” as illustrated by Simonton (2004) is a time of exciting discoveries. The 

influence of one’s surroundings is fundamental for youth as these early experiences 

with our peer’s shape who we are going to become. According to the results of a 2018 

survey by the National Center on Education and the Economy (NCEE), Ontario’s lower 

secondary school students (middle school) average 6-hour school days, amounting to 

just under 18% of a full week span. This grants nearly 50% of their time for familial 

and community obligations, extracurriculars and after-school programmes, or towards 

self-care time with peers. Like after-school programmes, the amount of time in class 

during the regular school day does not compare to the quality of how that time is spent 

through the lessons and activities executed. Activities should be designed based upon 
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the community it serves and should take into consideration the needs of the target 

population prior to implementation. Additionally, other factors to consider are the age 

range, education levels and individualized interests to guarantee steady attendance 

rates and engaged participation for the most effective and positive results. 

 

Recognizing this shift and the potential impacts of after-school programmes for the 

Canadian society, RBC After-School Grants Project announced a $2.6 million in funding 

for after-school programmes and community-based organizations across Canada in 

2011. It has previously supported over 227 after-school programmes since the initial 

project in 1999 (Braden, 2011). Similar to Indigo Girls, they believed that offering 

children a safe and supportive environment for scholarly and developmental activities 

through after-school programmes can offer a wealth of benefits to children and families, 

such as academic achievement, enhanced social skills, refined sense of discipline and 

responsibility while simultaneously providing a peace of mind for parents. Some results 

from this effort include lower dropout rates as well as the ability to foster positive and 

secure relationships with surroundings. Likewise, the best practice should take into 

serious consideration long-term programme participation for the most efficient 

outcomes. 

 

B) Purpose and Application of Evaluation Strategies 

As previously mentioned, there are different types of evaluations that can take place. 

The collective, or stakeholders, determines the type of data to be measured which can 
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be comprised of either formative or summative information. The first option allows for 

descriptive material, for example, to depict the programme’s atmosphere and daily 

activities as well as document victories, challenges and lessons. Beyond the classroom, 

any updates or changes in participants and stakeholders should also be archived for 

future analysis. The latter implies quantified evidences of long-term analyses of 

observed data. Summative evaluation compiles and examines data for impact and 

effectiveness, which takes into consideration Fashola’s aforementioned “evidence of 

effectiveness and generalizability” variables to track participation and progress. Both 

types of evaluation can include both quantitative and qualitative information with the 

main difference being their timing and purpose.  

 

Depending on the information the evaluator is seeking, questions can range from name 

and date of birth to in-class involvement and measured academic growth. In many 

cases, both evaluation methods are used simultaneously to construct a stronger 

argument as evidence of progress in the programme. From the majority of the articles 

examining curricular activities, the meaning of quality after-school programmes and the 

importance of evaluation, three concepts remain that intertwines all stakeholders: 

inclusivity, ongoing engagement, and feedback. Inclusivity is necessary on all levels, 

from the children, parents, leaders, policymakers, evaluator, as well as at every step of 

the way. Active engagement gives everyone as sense of value, ownership and voice 

that constitutes the building blocks of their community. It aims to address 
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accountability, honesty and openness, ultimately benefitting all members contributing to 

the programme development and infrastructure. 

 

Lastly, evaluation and feedback reassure that expectations are met and that there is 

progress towards the established goals of the community. It should be recognized as a 

mandatory component of after-school programming as it establishes the organization’s 

standing and its relevance to current goals, efficiency and effectiveness in aligning and 

carrying out its objectives, the potential impacts and, finally, the sustainability of the 

programme. The results gathered from these evaluations, though insufficient in amount 

to protect reputations, are vital information for funders and prospective individuals 

seeking to get involved (Sera & Beaudry, 2007). Programme sustainability is partially 

achieved through deep analysis and consistent evaluation which can be disseminated to 

other interested parties. Although evaluation is a sensitive and tedious task that 

demands commitment and a quality after-school programme requires multiple 

components to function, this combination can lead to more exciting discoveries and 

offer suggestions on how to improve strategies.  

 

V- Case Study: Indigo Girls Group 

A) History 

The Indigo Girls Group (IGG) is a southwestern Ontario empowerment organization that 

began in 2013 run by young women for young girls between the ages of 11 and 14 

years old in grades 4 to 8. With Guelph as its home-base, there are currently 2 active 
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locations along with the Kingston branch and plans for expansion in London, Ottawa 

and Toronto by 2018. The Indigo Girls Group operates as a free after-school 

programme heavily focused on youth engagement and discussion-based learning while 

creating a welcoming “safe-space” for girls to learn and grow. What makes Indigo Girls 

special is its ability “to operate to meet the needs of their unique communities whilst 

maintaining the IGG mantra, “young women inspiring young women’” (Heagle & 

Nersesian, 2018, p.5). 

 

The name Indigo comes from the folklore shared by the founder’s mother, Adele 

Heagle, as a young girl, “Indigo children were supposedly put on Earth as wise beings 

that would create positive change around them” (Heagle & Nersesian, 2018, p.6). 

Inspired by this tale and wanting to instill the concept of 'indigo' within young girls in 

her community, Adele immediately noticed a gap in girl’s programming in Guelph: there 

were limited opportunities for accessible spaces and a high need for peer to peer 

support. From this point on in 2013, Heagle endeavored to create the first pilot club at 

Parkwood Gardens, engaging 30 girls weekly during the first year. Overtime, this 

expansion brought forth new niches that presented opportunities for collaborations 

within the community, including workshops, conferences and public speaking events. 

Most importantly, Indigo Girls Group has a growing reputation of working with local, 

passionate university students who are trained to become branch leaders that enhance 

the program’s foundation. These individuals act as community pillars and positive role 
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models to the young participants into becoming confident women while creating an 

impact on the world around her. 

 

B) Mission 

The organization’s goal is for its participants to complete the programme with a 

stronger sense of self-determination, empowerment, and inspiration which are 

Indigo Girls’ core values. Over the course of 1 to 6months(s), each weekly session lasts 

about 1.5-2 hours long covering specifically-tailored topics ranging from body image 

and confidence, bullying, empowerment, expression and individuality, self-love/care, 

STEM, gender identity, leadership, passions & purpose. These sessions are presented 

by trained club leaders or through collaborations with community groups such as 

university students and local professionals, namely women figures. 

 

C) Important Keywords 

The following three keywords stressed below in bold, which also happens to be Indigo 

Girls’ core values, has not yet been defined by the organization. For the purpose of this 

study and for some enlightenment on these concepts, the English Oxford Living 

Dictionary definitions has been adopted, outline below: 

 

- self-determination: the process by which a person controls their own life;” 
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- empowerment: 1) authority or power given to someone to do something; 

2) the process of becoming stronger and more confident, especially in 

controlling one's life and claiming one's rights; 

- inspiration: the process of being mentally stimulated to do or feel 

something, especially to do something creative. 

 

It should be noted that due to this research paper’s qualitative nature, it is necessary to 

have a thorough understanding of the programme’s important terms, particularly the 

objectives they have for its participants. Moving forward, this paper hopes to stimulate 

innovative and creative approaches on how to measure these values through the 

appropriate evaluation format, which is to be conferred between the evaluator and the 

programme directors. 

 

VI- Results of Archived Evaluation  
 
As a supplement to the literature review on the history of girl’s education and 

evaluation procedures, this study integrates a limited number of evaluations and 

monitoring forms created by Indigo Girls Group. These are internally produced and 

conducted at different phases of the programme respectively completed by the branch 

leaders and young girls. For the following results, particularly Tables 2 through 4, the 

“club numbers” (1, 2, 3 and 4) are randomized therefore are not related per evaluation 

or per question. 

  
1. Branch Leader Monitoring Form – Fall 2017 
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The form was vague however with some explanation from the program director, this 

evaluation was from one of two branches performing this first trial run for the 

monitoring form, eliciting the low response rate. With 1 result in total,  

the terms “club reach” is defined as the number of participants in the club per week, 

whereas “workshop reach” could be led by branch leaders or other members of Indigo 

Girls conducting workshop-specific topics by requests. 

 

2. Annual Report - 2017 

Table 2. Annual Report 2017 

Evaluation Name: Season/Date: Number of Responses: 

Annual Report 2017 4 

Results: 

a) The question asked branch leaders the number of volunteers in 2017 versus what they anticipate 
for 2018: 

Club 1 - 0 in 2017; 5 in 2018 
Club 2 - 30 in 2017; to 70 in 2018 

Club 3 - 5 in 2017; to 8 in 2018 

Club 4 - 10 in 2017; to 14 in 2018 
 

b) The question asked branch leaders the number of clubs managed in 2017 versus what they 
anticipate for 2018: 

Out of 4 clubs, 2 leaders (50%) managed 1 Club and plan to manage 1 Club in 2017 and 2018 
Out of 4 clubs, 2 leaders (50%) managed 2 Clubs and plan to manage 2 Clubs in 2017 and 2018 

 

c) The question asked branch leaders the number of participants in the club in 2017: 
Club 1 - 0 in 2017 

Club 2 - 15 in 2017 
Club 3 - 25 in 2017; to 8 in 2018 

Club 4 - 30 in 2017 

 
d) The question asked branch leaders the number of workshops in the club in 2017: 

Club 1 - 0 in 2017 
Club 2 - 10 in 2017 

Club 3 - 1 in 2017 
Club 4 - 3 in 2017 

 

e) The question asked branch leaders the amount fundraised in 2017 versus what is anticipated for 
2018: 

Club 1 - $0 in 2017; $100 in 2018 
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Club 2 - $2,250 in 2017; $2,500 in 2018 
Club 3 - $0 in 2017; $1200 in 2018 

Club 4 - $300 in 2017; $500 in 2018 

 

 

3. Branch Leader Evaluation - Winter 2018 

Table 3. Branch Leader Evaluation 2018 

Evaluation Name: Season/Date: Number of Responses: 

Branch Leader Evaluation Winter 2018 4 

Results: 

a) The question asked branch leaders if they believe their branch has fulfilled their semester goals, on 
a scale of 1 to 10 (1 being not at all, 5 being neutral, 10 being exceptional): 

Club 1 – 30% 

Club 2 – 50% 
Club 3 – 80% 

Club 4 – 90% 
 

b) Based on the open-ended comments by branch leaders, 2 out of 4 which is half of the branches 

(50%) claim to have achieved their goals and successful fundraising attempt. This includes raising 
sufficient funds, an established team of volunteers and dedicated personnel, and creation of new 

partnerships from fundraising event.  
 

c) When asked about the branch’s alignment with Indigo Girl’s mission: 
Club 1 – 80% 

Club 2 – 90% 

Club 3 – 90% 
Club 4 – 90% 

 
d) Regarding the programme’s effectiveness to instill a sense of empowerment, self-determination and 

inspiration to its participants, from a five-level Likert scale ranging from Strongly Agree, Agree, Neutral, 

Disagree, Strongly Disagree: 
-1 member answered Neutral; 

-1 member answered Agree; 
-2 members answered Strongly Agree. 

 
Regarding the programme’s efficiency to meet proposed objectives and the use of current funds and 

resources, from a five-level Likert scale ranging from Strongly Agree, Agree, Neutral, Disagree, 

Strongly Disagree: 
-1 member answered Neutral; 

-2 members answered Agree; 
-1 member answered Strongly Agree. 

 

Regarding the programme’s relevance, it is defined ambiguously in the evaluation because it does not 
specify if the evaluator is comparing it to Indigo Girls’ mission and objectives, in a societal context or in 

the broad lens of after-school programmes. From a five-level Likert scale ranging from Strongly Agree, 
Agree, Neutral, Disagree, Strongly Disagree: 

-3 members answered Agree; 
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-1 member answered Strongly Agree. 
 

Regarding the programme’s sustainability to ensure long-term continuation of programme and create a 

meaningful impact for participants, two conclusions are emphasized:  
1) The focus on branch leaders and volunteers, where preliminary internal support breeds more 

encouragement and volunteers to help run clubs, creating a domino effect for long-term 
programme success; 

2) The focus on the participants (young girls), where the programme activities are based on 
and/or adapted to their needs and feedback collection should be frequently ongoing and 

enforced more thoroughly for long-term programme success. 

 
e) The evaluation requests from the branch leaders their levels of interaction with Indigo Girl’s Board 

Members (Executive Director, Director of Operations, Director of Programming). Regarding the Board’s 
representation of Indigo Girls’values in their demeanour, practice, and as a leader, from a five-level 

Likert scale ranging from Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree: 

-1 member answered Agree; 
-3 members answered Strongly Agree. 

 
Regarding the Board’s transparency, organization, and open communication channels with the team 

about expectations, due dates, events, etc., from a five-level Likert scale ranging from Strongly Agree, 
Agree, Neutral, Disagree, Strongly Disagree: 

-all 4 members answered Strongly Agree (100%). 

 
Regarding the Board’s consideration towards the branch leaders’ suggestions, opinions and decision-

making strategies for programme improvement, from a five-level Likert scale ranging from Strongly 
Agree, Agree, Neutral, Disagree, Strongly Disagree: 

-all 4 members answered Strongly Agree (100%). 

 
Additional comments by the branch leaders indicated several repeating concepts that could infer a 

greater sense of the Board’s overall behaviours towards the leaders, such as: 
organized, concerned, timely, communications through constructive criticism and supportive.  
 

f) Regarding Indigo Girls’ monthly branch meetings and the programme’s usefulness and importance to 
meet proposed objectives, from a five-level Likert scale ranging from Strongly Agree, Agree, Neutral, 

Disagree, Strongly Disagree: 
-2 members answered Agree (50%); 

-2 members answered Strongly Agree (50%). 
 

 

4. Baseline Evaluation Form - Guelph Fall 2018 

Table 4: Baseline Evaluation Form 2018 

Evaluation Name: Season/Date: Number of Responses: 

Baseline Evaluation Form Fall 2018 10 

Results: 

a) The question asked participants their understanding and knowledge of the term Empowerment: 
-Yes: 40% 

-No: 0% 
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-Unsure: 60% 
 

b) The question asked participants their personal definition of Empowerment: 

-Confidence*: 40% 
-Strong/Powerful: 30% 

-Self-control/mastery*: 20% 
-Other: 10% 

 
c) The question asked if participants felt empowered based on their above-mentioned definition: 
-Sometimes: 50% 

-Often: 20% 
-Unsure: 30% 

 
d) The question asked if participants consider themselves an Indigo Girl, given the prescribed 

definition, “in our minds an indigo girl is a young woman who is aware of her existence as a powerful 
person in the world:” 
-Yes: 40% 

-No: 10% 
-Unsure: 40% 

-N/A: 10% *  
 

e) The question asked participants’ personal interests:  
-Animals: 40% 
-Horses: 20% 

-Horses: 20% 
-Other: 20%* 

 

 
 
 

VII- Discussion of Archived Evaluations 

The discussions below are based on the results from the four Indigo Girls Group 

evaluations. As previously mentioned, responses were limited as the programme is fairly 

new and only recently began evaluating their branches and their leaders. Also, this 

discussion is based on the files from the Guelph branches as stated in the limitations 

because of the inconsistent evaluation responses all throughout the province. The 

recommendations at the end of this research is guided by the comments from the last 

two forms, “Branch Leader Evaluation - Winter 2018” and “Baseline Evaluation Form - 

Guelph Fall 2018” as they received the most responses from branch leaders.  
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1. Branch Leader Monitoring Form - Fall 2017 

Branch events and workshops should be surveyed after completion, granted the 

permission of participants. Those answers, although potentially minimal, can grant 

some insight on selective event and workshop effectiveness. There was only one 

response which limits discussion for this form. 

 

2. Annual Report 2017 

Pertaining to the branch leaders’ interests in managing 1 or more club for the coming 

year highlights an apparent motivation to continue with the programme. Pertaining to 

the amount of fundraising, each club is receiving an increase of at least $100 for 

programming. These calculations are set by branch leaders every August based on a 

budget template that considers all expenses from the previous year. This template sets 

the new school year’s fundraising goals and how the board members can adequately 

distribute funding between the clubs from the pool of donors.  

 

3. Branch Leader Evaluation - Winter 2018 

A) There is a major contrast between the branch that saw 30% and the one that saw 

90%. In the case of the stark contrast in goals being met, monthly branch meetings 

which are now in place can be a solution to dive deeper into the types of challenges 

and successes they face to reach an equilibrium amongst all branches. 
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B) With Indigo Girls, it seems to be a crucial aspect of planning to recruit volunteers 

early on. As the programme is mainly run by volunteers, more hands-on-deck can be 

beneficial in the long run, particularly during fundraising and the contribution of various 

sets of skills. The importance of volunteers and lack thereof was mentioned in two 

evaluations, invoking time issues for proper recruitment as well as differences in priority 

by the club leaders which was realized at a later time. As seen in Appendix B is a 

transition report template that can be applied for transitory volunteers. 

 

C) The efforts are still aligned to the goals to be accomplished despite setbacks of 

volunteer help and other issues that may have prevented full participation from the 

branch. Leaders stuck with the script in all their activities. The Ottawa branch 

specifically notes in the evaluation that one of the major influences seen at their 

location is due to the collaborative dynamic and contributions from the members that 

has strengthened that club. 

  

D) From these results, one branch appears to be thriving while another is struggling to 

attain the programme objectives. Each branch appears to have their own independent 

growth and operates on its own terms as participants and leadership skills differ. A 

factor to be considered is the limited answers due to the number of branch leaders that 

participated in addition to the option to decline a question. Interestingly, from the 3 

Likert-scale questions, there is a consistent response from one leader who chose 

Strongly Agree. This is potentially the Ottawa branch, who was the only one who 
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explicitly mentioned their location. We can depict from analyzing her in-depth 

comments on the ongoing status, the programme has had many accomplishments 

within the community.  

 

Restating the scope and definitions of each of Indigo Girls’ values is a critical 

determinant for respondents of the evaluation. This uniform approach grants clarity and 

direction for readers. Regarding the programme’s sustainability to ensure long-term 

continuation of programme and create a meaningful impact for participants, two 

conclusions are emphasized. First, the focus on branch leaders and volunteers, where 

preliminary internal support breeds more encouragement and volunteers to help run 

clubs, creating a domino effect for long-term programme success. Secondly, the focus 

on the participants (young girls), where the programme activities are based on and/or 

adapted to their needs and feedback collection should be frequently ongoing and 

enforced more thoroughly for long-term programme success. 

 

E) This approach offers a holistic overview from a micro to macro analysis of Indigo 

Girls Group. By allowing an all-encompassing evaluation assessing the leaders 

themselves, the programme quality, the participants’ needs, and the Board’s receptivity 

suggests a greater sense of community and transparency. The Board’s ongoing support 

prior to the beginning of the semester, along with their openness encourages stronger 

group dynamic that creates a comfortable space for branch leaders to voice opinions. 

This commitment from the organization provides a bottom-up insight on how they 
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function beyond serving the young participants and regard their team members as 

partners. 

 

F) Hosting virtual monthly meetings is a great tactic to keep multiple programmes in 

check and updated with one another. This ongoing and dedicated action takes 

significant effort from each member of Board and branch leaders therefore, from these 

results, it may be worth exploring the following discrepancies. The Board can continue 

their efforts to offer supplementary attention to any branches that require more 

resources and help in a timely manner. Alternatively, configuring an open-feedback 

system as presented in Table 1 can be useful (Facebook group, group chats, branch 

leader portal etc.) for branches that are outperforming to assist and advise those who 

are currently facing challenges. 

 

4. Baseline Evaluation Form - Guelph Fall 2018 

The baseline evaluation is to be filled out by the young girls during the first week of the 

programme, either alone or with parent/guardian. It is comprised of 4 main questions, 

with some sub-questions pertaining to specified interests or details on the participants.  

 

A) The uncertainty that is represented from this evaluation, resulting in a majority of 

the participants, can be a positive aspect. This opens the opportunity for Indigo Girls 

Group’s instruction on empowerment to potentially be receptive as it is an entirely 

foreign concept to most of the young girls in the club. 
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B) When defining empowerment, the participants came up with a few common and 

repeating terms. In the interest of this study, after analyzing each response thoroughly 

for the most appropriate term that encompassed a reoccurring concept portrayed by 

the participants, the word confidence came about (e.g.: “[having] power in yourself,” 

“being power-ful”). Another term derived from the participant’s answers would be along 

the lines of self-control/mastery (e.g.: “controlling yourself and not others,” “being the 

best you”). These responses insinuate the literal sense of empowerment, to gain power 

and recognizing that the self is a powerful being that has control over this. 

 

C) Based on their definition of empowerment regardless if it right or wrong, more than 

nearly 1/3 of the participants are unsure if they feel empowered. This may imply an 

unclear understanding of the word itself which leaders can use to their advantage and 

emphasize during the sessions so that it is clarified for the end-of-semester evaluations.  

 

D) Similar to the previous point, although almost half of the participants (40%) 

answered “Yes” to recognizing themselves as an indigo girl based on the definition 

given, there is also an equally high rate of uncertainty (40%). Although it is preliminary 

data, these responses can serve as small windows into the participants’ experiences, 

knowledge and self-image which can be an opportunity for growth and enlightenment 

throughout the programme’s duration.  
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E) This question raised a variety of miscellaneous interests potentially due to unclear 

instructions or shyness to state personal requests. Interestingly, out of 10 participants, 

only 2 elicited personal and intimate issues such as, "coping with stress & anxiety” as 

well as “relationships, puberty, consent, body image, birth control, physical health, 

confidence.” A potential activity to draw out more of these “real-world” topics from the 

young participants is as presented in Appendix D. The Token Survey can be anonymous 

by writing out all of their interests on a labelled jar and prioritizing whichever has the 

most tokens based on the participants’ responses. Furthermore, establishing a book 

club allows the girls to read at their own time and in the privacy of their room, followed 

by a group discussion so that they do not feel singled out. Book-based activities can 

reinforce this method and probe new ideas in the classroom. Conversely, reading levels 

may vary greatly which might cause some unanticipated setbacks for the group. 

Ultimately, prior to conducting the baseline evaluation, as early as the first session, it 

may be key to create a safe space where the young girls can feel comfortable disclosing 

interests without fear of judgment.     

 

VIII- Conclusion 

Complex organizational dynamics such as after-school programmes liked Indigo Girls 

Group require complex solutions, which can be challenged through a combination of 

evaluation methodologies. This last section is divided into 3 parts for coherence 

covering recommendations on improving evaluation, recommendations on programme 

performance and concluding remarks about the study. Based on their organizational 
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value, for example, some pressing questions include, “what is the determinant of ‘self-

determination’ in a child?”, “how can you quantify the feeling of empowerment and 

establish a threshold?” and “how do you prove that an individual has been inspired, 

specifically from the programme?” These attribution questions, previously defined as a 

programme being the direct cause of an observed outcome in its participants, presumes 

that long-term impacts are not fully and directly linked to one particular event, though it 

had the potential to encourage the motion. Taking into consideration the conceptual 

framework in addition to the background information derived from the literature review 

on what makes a successful programme and the analysis from the organization’s latest 

evaluations, we outline several propositions below to address some discrepancies.  

 

A) Recommendations for Improving Evaluation  

i) Reassessing Target Audience  

Firstly, Indigo Girls should ensure that it is reaching its intended audience and that 

participants are benefiting from the programme. Similar to evaluation practices, 

program directors should constantly reexamine the current approaches of selecting and 

stationing branches. Based on the manual’s Statement of Understanding and policy on 

the dedication to diversity and inclusion (Indigo Girls Group, 2018), the programme is 

designed to accommodate diverse youth and not solely in neighborhoods where 

convenience, funding or space are available. Removing any biases and favoritism that 

continuously benefit the advantaged can make a greater impact on the community it 

serves. As branches continue to expand locally and provincially, considering increased 
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community outreach and incorporation of the city’s census tract can assist in deciding 

locations that can benefit most from these types of programming. Obtaining this data 

can also grant insight on which communities it currently serves and how it can reach 

isolated populations.  

 

ii) Implementation of a Programme Logic Model  

Figure 4: Example of IGG Programme Logic Model 

 

A programme logic model outlines the operations and logic of the programme, its 

available resources, the target population and overall goals. A clear and concise 
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programme description can attract potential participants and programme staff who 

share the same visions about the intent and programme activities, justified in Figure 4. 

The limitations of a weak or lacking PLM can misinterpret the goals by choosing to 

focus on outcome measures rather than the reality of the programme. Including the 

programme knowledge from all members from the administrators as well as on-the-

ground staff who are conducting the activities with the youth on a weekly basis is 

indispensable for a strong PLM. This eliminates any biases of such stakeholders who 

might be influenced to present only the programme in the best light and might not be 

fully accurate or all-encompassing, “even subtle discrepancies in the various parties’ 

views of the programme can diffuse the programme’s effectiveness…the more focus, 

the greater likelihood that the programme will be successful in reaching its goals” 

(Daponte, 2008). 

 
 
Documents such as grant proposals, annual reports, manual, etc. are formulated for 

funding and development purposes, which may lead to a disconnect between the 

programme image and the reality. Evaluators should not rely solely on written materials 

for a thorough understanding of the programme. Consequently, evaluators are not to 

control the programme description based on subjective views or personal understanding 

of the programme by allowing stakeholders to modify unnecessary information. 

Needless to say, a comprehensive understanding of the organization as well as their 

short and long-term goals will allow for the evaluator to assess and apply the 

appropriate evaluation strategy. Tools such as the theory of change alongside a 
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programme logic model can guide this step, a preliminary draft based on Indigo Girls 

manual is seen below on Table 2. 

 Table 2: Example of IGG Programme Logic Model  

 
 

Programme logic models are made up of the history, objectives, structure and status of 

the programme to determine their key activities, its inputs as well as the 

flow/conversion of resources into outcomes (Stufflebeam & Scriven, 2001). This 

programme logic model has been adapted from Indigo Girls Group’s most recent 

manual. Defining a more specific and clearer target population may be helpful so the 

evaluator can match this description during their observations. It would also be 

interesting to understand Indigo Girls’ selection process for branch locations, especially 

Goals Assumptions 
Target 

Population 
Inputs and Resources Activities Outputs Outcomes 

Outcome 
Measures 

-Educate and 
create 

discussion 
surrounding 

current societal 
themes for 
girl's, locally 

and globally in 
safe, 

nonjudgmental, 
and supportive 
space to learn 
and engage 

 
-Self-awareness 
and peace with 

their mind, 
body, and soul 

“Youth 
engagement, 
discussion-

based 
learning, 

independent 
growth and 

development, 
self-esteem, 
mental and 

physical 
wellness, and 
equipping girls 
with tools to 

become 
change-

makers in life” 
 

“Address goals 
and help them 

to realize 
achievement” 

-Girls between 
9-11 years old 

 

-Yearly community and 
branch fundraising 

 
-Donations 

 
-Community 

centres/library/classroom 
as space volunteer 

 
-Branch/club leaders in 
ECE or social services 

field or similar 

-Class 
Engagement 

 
-Discussion 

 
-Speaker-

series 
(gender 
barriers, 

self-care, the 
role of 
women 
globally) 

 
-Media and 
advertising 

 
-

Environment 
-Mental well-

being 
 

-Women in 
STEM 

 
-Encouraging 
power and 

pride 

-Consistent/ 
growing # of 

attendees per year 
(attendance 

sheet/evaluations) 
 

-Expansion all over 
Ontario 

 
-Number of 
branch/club 

leaders 
 
 

-Agents of 
change 

 
-Enables 

leadership and 
passion within 
communities 

 
-Instilling 

values: self-
determination, 
empowerment, 
and inspiration 

-Attendance 
sheets 

 
-Evaluative 

forms 
(students, 
leaders, 

conferences) 
 

-Formative 
and 

summative 
evaluations 
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as they expand. This can be tied in with the organization’s target population and if they 

are successfully reaching these young girls.  

 

Regarding outcomes of this programme logic model, as Indigo Girl’s goals and values 

are largely conceptual, it would be beneficial to establish a sound measurement 

procedure for these results. Summative evaluations and the application of quality 

indicators, explained thoroughly in the next section, can be conducive to the 

organization’s growth and towards strategies for measuring impacts as well. Moreover, 

PLM can better define the boundaries of the programme by what it is and what it is not. 

These limits also determine the programme’s niche, services and activities because the 

organization’s resources and efforts are clearly highlighted. The existence of the PLM 

can ensure focus on the programme’s goals and not deter it from the initial mission by 

undertaking new activities (Daponte, 2008). 

 

B) Recommendations for Improving Programme Performance 

i) Addressing Change through Transition Reports 

Some comments on what can be improved for future meetings include consistent 

attendance of all branch leaders for more voices. Representation and perspectives are 

welcomed and reinforce team-spirit. Attendance concerns can temporarily be resolved 

with updates of a branch’s progress and the Indigo Girls programme through minutes 

recordings. It can be vital information for present and future members as a reference 

the programme’s development. One branch leader remarks the application of “transition 
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reports,” or succession planning as coined by Leadership New England (The Boston 

Foundation, 2017). The Boston Foundation (2017) continues by suggesting a business 

model to proceed with transitions in a sustainable manner. This includes a documented 

report that can be applied for different purposes such as training external candidates, 

promoting a successor from within, consider a different management model or, lastly, 

establish a strategic alliance with another organization. See Appendix A for an example 

of a draft transition report adapted for Indigo Girls. For non-profit organizations that 

depend on temporary student help and may encounter frequent turnover rates, this 

type of document can reduce the impacts and enhance the experience of following 

candidates. 

 

The lack of succession planning among organizations can be linked to multiple factors 

listed by Leadership New England as, “a lack of resources to support the work, weak 

communication between leaders and the board (particularly because the topic of a 

leader departing is a sensitive one) and misperceptions about what succession planning 

is” (The Boston Foundation, 2017). While tedious in creation and challenging to 

enforce, this recent launch of legacy binders by Indigo Girls can offer long-term benefits 

for organizations in regard to its sustainability, including access to previous knowledge, 

up-to-date status of company, availability of resources and overall ease of transition 

into position for new hires. Additionally, it can engage the exiting leader post their 

departure for evaluation and feedback purposes. Considering the turnover rate of club 

leaders and volunteers can further support the need of succession reports.  
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ii) Application of Programme Quality Indicator  

The programme can profit from enhancing the role of stakeholders and participants 

through ongoing community support and accountability. More specifically, consistent 

evaluation collection and analysis to determine the current state of the programme, 

their achievements as well as any shortcomings. Ultimately, in regard to measuring the 

impact of the programme, establishing a communication channel early on to actively 

engage with former staff and participants beyond the duration of the programme can 

provide valuable feedback as noted in Table 1. Suggestions include the formation of a 

mentoring programme between alumni and current members through school and 

community partnerships (“big sister” programme, credits towards graduation, 

community service hours, etc.). Additionally, rekindling this relationship can grant 

access to extracurricular activity involvement and academic standing of the participants 

post-programme though it may not be directly related to Indigo Girls’ efforts. This tactic 

can also be applied to the programme’s staff and faculty who have contributed to the 

growth of the curriculum.  

 

From working directly with the young girls over a period of time, these key players hold 

valuable insights and can offer constructive feedback towards the programme 

objectives. In addition to the standardized quality indicators and proxies, seen in Table 

1, which holds strong association with quality outcome, programmes are encouraged to 

include available measures of their own which they see as best achieving that goal. This 
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step can guide towards establishing an appropriate report, seen Appendix A for sample 

template for reviewer’ reports and procedures towards a sound evaluation. 

 

Referencing back to what is outlined in Table 1, some strategies for quality programme 

would be additions to reinforce individual contribution and community solidarity. It is 

most challenging to measure long-term impacts amongst current participants however, 

techniques like formative evaluation, report cards and semester reports can inform 

evaluators and club leaders on some short-term accomplishments through attributions 

with Indigo Girls. These can range from participation in volunteer work within 

community, feedback from instructors about increased interests and marks in school, 

and parental surveys inquiring about growth of child since the programme such as 

taking responsibility and completing chores at home.  

 

Regarding the other suggestions, another example, a programme quality survey can be 

applied on all levels for overall programme feedback by staff, participants and alumni of 

the clubs. Unlike an evaluation, this should be brief and not as thorough as its’ purpose 

is to get a sense of general feedback and minor concerns that can be addressed 

sooner. Although there is a multitude of methods to keep in touch with fellow peers 

nowadays such as frequent community gatherings, Facebook Groups seems to be the 

most relevant and easy to manage to conduct a range of activities such as hosting 

events, reunions/meetups or messaging. There is also the advantage of photos, videos 

and life updates (current location, academia, employment etc.) that allows the 
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community to be updated about an individual. A less intrusive and impersonal substitute 

would be the creation of online newsletters for programme alumni. This can list current 

opportunities and volunteer initiatives that can also have the potential to reconnect 

them back to the programme as a mentor, branch leader or future staff members. 

 

iii) “Creative Ways to Solicit Youth Input” Guide by Public Profit 

Based on the results of a case study at an arts and literacy program serving Latino 

Children, Halpern (2003) reiterates the purpose of including participating children 

throughout the process of program building, affirming their thoughts, wishes and 

perspectives as valuable foundations of the program. As previously mentioned about 

the importance of quality indicators for after-school programmes, methods that are 

inclusive, dynamic and creative can help avoid survey fatigue. This is can provide 

practical suggestions on how programmes and staff members may further improve and 

yield meaningful results. A California-based organization called Public Profit combines 

research and practical approaches with a focus on quality improvement through 

innovative research and evaluation methods. From their toolbox, the Creative Ways 

guide presents non-traditional methods for getting youth input and provides step-by-

step process using 16 different approaches, organized into three sections: visual 

(seeing), kinesthetic (moving), and verbal (talking) (Public Profit, 2012). This strategy 

can be used alongside Stufflebeam & Scriven’s “Summary of Key Questions” (2001), 

seen in Figure 2, which investigated the programme’s potential participants, appropriate 

evaluation questions and available resources to conduct the inquiry. Prior to the 
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activities, the organization should establish the specific goals of soliciting the children’s 

feedback through planning questions to guide discussions, including: 

1. What are the 2-3 things we really want to know more about? 
2. Who else wants to know and how will they use the data? Will this be used to 
report to funders? For internal monitoring? Or as part of a process for program 
improvement? 
3. What do they want to know about? Program quality? Why people come to the 
program or what they get out of it? What they wanted more or less of in the 
program? Whether they have mastered certain skills or learned certain content? 
4. Finally, who is the right person to ask? Youth through self-report? Parents or 
staff 
reporting on youth? Or do you want to get this information through an 
assessment or test? (Public Profit, 2012, p.5). 

This process may require a trained assessor who can ask the right questions and 

determine the appropriate age range, group size, length of time and materials need to 

obtain meaningful results. Once the previous section is established, the organization in 

collaboration with the assessor can continue to plan the best approach through these 

specific questions: 

1. Are verbal, visual or kinesthetic methods most appropriate for our youth? 
2. Which activities from this guide would best get the information we want? 
3. Who should be involved in the analysis of the data? 
4. How will we use the results? Who should be involved in the analysis of the 
data? 
In action planning? 
5. What are the next steps? What needs to happen this week to get started? 
(Public Profit, 2012, p.5). 

 

Appendix C to E are some data collection activities found in this guide that is suggested 

for Indigo Girls Group regarding youth inputs about what they have learned and how 

they may want to interact with the club in the future through inclusive feedback 

methods. The selection incorporates each of the three features listed by Public Profit to 
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explore the variety, ranging from standard practices to more interactive and innovative 

activities: Focus Group (verbal), Token Survey (kinesthetic) and Community Map 

(visual).  

 

A focus group as described in Appendix C can allow for more descriptive (qualitative) 

information about the programme from various perspectives. It can bring up “group 

think” and topics that may otherwise be off-limits as group settings reinforce opinions. 

Likewise, it may cause some individuals to feel unheard if other members dominate the 

conversation. Token surveys seen in Appendix D can elicit responses to close-ended 

questions and collect multitude of data over time. An activity example would be asking 

the participants of the programme how they may want to be contacted later on for 

feedback purposes or if they would be interested in staying in touch with Indigo Girls by 

adding tokens into a jar to cast their vote (one jar for email subscriptions, one for social 

media, one for monthly newsletter, etc.). As the semester progresses as well as 

narrowed questions about the intentions of the activity, asking a variety of questions in 

this manner can be fun and reduce the painstaking process of conducting surveys with 

young children. Finally, Appendix E explores the concept of a community map to help 

participants in visualizing local resources and beyond. By seeing the plethora of options 

around them that caters to various needs whether it is academic (tutoring), professional 

(employment services and entrepreneur hubs) or for leisure purposes (recreational 

centers), it can be a reference point for the future. Branch leaders can inquire about the 

participant’s personal interest, for example, where they would want to volunteer for a 
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day. More details on conducting these specific activities and other alternatives are 

explained in the guide.  

 

C) Concluding Summary 

Programmes are usually found in urban areas serving well-off children whereas those in 

rural and low-income neighborhoods have little access to quality after-school 

programme, thus have to travel which may in turn induce more risk upon the child in 

terms of safety. In a case study from Robert Halpern’s book, Making Play Work, Moore 

(1986) he states the following which distinctly encapsulates the spirit of ASPs: 

After-school programmes are supportive of the social dimensions of children’s 

learning. Their activities are full of children sharing, collaborating, helping one 

another, and working and playing together. Adults play supportive, rather than 

directive, roles, and they are non-judgmental. As a result, children usually feel 

safe psychologically as well as physically, and there is a relatively low risk of 

failure. Finally, after-school programmes can afford to provide children the social 

space they need, for spontaneity, physicality, and unrestricted movement, as 

well as a measure of privacy. Of all formal institutions, after-school programmes 

can most afford to be nonutilitarian about childhood, to respond to children’s 

individuality, to create interesting and manipulable material environmental to 

provide opportunities for children ‘to seek out experience for its own sake.’ 

(p.231) 
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Unlike the rigidity of the school programming in combination with the expectations from 

teachers and responsibility of homework, or the pressures at home from family and 

chores, after-school programmes are perceived as safe contexts, a “safe space,” where 

they recognize freedom of expression, continuity and order in their environment 

(Halpern, 2003). Correspondingly, much of the desires of the programme’s participants 

is a space where their perspectives are valued and participation encouraged. Hirsch et 

al., defines “community psychology” as the inclusion of a wide range of stakeholders 

from the youths attending the programme, their parents or guardians, national youth 

organizations and policymakers.  

 

Evaluations assist with the abovementioned decision-making process, developing 

rationale for action and policy making while enforcing programme legitimization and 

accountability amongst all stakeholders. It can also help improve the programme, offer 

an opportunity for learning or pinpoint specific areas that a programme can be lacking. 

Key characteristics of a good evaluator is someone with integrity, has a comprehensive 

understanding of the programme and its goals and can uphold a neutral approach 

towards the task at hand. Most importantly, an evaluator must recognize how the 

diversity of views from stakeholders requesting an evaluation can potentially create 

hostility due to hidden agendas (McDavid & Hawthorn, 2006). Unfortunately, the 

evaluator can anticipate some criticism from acknowledging the weaknesses in the 

evaluation strategies. 
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Moreover, there are various reasons for evaluating programmes such as mandated 

evaluation by the organization or stakeholders, competition for scarce funds, potential 

new interventions, programme accountability and overall performance measurement. 

Programmes can afford opportunities and offer constraints to the organization as well 

as the evaluator. Some issues with evaluation are the sensitivity around researching 

with special populations, including young children such as the participants of Indigo 

Girls Group. This should be considered with the research ethics board prior to following 

up on any future research. Bias in research and reporting can also occur when the 

researcher’s independence and objectivity interfere with the case. As concluded from 

Figure 2, understanding which assessment to utilize depending on the posed question 

can make a big difference. The range of standards can influence certain answers from 

participants as well as the interpretation from the evaluator so it is important to have a 

well-defined knowledge of the evaluation objectives. The foundation of successful after-

school programme should consist of qualitative and quantifiable attributes such as 

programme outlooks and goals, active and ongoing participation as well as feedback 

from stakeholders and members and, finally, evaluation to guarantee progress towards 

the programme’s objectives.  

 

D) Opportunities for Future Research  

Programmes are created with purpose. They are human constructions that are 

intricately structured through selective activities based on interest and needs. These are 

typically measured by the accomplishment, or lack thereof, of its predetermined 
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objectives (McDavid & Hawthorn, 2006). In addition to acting as reinforcement for 

academic achievement beyond regular school hours, after-school programmes reduce 

number of children out during high crime periods (3-6PM), support schedules of 

working parents and encourage youth voices and democracy by providing a space for 

self-expression (Hirsch, Mekinda, & Stawicki, 2010). Following the abovementioned 

recommendations, future research can be done to improve programme evaluation and 

performance at Indigo Girls Group and similar after-school programmes. 

 

As Indigo Girls Group continues to expand nationally and with diversity and inclusion at 

its core, it may be important to re-assess the programme’s target demography and 

comparing that to the current members of the club. In order to get a better 

understanding of the club, tools such as the programme logic model as seen in Figure 4 

can help determine the organizational resources and assets, its inputs and outputs and 

finally what types of outcomes and impacts are to be expected from these actions. This 

model can also highlight any unforeseen shortcomings that should be addressed 

between the stakeholders. Moreover, with the nature of non-profits which are largely 

dependent on volunteers and donations, establishing transition reports and legacy 

documents can provide support and reassurance for incoming staff. When creating this 

document, it should be based on a partnership between clubs and branch leaders who 

have experience with the participants and community alongside the Indigo Girls 

founders and their expectations for the programme.  
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Additionally, regarding inclusive dialogue, requesting for the participants’ feedbacks on 

the performance of the programme is just as important. Programmes like Indigo Girls 

Group who are passionate about their work as much as they are with their participants’ 

development and growth from a girl into a young woman, they would benefit from 

creative approaches and innovative discussions to capture the interest of the youth. 

Finally, attribution, as explained in the literature review, is a concept that explores how 

and if external factors caused the observed outcome rather than internal efforts. This 

study seeks to explore the extent and possible impacts of Indigo Girls Group as an 

after-school programme beyond the time frame of the school year through various 

processes. 
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APPENDIX A: Sample Template For Reviewers’ Reports For New Programs 
(Quality Assurance Transition/Implementation Task Force, & Ontario Council of 

Academic Vice Presidents’ Executive Committee, 2010, p.68) 
Adapted to meet the needs of Indigo Girls Group. 

 
Reviewers’ Report on the Proposed (INSERT PROGRAM NAME) at (INSERT 

ORGANIZATION) 
 

(REVIEWER 1) (REVIEWER 2) 
ORGANIZATION ADDRESS ORGANIZATION ADDRESS 
  
  
  
1. OUTLINE OF THE REVIEW  

Please indicate whether this review was conducted by desk audit or site visit. For 
those reviews that included a site visit, please indicate the following: 
 Who was interviewed 
 What facilities were seen 

 Any other activities relevant to the appraisal 
 
2. EVALUATION CRITERIA 

NOTE: Reviewers are asked to provide feedback on each of the following Evaluation 
Criteria. (Institutions are to add to these criteria if their IQAP includes additional 
criteria.) 
 
2.1 Objectives 

 Consistency of the program with the organization’s mission and academic 
plans. 

 Clarity and appropriateness of the program’s requirements and associated 
learning outcomes in addressing the organization’s program Expectations. 

 
2.2 Admission requirements 

 Appropriateness of the program’s admission requirements for the learning 
outcomes established for completion of the program. 

 
2.3 Structure 

 Appropriateness of the program's structure and regulations to meet 
specified program learning outcomes and ASP expectations. 

 A clear rationale for program length that ensures that the program 
requirements can be reasonably completed within the proposed time 
period. 
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2.4 Program content 
 Ways in which the curriculum addresses the current state of the discipline 

or area of study. 
 Identification of any unique curriculum or program innovations or creative 

components. 
 Evidence that each participant in the program is required to be present for 

[a minimum of two-thirds] of the program to maintain program 
coherence, ongoing productivity and overall attendance. 

 
2.5 Mode of delivery 

Comment on the appropriateness of the proposed mode(s) of delivery to meet 
the intended program learning outcomes and program Expectations. 

 
2.6 Assessment of teaching and learning  

 Appropriateness of the proposed methods for the assessment of 
participant achievement of the intended program learning outcomes and 
program Expectations. 

 Completeness of plans for documenting and demonstrating the level of 
performance of students, consistent with the organization’s statement of 
its program Expectations. 

 
2.7 Resources for programs 

 Adequacy of the administrative unit’s planned utilization of existing 
human, physical and financial resources, and any institutional commitment 
to supplement those resources, to support the program. 

 Participation of a sufficient number and quality of staff/volunteers who are 
competent to teach and/or supervise in the program. 

 Evidence that there are adequate resources to sustain the quality of 
program goals requested by participants, including out-of-classroom 
support and external resources for various services (email contacts, online 
sites, phone number etc.)  

 
2.8 Resources (contd.) 

 Evidence that staff/volunteers have the recent research or professional 
expertise needed to sustain the program, promote innovation and foster 
an appropriate intellectual climate.  
 

 Evidence of and planning for adequate numbers and quality of: (a) 
staff/volunteers to achieve the goals of the program; or (b) of plans and 
the commitment to provide the necessary resources in step with the 
implementation of the program; (c) planned/anticipated class sizes; and, 
(d) provision of supervision of experiential learning opportunities (if 
required). 
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2.10 Quality and other indicators (to be inclusive of the institution’s own 
additional quality indicators) 
 Definition and use of indicators that provide evidence of quality of the 

staff/volunteers (e.g., qualifications, research, innovation and scholarly 
record; appropriateness of collective staff/volunteers expertise to 
contribute substantively to the proposed program).  

 Evidence of a program structure and staff/volunteers research that will 
ensure the intellectual quality of the student experience. 

 
3. OTHER ISSUES 
 
 
 
4. SUMMARY AND RECOMMENDATIONS 

NOTE: The responsibility for arriving at a recommendation on the final classification 
of the program belongs to the Appraisal Committee. Individual reviewers are asked 
to refrain from making recommendations in this respect. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Signature:  
 
Date:  
 
Signature:  
 
Date:  
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APPENDIX B: Transition Plan Template 
(The Boston Foundation, 2017). 

 
 
Dear [NAME OF SUPERVISOR], 
 
As we discussed, my last day in [CURRENT TITLE] will be [DATE]. This transition plan 
lays out my regular duties and responsibilities, outstanding projects, upcoming 
deadlines, and key contacts. 
 
This document is saved in [LINK TO FILE PATH], and I will leave a few hard copies with 
current staff on my last day. 
 
Best, 
 
 
[YOUR NAME] 
 
Overview: Ensuring a successful transition is the responsibility of both the outgoing 
and incoming leadership. The passage of knowledge, experience, accomplishments, and 
goals for Indigo Girls Group will help current branch leaders gain a sense of completion 
and bring closure to their terms. At the same time, the transition gives the new leaders 
valuable information, advice, and confidence for the future. 
 
Purpose: To assist in executive board transition by focusing on the accomplishments 
and to provide a blueprint for incoming branch leaders.  This report should serve your 
successor as a supplementary resource in planning for their term. 
 
For the next questions, please answer any categories that are relevant to your work at 
Indigo Girls Group with as much detail as you can. 
 
 
Regular Duties and Responsibilities  

 
Non-recurring: 
 
 
Daily: 
 
 
Weekly: 
 
 
Monthly: 
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Semesterly/Quarterly: 
 
 
Annually: 
 
 
Outstanding Projects 

 
1. [NAME OF PROJECT] 

[BRIEF DESCRIPTION OF THE PROJECT AND YOUR ROLE] 
[STATUS OF PROJECT] 
[NAMES OF COLLEAGUES INVOLVED] 
[RELEVANT DEADLINES] 
[LINKS TO RELEVANT FILES] 

2. As above... 
 
Upcoming Deadlines 

 
1. [DATE]: [ONE-SENTENCE DESCRIPTION OF DEADLINE] 

[INSTRUCTIONS ON HOW TO MEET THE DEADLINE] 
2. As above… 

 
Key contacts 
[NAME], [TITLE], [ORGANIZATION] 
[EMAIL], [PHONE NUMBER] 
[BRIEF DESCRIPTION OF YOUR COLLABORATIVE WORK] 
 
 
 
 
 

 
Signature:  
 
Date:  
 
Signature:  
 
Date:  
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APPENDIX C:  Creative Data Collection Activities: Focus Group (Verbal)  
(Public Profit, 2012). 
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APPENDIX D:  Creative Data Collection Activities: Token Survey (Kinesthetic) 
(Public Profit, 2012).  
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APPENDIX E:  Creative Data Collection Activities: Community Map (Visual) 
(Public Profit, 2012).  
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