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Abstract:

Résumé :

The focus of this article is how Theory Driven Evaluation (TDE)
and two of its central tenets—program theory and implementa-
tion theory—can be simultaneously used to inform and assist
programmatic decision-making. The article argues there is a
paucity of evaluation literature demonstrating how program
theory can be beneficial to the design and interpretation of im-
plementation theory. A case example is used to illustrate the
importance of program theory in developing and interpreting
implementation theory.

Cet article porte sur comment I’évaluation fondée sur la théorie
et deux de ses principes de base, la théorie de programme et de
la mise en ceuvre, peuvent simultanément servir a éclairer la
prise de décision sur les programmes. I’article soutient que peu
d’articles ont été publiés démontrant comment la théorie de pro-
gramme peut étre bénéfique a la conception et a I'interprétation
de la théorie de la mise en ceuvre. Une étude de cas démontre
I'importance de la théorie de programme pour développer et
interpréter la théorie de la mise en ceuvre.
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I Evaluating process and impact are two fundamental pur-
poses of program evaluation. The strength and importance of each
evaluation purpose is well documented in the evaluation literature
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(Mark, Henry, & Julnes, 2000). There are many approaches for evalu-
ating program process (e.g., Bond, Becker, Drake, & Volger, 1997,
Chen, 2004; Coskun, Akande, & Renger, 2013; Johnsen et al., 1999;
Mills & Ragan, 2000; Mowbray, Holbray, Teague, & Bybee, 2003) and
program impact (e.g., Chen, 1990; Chen & Rossi, 1983; Donaldson,
2007; Patton, 2008). Whether process or impact is being evaluated,
the approach used must be carefully selected to ensure staff and ad-
ministrators will (a) use the results (Patton, 2008) and (b) have the
best possible information upon which to base programmatic decisions
(Mark et al., 2000).

The focus of this article is the use of Theory Driven Evaluation (TDE)
to evaluate process and impact. From a TDE perspective, the evalua-
tion of impact rests on first making the program theory explicit (Chen
& Rossi, 1983; Donaldson, 2007; Renger & Titcomb, 2002). This is not
required with other approaches to impact evaluation, but is a neces-
sary prerequisite when using a TDE approach. Similarly, there are
many approaches to evaluating process. From a TDE perspective,
however, articulating the implementation theory is essential for a
meaningful process evaluation to be completed (Palumbo & Oliverio,
1989; Scheirer, 1987; Weiss, 1997a).

Program theory attempts to make the mechanisms of change ex-
plicit (Blamey & Mackenzie, 2007; Donaldson, 2007; Renger &
Titcomb, 2002). Within the logic model literature, mechanisms of
change are referred to by many names, including exogenous fac-
tors, antecedent conditions, predisposing factors, enabling factors,
protective factors, risk factors, programmatic assumptions (Chen &
Rossi, 1983; Green & Kreuter, 1999; Renger & Hurley, 2006; Renger
& Titcomb, 2002).

Implementation theory pertains to program activities (Weiss, 1997a).
However, implementation theory refers to something deeper than
simply the steps of an activity; it captures the essence of how the
activities are presumed to affect the mechanisms of change identi-
fied in the program theory—the process of implementation (Scheirer,
1987). As Chen and Rossi (1983) note, “too much of the attention has
been given to worrying about whether programs were delivered as
intended, and not enough attention has been given to understanding
the process of implementation” (p. 296).

An excellent example of recognizing the power of the process imple-
mentation theory comes from the work of Renger, Wood, Granillo,
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and Attakai (2011) in the field of emergency preparedness. The au-
thors developed online courses to convey knowledge about important
principles of emergency preparedness. The steps in developing and
delivering the online courses were clearly articulated and the fidelity
of delivery examined using checklists. Despite being delivered with
fidelity, the evaluation of the impact of the online courses revealed
the courses to be largely ineffectual. In response to this problem, the
authors developed a more refined implementation theory by rooting
the online courses in experiential learning theory. Two central tenets
of experiential learning theory are that the adult learner must (a) be
engaged and (b) have an opportunity to reflect. Thus, online courses
were designed with an interactive component (in contrast to the
previous passive model) and included exercises to force the learner
to reflect. In this example, the experiential learning theory is the
implementation theory. Therefore, when completing the evaluation
of the implementation theory Renger et al. (2011) not only evaluated
whether the steps of online delivery were followed, but also evalu-
ated whether adult learners felt engaged and had an opportunity to
reflect. The concept of fidelity extended beyond simple steps to the
implementation theory underlying the activities.

When the implementation theory is conceptualized in this way, ac-
tivities are more than just steps: they are the catalysts that affect the
mechanisms of change. As catalysts, activities (e.g., an online learn-
ing module) must contain specific attributes to affect the mechanisms
of change (e.g., experiential learning). Further, the implementation
theory must be meaningfully related to the program theory (i.e., the
mechanisms of change). Within the logic model literature, activities
are always shown to the right of programmatic assumptions depict-
ing the importance of logically connecting the second element (ac-
tivities) to the first (programmatic assumptions). If implementation
theory is not meaningfully connected to the program theory, then the
likelihood of the activities having their intended impact is attenu-
ated (Chen, 1990).

Weiss (1997a) explains that program theory and implementation
theory are frequently confused because “sometimes the mechanisms
seem to be the program activities” (p. 510). For example, program
theories developed in public health often identify linkages between
knowledge, skills, attitudes, and behaviours to explain health out-
comes (Green & Kreuter, 1999). Many public health activities are
education-based whether conducted in the classroom, workshops,
health fairs, or other places. If the evaluation of the program theory
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suggests that improvements in health outcomes occurred, then it is
tempting to conclude the educational intervention was the reason for
the change. However, it is the change in the mechanisms—that is,
knowledge, skills, attitudes, and behaviours—that led to the change
in health outcomes, not the educational intervention per se. The
educational intervention was the catalyst needed for the change
mechanisms to take effect.

There is abundant literature discussing the importance of both
implementation theory and program theory (Chen & Rossi, 1983;
Palumbo & Oliverio, 1989; Scheirer, 1987). Many of the earlier pub-
lications focused on the consequences of these theories in the context
of experimental design and knowledge development (e.g., Palumbo
& Oliverio, 1989). These early theory-driven evaluators cautioned
about the lessened ability to interpret the evaluation of program
theory when the implementation theory could not be validated (Pa-
lumbo & Oliverio, 1989; Scheirer, 1987; Trochim, 1986).

As teachers of evaluation we noticed how our students strug-
gled with reading the early TDE publications. Our students could
not bridge the gap between the research paradigm and practice.
As practitioners of evaluation we needed a better way to explain
TDE to our clients. We needed to explain, simply, the importance
of simultaneously considering implementation theory and program
theory when making programmatic decisions. In our review of the
evaluation literature we were unable to find illustrative examples
where the analysis of the program theory was critical to the devel-
opment and interpretation of the implementation theory. We are
certain this happens in reality, as we routinely use program theory
to inform implementation theory in our own practice; however, there
seems to be a paucity of examples in the evaluation literature. It is
our experience that such examples are critical for practitioners to
bridge the theory-to-practice gap.

The purpose of this article is to first demonstrate the way in which
results from an evaluation of implementation theory and program
theory can be used simultaneously to assist programmatic decision-
making. Then, through the use of a case example, we will illustrate
how program theory can be beneficial to the design and interpreta-
tion of the implementation theory.
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HOW THE EVALUATION OF IMPLEMENTATION THEORY AND
EVALUATION OF PROGRAM THEORY WORK TOGETHER TO ASSIST
DECISION-MAKING

The evaluation of program theory and implementation theory can
be completed independently and provide important information to
assist decision-making (Scheirer, 1987). However, power is added
when the results from the implementation theory and evaluation
theory are analyzed together (Chen, 1990; Mills & Ragan, 2000;
Weiss, 1997a). The TDE literature makes numerous references to the
importance of considering the evaluation of implementation theory
in interpreting policy and program theory (DeGroff & Cargo, 2009;
Scheirer, 1987). One of the earliest examples of how the evaluation
results of both program theory and evaluation theory are used in
conjunction to make programmatic decisions is the work of Suchman
(1967). Suchman noted that deciding on whether to proceed with
an experiment depended on being able to implement it with fidelity
(Stufflebeam & Shinkfield, 2007). However, while there seems to be
consensus about the importance of simultaneously considering the
evaluation of implementation theory and program theory in making
programmatic decisions, we could find no place in the evaluation
literature that explicitly describes how programmatic decisions vary
as a function of simultaneously considering the differing results from
an evaluation of program theory and implementation theory. This
observation was confirmed by our colleagues during our presentation
on this topic in Helsinki at the European Evaluation Society (EES)
conference (Renger, 2012).

In response to this need to bridge the gap to application, we devel-
oped the matrix in Figure 1 to summarize how the different results
from an evaluation of implementation theory and program theory,
when considered together, impact decision-making.

Figure 1 shows how the evaluation of program theory (i.e., wheth-
er the mechanisms of change as identified in the program theory
changed) can be significantly aided by simultaneously considering
the results of the evaluation of the implementation theory. If the
evaluation did not validate the program theory and did not validate
the implementation theory, the best decision is then to focus effort on
improving the program implementation model. This is because if the
program was not delivered according to the implementation theory,
then it is impossible to determine whether the failure to observe
changes in outcomes was due to the design of the intervention or
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simply because the program was not executed correctly (Chen, 1990;
Mills & Ragan, 2000). Alternatively, if the evaluation did not validate
the program theory, but did validate the implementation theory, then
revisiting the validity of the program theory might be recommended.

Figure 1
Decision Matrix for Simultaneous Consideration of Evaluation Results of Program
Theory and Implementation Theory

Does the Evaluation of Program Theory
Support Mechanisms of Change?

No Yes
Improve ’
2 Uncertainty
o Implementation &

Does the Evaluation of

Implementation Theory

Support Implementation
with Fidelity?

No Change to

Revisit Program Implementation
Yes 0
Theory or Program
Theory

HOW PROGRAM THEORY ASSISTS THE DESIGN AND
INTERPRETATION OF THE IMPLEMENTATION THEORY

How program theory can assist in the design and interpretation of
implementation theory is now illustrated through the use of a case
example. The evaluation focused on a school-based program in Lud-
wigshafen-Oggersheim, Germany. The program consisted of several
activities including cooking classes, a field trip to a baker, computer
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classes, and so forth, and the teacher wished to evaluate the impact of
her program as mandated by the school district. Very little direction
was forthcoming from the school district (Renger, 2013) regarding
how to proceed with the evaluation.

A TDE approach was used to develop the program theory (Donaldson,
2007; Weiss, 1997a). The program theory was made explicit (Weiss,
1997a) by applying Root Cause Analysis to available source docu-
mentation (e.g., teacher lesson plans) and interviewing the teacher
(Renger, 2011; Renger & Titcomb, 2002). The resulting program the-
ory is shown in Figure 2.

Figure 2
The Program Theory

I I | | Intermediate | |

mmediate Long Term
Outcomes Outcomes Outcomes
Rt Conthot Students Assume
: : Personal
Resolution Skills R
Responsibility

Students get Students
Better Grades Graduate

N“”‘?“ . Students’ Self-
CIIDESGARn, Confidence Improves
Skills P

Figure 2 shows that the teacher’s long-term goal was for students
to pass their courses and graduate. To meet this goal it was neces-
sary for students to build self-confidence, which in turn was con-
tingent on building communication skills, conflict resolution skills,
and personal responsibility.

In summary, communication skills, conflict resolution skills, re-
sponsibility skills, and self-confidence were the mechanisms of
change central to the program theory. Indicators were identified for
each mechanism of change and evaluated by analyzing videotape of
the cooking class using behaviour observation checklists.



I 34 THE CANADIAN JOURNAL OF PROGRAM EVALUATION

Using Program Theory to Design a Better Implementation Theory

The next task was to define the implementation theory. The teacher’s
initial implementation strategy was fairly straightforward: it was
simply a series of steps for several independent lesson plans. Once
the teacher was made aware of the concept of an implementation
theory, she was able to plan a more coherent set of activities. To do
this the teacher drew heavily on social work literature and the con-
cept of an erlebnis, a concept grounded in social work literature. In
layman’s terms, if the activities were not fun and interesting they
would not act as a catalyst, students would disengage from doing the
activities, and the mechanisms of change identified in the program
theory would not be affected (see Figure 3).

Figure 3
The Addition of Implementation Theory to the Existing Program Theory
Program Theory
| Immediate l | Intermediate | | Long Term
Outcomes Outcomes Outcomes
Implel:entatlon Nurture Conflict Smd;g:::nsaslmne
Theo i i i
ry / Resolution Skills Responsibility
Field Trips, /
Cooking Classes, |/ Students get Students
Role Models Better Grades Graduate
Grounded in A
Erlebnis \
| N““‘F" . Students’ Self-
Commuttication Confidence Improves
Skills L

After making the implementation theory explicit, steps associated
with each activity could be more meaningfully constructed (McGrew,
Bond, Dietzen, & Salyers, 1994; Renger, 2011). Activity steps were
designed to engage students while simultaneously targeting the
mechanisms of change in the program theory. To assist the teacher
in linking her implementation theory to her program theory she was
asked to write the details of each step, or schritte, of each lesson plan
for her cooking class. This process took her several months to com-
plete (Renger, 2013). Once she documented each step of each lesson
plan, a simple checklist to be completed by an outside observer was
developed to monitor whether each step was implemented as intend-
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ed. In addition, a questionnaire was developed to assess the catalytic
effect of the activities under the implementation theory. Students
were asked about whether the activity was indeed an erlebnis.

For each step of the lesson plan the teacher was challenged to explain
how elements of the activity related to the program theory. Of course,
not every activity step needed to be related to the program theory.
However, for the implementation theory to be defensible, the link
between the activity steps and the mechanisms of change needed
to be clearly explained. This is fundamental to any logic modelling
process (Renger & Titcomb, 2002).

This linking exercise significantly impacted how the teacher thought
about her work. For example, one of the first steps in the cooking
activity was to divide students into four groups of four students
each. Prior to considering program theory, this was done by random
assignment. However, after considering the implementation theory,
students were deliberately grouped (a) to maximize enjoyment (i.e.,
the catalyst) and (b) to provide opportunities for the mechanisms
of change to operate (e.g., adding a step in the cooking activity that
forced group communication to resolve a conflict).

This linking exercise resulted in a more detailed and descriptive
implementation theory. This was primarily because the teacher was
forced into a deeper level of processing, to make explicit the tacit, to
think more deliberately and meaningfully about each element within
a lesson and how lessons related to each other (Renger, 2013). The
linking exercise is advantageous because it increases the likelihood
the implementation theory will act as the catalyst for the program
theory to have its intended impact (i.e., by avoiding activity traps).
The documentation resulting from the linking exercise is advanta-
geous because it (a) provides the foundation necessary for developing
a comprehensive checklist needed to evaluate fidelity of implemen-
tation, (b) improves the likelihood the activity could be replicated
internally (e.g., by a substitute teacher) and (c) is replicated exter-
nally (e.g., by other schools who operate from a same program theory
foundation).

Using Program Theory to Interpret and Refine the Implementation Theory

Because of the uncontrolled and sometimes even chaotic nature of
the teacher’s activities (e.g., four cooking stations and 16 students),
unanticipated events arose affecting the fidelity of the implementa-
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tion theory. Thus, there were many deviations from the implementa-
tion theory requiring on-the-fly adjustments. The extent to which
such deviations should be expected and their impact on evaluation
have been previously noted and discussed in the evaluation (Scheirer,
1987).

For example, sometimes a student was absent, which affected the
level and type of communication. Such deviations from the origi-
nal implementation theory jeopardized the ability to interpret the
evaluation of the program theory. This is because it is impossible to
(a) anticipate the deviations, (b) document a priori the permutation
and combination of approaches the teacher might take in addressing
these deviations in real time, and (c) assess the quality of the correc-
tions to the implementation theory.

To meet this challenge the teacher wore a small lapel-mounted HD
camera. The camera produced high quality video that she could
review and reflect upon after implementation. Initially the teacher
struggled with interpreting the videotape. The main reason for this
was that there was no frame of reference upon which to judge the
appropriateness of the remedies she used to address deviations from
implementation theory. This is where the program theory became
extremely valuable. The teacher could now consider whether actions
she took to address deviations were consistent with how the imple-
mentation theory was hypothesized to affect the program theory.
Actions deemed consistent were filed as strategies to consider in
the future should similar circumstances again present themselves.
Actions deemed inconsistent with creating the conditions necessary
for the mechanisms of change to be affected were noted and to be
avoided under similar future circumstances.

In summary, before learning about program theory the teacher used
a shotgun approach to dealing with deviations from the implemen-
tation theory. There was no foundation from which she operated to
decide on appropriate corrective actions. She simply made some kind
of change and hoped the lesson would be effective. Now through the
use of program theory she was able to determine whether the correc-
tions to deviations made on the fly were appropriate and then make
meaningful and targeted changes to her implementation theory.
Further, unanticipated benefits included the teacher becoming less
fearful of evaluation (Renger, 2013). Evaluation is a tool to improve
her lessons and, it is hoped, their effectiveness at changing underly-
ing mechanisms of change.
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DISCUSSION

From a TDE perspective, implementation theory and program theory
are fundamental to evaluating program process and program impact,
respectively. Evaluators are challenged in keeping these purposes
distinct and understanding how (a) the evaluation results from each
can be used to compliment each other in making programmatic deci-
sions and (b) the articulation of each can aid the development and
interpretation of the other.

How implementation theory and program theory work together to
assist decision-making has been well documented in the evaluation
literature. However, we could find very few examples to illustrate
how program theory can assist in the design of implementation
theory and in the interpretation of deviations from the implementa-
tion theory. This is not to suggest that evaluators do not recognize
this reciprocal relationship and use it in practice, but how this might
be done does not appear to be succinctly summarized.

From a TDE perspective, developing a more targeted and meaningful
implementation theory through the use of program theory increases
the likelihood of achieving program impacts. However, the authors
have found that there is often resistance to investing and detailing
an implementation theory. This could be due to a number of very
practical reasons, including (a) fear of making things explicit (i.e.,
fear of being held accountable), (b) not truly wanting to know the
impact (i.e., an underlying political motivation), (¢) unwillingness to
make changes to something that has been ongoing and funded for
many years, or (d) simply not having the resources to do so. Pointing
out the additional benefits of detailing the implementation theory,
such as being able to replicate results internally, or noting that such
documentation is a necessary pillar of a model program is often mo-
tivating to the clients.

It is well known that programs can drift. The drift is often described
as occurring during implementation (Bond, 1991), but drift can and
does occur during activity planning. Such drift can lead to “activity
traps,” which are well-intended and faithfully implemented activities
that in truth do not target the underlying mechanisms of change
(Renger & Titcomb, 2002). It is here where the use of program theory
becomes central to assisting with significantly strengthening the
implementation theory.
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Programs often operate in complex environments (Blamey & Mac-
kenzie, 2007). Despite the best intentions, deviations from the im-
plementation theory will occur because of the inability to control the
environment in which the activity is implemented (Scheirer, 1987).
Using the program theory as a frame of reference can assist in de-
termining whether corrections to the implementation theory were
appropriate. This intertwined and reciprocal relationship between
implementation theory and program theory leads to further support
of Weiss’s (1997b) conceptualization of “theories of change evaluation
for evaluations that explore both [process and impact] elements” (p.
77).

It is hoped this article will stimulate other evaluators to think about
the reciprocal nature of implementation theory and program theory
and to share ways in which these two TDE concepts can be used to
improve program implementation and the likelihood of achieving
intended program impacts.

REFERENCES

Blamey, A., & Mackenzie, M. (2007). Theories of change and realistic evalua-
tion: Peas in a pod or apples and oranges. Evaluation, 13(4), 439-455.

Bond, G. R. (1991). Variations in an assertive outreach model. New Direc-
tions for Mental Health Services, 52, 65—80.

Bond, G. R., Becker, D. R., Drake, R. E., & Volger, K. M. (1997). A fidelity
scale for the individual placement and support model of supported
employment. Rehabilitation Counseling Bulletin, 40, 265-284.

Chen, H. (1990). Theory-driven evaluations. Thousand Oaks, CA: Sage.

Chen, H. (2004). Practical program evaluation: Assessing and improving
planning, implementation, and effectiveness. Thousand Oaks, CA:
Sage.

Chen, H.T., & Rossi, P. H. (1983). Evaluating with sense: The theory-driven
approach. Evaluation Review, 7(3), 283—302.

Coskun, R., Akande, A., & Renger, R. (2013). Using root cause analysis for
evaluating program improvement. Evaluation Journal of Austral-
asia, 12(2), 4-14.



LA REVUE CANADIENNE D’EVALUATION DE PROGRAMME 39 I
|

DeGroff, A., & Cargo, M. (2009). Policy implementation: Implications for
evaluation. In J. M. Ottoson & P. Hawe (Eds.), Knowledge utilization,
diffusion, implementation, transfer, and translation: Implications for
evaluation (New Directions for Evaluation No. 124, pp. 47-60). San
Francisco, CA: Jossey-Bass.

Donaldson, S. (2007). Program theory-driven evaluation science: Strategies
and applications. New York, NY: Lawrence Erlbaum.

Green, L. W., & Kreuter, M. W. (1999). Health promotion planning: An
educational and ecological approach (3rd ed.). Mountain View, CA:
Mayfield.

Johnsen, M., Samberg, L., Calsyn, R., Blasinsky, M., Landow, W., & Goldman,
H. (1999). Case management models for persons who are homeless
and mentally ill: The ACCESS demonstration project. Community
Mental Health Journal, 35, 325-346.

Mark, M., Henry, G., & Julnes, G. (2000). Evaluation: An integrated frame-
work for understanding, guiding, and improving policies and pro-
grams. San Francisco, CA: Jossey-Bass.

McGrew, J. H., Bond, G. R., Dietzen, L., & Salyers, M. (1994). Measuring
the fidelity of implementation of a mental health program model.
Journal of Consulting and Clinical Psychology, 62, 670—678.

Mills, S. C., & Ragan, T. J. (2000). A tool for analyzing implementation fidel-
ity of an integrated learning system (ILS). Educational Technology
Research and Development, 48, 21-41.

Mowbray, C. T., Holbray, M. C., Teague, G. B., & Bybee, D. (2003). Fidelity
criteria: Development, measurement, and validation. American Jour-
nal of Evaluation, 24(3), 315-340.

Palumbo, D. J., & Oliverio, A. (1989). Implementation theory and the theory-
driven approach to validity. Evaluation and Program Planning,
12(4), 337-344.

Patton, M. Q. (2008). Utilization-focused evaluation (4th ed.). Thousand
Oaks, CA: Sage.

Renger, R. (2011). Constructing and verifying program theory using source
documentation. Canadian Journal of Evaluation, 25(1), 51-67.



I 40 THE CANADIAN JOURNAL OF PROGRAM EVALUATION
.|

Renger, R. (2012, October). Capitalizing on video technology to improve
evaluation of complex processes. Paper presented at the biennial
conference of the European Evaluation Society, Helsinki, Finland.

Renger, R. (2013). Unterrichtsevaluation. Schulmanagement, 1 (February),
32-34.

Renger, R., & Hurley, C. (2006). From theory to practice: Lessons learned
in the application of the ATM approach to developing logic models.
Evaluation and Program Planning, 29(2), 106-119.

Renger, R., & Titcomb, A. (2002). A three-step approach to teaching logic
models. American Journal of Evaluation, 23(4), 493-503.

Renger, R., Wood, S., Granillo, B., & Attakai, A. (2011). Using experiential
learning theory (ELT) to design emergency preparedness training
curricula. Journal of Emergency Management , 9(5), 57—63.

Scheirer, M. A. (1987). Program theory and implementation theory: Impli-
cations for evaluators. In L. Bickman (Ed.), Using program theory
in evaluation (New Directions for Program Evaluation No. 33, pp.
59-76). San Francisco, CA: Jossey-Bass.

Stufflebeam, D. L. & Shinkfield, A. J. (2007). Evaluation theory, models, and
application. San Francisco, CA: Jossey-Bass.

Suchman, E. (1967). Evaluative research: Principles and practice in public
service and social action programs. New York: Russell Sage Founda-
tion.

Trochim, W. (1986). Advances in quasi experimental design and analysis.
San Francisco, CA: Jossey-Bass.

Weiss, C. H. (1997a). How can theory-based evaluation make greater head-
way? Evaluation Review, 21,501-524.

Weiss, C. H. (1997b). Theory-based evaluation: Past, present, and future. In
S. Mathison (Ed.), Enduring issues in evaluation: The 20th anniver-
sary of the collaboration between the NDE and AEA (pp. 68-81). San
Francisco, CA: Jossey-Bass.



LA REVUE CANADIENNE D’EVALUATION DE PROGRAMME 41 I
|

Ralph Renger is a professor at the University of North Dakota
(UND) School of Medicine and Health Sciences, where he teaches
evaluation in the Masters of Public Health program. He also oversees
evaluation for the Center of Rural Health (CRH) at UND. He has an
interest in advancing theory-driven methodologies. He specializes
in applying root cause analysis in evaluating program process and
impact.

Gabriele Bartel teaches Grades 6 through 9 at the Adolf-Diester-
weg-Realschule plus in Ludwigshafen, Germany. She helps prepare
students for entry into the workforce by creating internships and
experiential learning opportunities. Through these opportunities
she strives to ease the transition for students from school to the real
world setting.

Jirina Foltysova is a DrPH candidate at the University of Arizona
(UA) College of Public Health, where she assists with evaluation
course in the Masters of Public Health program. Her dissertation is
focused on advancing program theory reconstruction methodology.



