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ABSTRACT

A SUMMATIVE EVALUATION OF A
JUNIOR HIGH COMMUNICATION ARTS PROGRAM

By

Leona Mae Wiest Barnhart

Purgose

The purpose of this study was to do a summative evalua-
tion of the Communication Arts Pilot (CAP) program at Tra-
verse City (Michigan) Junior High School. Specifically, the
purpose was to determine the effect of the program on the
reading and associated abilities of students who were in
grades seven to nine, 1972-78. The CAP program was intro-
duced by the Communication Arts Department of the Traverse
City Junior High School.

Answers were sought to these questions:

1. Was there a difference between the effect of a new
program (CAP) and the program it replaced, as measured by
selected standardized tests? Four reading and associated
ability areas were analyzed: reading comprehension, vocabu-
lary, spelling, and language.

2. Was the effect of CAP the same for all groups who
participated in the program?

3. Did the program have the same effect on students of

all reading abilities?



Leona Mae Wiest Barnhart

CAP was described as a mastery learning type program
with two major components: reading and writing. Students

are pre- and posttested on reading and writing skills.

Procedure

Samples for the study were selected from the sixth
grade classes of 1970, 1971, 1972, 1973, and 1974. Each
sample became one group in the study, except Sample 2 (1971)
which became Groups 2 and 6.

Assignment to CAP or non-CAP for Groups 2 and 6 was
random. The other groups were CAP (Groups 2, 3, 4, and 5)
or non-CAP (Group 1) dependent only on the year the student
began seventh grade English.

Tests administered at five different grade levels were
used in the study: Stanford Achievement Intermediate II
(sixth grade), Gates-MacGinite Reading Test (seventh and
ninth grades), and National Educational Developmental Test
(tenth grade).

The large design framework of the study was similar to
Design 15, the Recurrent Institutional Cycle Design (Camp-
bell, 1963, p. 57-61). Two factors allowed for the use of
stronger designs when appropriate with their more powerful
statistics:

1. Random assignment of Groups 2 and 6, treatment
and control.
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2. Naturally occurring X.
Campbell and Stanley (1963) Designs 4, 6, and 10 were used.
Statistics used, where appropriate, were the t-test,
analysis of variance, and analysis of covariance. Regres-

sion lines were used to indicate trends.

Conclusions

Research Question 1l: There was no statistically signi-

ficance, as measured by standardized tests, between the ef-
fect of CAP on the reading and associated abilities of stu-
dents and the effect had by the program it replaced.

Research Question 2: There was a statistically signi-

ficant difference between the effect of CAP, as measured by
standardized test, on the different groups who participated
in the program.

CAP appeared to be the most effective with Group 3, the
second group to participate in CAP and the first to have CAP
for two years.

Research Question 3: CAP did not have a differential

effect for students of varying abilities. The regression

lines were positive. The trend was linear.

Summarz

Whether CAP should be continued, discontinued, or modi-
fied would depend on the goals of the school district. CAP

is doing as well as the program it replaced, as measured by
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standardized tests. It does appear to be influencing a de-
cline in the effectiveness of reading comprehension, as mea-
sured by standardized tests. CAP does not appear to be in-

fluential in changing the relative performance level of

students.
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CHAPTER I

THE PROBLEM

Background

Questions about the effectiveness of educational pro-
grams have been frequent in education. Rudolph Flesch
brought to the fore in the mid-1950's the question of ef-
fectiveness of programs on the reading ability of students

(Wwhy Johnny Can't Read, 1955).

The questioning of educational programs continued when,
in 1957, Sputnik appeared. The American public was shocked.
The federal government provided funds to change the chal-
lenged curriculum. Changes were brought about, primarily
in the mathematics and the sciences (Goodlad, 1966, p. 11).

In 1964 the Scholastic Aptitude Test (SAT) and the
American College Testing Assessment (ACT) scores, which had
been increasing since the early 1940's, began to decline
("Declines in Standardized Test Scores among Secondary
School Students," 1976, pp. 4-5). Again, questions were
raised about students and programs. Were the high school
students of the 1960's and 1970's taking the SAT and ACT
tests less able than thé students of the '40's and '50's

who had taken them? If the students were not less able,



then were the school programs to be considered less effec-
tive in areas represented on the examinations?

More books decrying the schools appeared: How Children

Fail by John Holt, 1964; Death at an Early Age by Jonathan

Kozol, and 36 Children by Herbert Kohn, both in 1967. The

nation's children were not receiving the education parents
expected.

The public concern about the problem of reading abili-
ty of students had grown since Flesch's 1955 publication to
the point that Richard M. Petre was to write in the Decem-

ber, 1972, volume of Journal of Reading:

Never before have the mass media reported

so many confliciting stories about how "well" or
how "poorly" Americans read. According to these
reports, Americans appear to believe that they can
hardly read, that large numbers of people are il-
literate, that reading failures have reached epi-
demic proportions, and that school systems neglect
reading to such an extent that a national crisis
exists (p. 200).

Reading as a "subject" was being analyzed by many with-
in the educational community. Publishers, reading special-
ists, and teaching staffs were three groups who attempted
to delineate reading skills. The skills identified by pub-
lishers often varied. (For example, see the teacher's edi-

tion of More Sounds and Syllables: The Ginn Enrichment

Program by Theodore Clymer, Thomas C. Barrett, and Lori E.
Burmeister, 1969; pp. 3, 8; and the teacher's edition of

Discovering Treasure, 1973, pp. 320-325.) Objectives for

identified reading skills were written at all levels of

education: federal, state, and local (Gussion, 1979, pp.



1-2). They were frequently placed in a sequential order
(Strang, 1967, pp. 131-144).

English programs at the secondary level traditionally
had been literature-oriented. English teachers had been
trained in literature and composition, and English programs
reflected that training (Dunning, 1975, p. 9). Reading as

a "subject" was not taught.

The Communication Arts Pilot (CAP) Program

The junior high school communication arts department
of a local school district which shifted the format of its
program is the focus of this study. Its program was shifted
from a traditional format to one emphasizing the teaching
of reading and writing skills.

The "traditional" junior high school program may be
described as one using a classroom grammar text, a class-
room literature text, heterogenous groupings, and vague ob-
jectives. The "new" junior high school program may be de-
scribed as one using no classroom text, heterogenous skill
groupings, and specific objectives.

The junior high school ig a part of the Traverse City
Public School District, Traverse City, Michigan. The 1978-
79 district enrollment was 9,516 students. There are one
senior high, one junior high, and fourteen elementary
schools in the district. The junior high school contains
grades seven to nine. The 1978-79 enrollment was 2,202
students. Each grade level had approximately 700 plus

students.



The junior high department chairperson described the
Communication Arts Pilot (CAP) program as a mastery learning
type program (Needham, 1979). It has been at various stages
of implementation since 1972. 1In that year the program was
introduced and conducted at the seventh grade level by a
team of two classroom teachers and one reading teacher. CAP
was expanded to the whole seventh grade communication arts
program in 1973-74. 1In 1974 it was expanded to the eighth
grade. In 1976 the Ninth Grade Project was started. This
was to be a transitional program between CAP and APEX (Ap-
propriate Placement for Excellence), the high school com-
munication arts program. CAP, 1979, is still considered a
pilot program. The program has been funded at the local
level through Board of Education action.

The department chairperson of the Traverse City Junior
High School Communication Arts Department stated two rea-
sons for the development of CAP: to provide data for an-
swering the public concern over declining reading scores
and to stabilize or improve student reading achievement
(Needham, 1979).

A second explanation for the development of CAP was
presented in a 1974 Master's thesis. 1In September, 1972,
it was determined that students in the seventh grade com-
munication arts classes ranged in reading ability from
grades two to twelve, as measured by the Gates-MacGinite
Reading Test. Two teachers expressed concern that they

were not effectively teaching all the students within the



reading ability range. The program developed from that
concern (Needham, 1974).

The rationale for development of CAP provided in a de-
partment memo distributed to parents and other interested
persons, "CAP--Communication Arts Pilot" (undated), is simi-
lar to the explanation reported in the thesis.

Also provided in the memo was a statement of the goal
of CAP:

To individualize instruction by:

1. Using pretesting to place students in
temporary instructional skill groups,
focusing on a particular writing or
reading skill within a hierarchy of
objectives.

2. Utilizing as many materials and approach-
es as possible to teach the skill while
responding to style of learning and in-
terests.

3. Using post testing (frame sheets) to de-
termine mastery (90%) and placement in
the next skill group of the writing or
reading design.

Two tests are systematically administered to junior
high communication arts students: the Gates-MacGinite
Reading Test and the Croft Reading Comprehension Test. Ad-
ministration of the tests was conducted by the communica-
tion arts staff.

The Gates-MacGinite Reading Test has been administered
to all students in the seventh and ninth grade English
classes since 1870. The seventh grade scores are used by

the junior high counselors and the seventh and eighth grade

communication arts staff for placement and grouping of



students. The ninth grade scores are used by the ninth
grade counselors and the senior high counselors in the de-
velopment of a student's high school program. The ninth
grade communication arts staff uses the ninth grade test
scores for placement and grouping of students.

The Croft Reading Comprehension Test is administered
in the seventh grade. It is used for student placement in-
to skill groups and as a pre-post test.

The CAP program has two components, reading and writ-
ing. The reading skills component was derived from the
Croft Reading Comprehension Skills material. The CAP read-
ing objectives are Croft reading objectives. The writing
component of the program, on the other hand, is and has
been teacher-developed.

Students are pre-post tested on specific skills in
reading and writing. Instruction is with large groups
(class size is usually thirty-three). Students who do not
pass the posttest for a skill may go through a skill cycle
again. Students may go through a skill cycle up to three
times in attempting to reach mastery. The number of oppor-
tunities varies depending on the availability of staff,
number of students needing the skill cycle, and the time of
year.

A skill cycle has six steps:

1. Performance objectives specified

2, Criterion test administered

3. "Teach" step implemented (attention, presen-

tation, reinforcement, practice) - explain
4. Posttest



5. Application - give a sheet explaining kinds
- length, extent

6. Recycle or on to the next ("Update on CAP
Program," 1978)

Purpose of the Study

The purpose of this study was to do a summative eval-
uation of the Communication Arts Pilot (CAP) program at
Traverse City (Michigan) Junior High School. Specifically,
the purpose was to determine the effect of the program on
the reading and associated abilities of students who were
in grades seven to nine, 1972-78. The CAP program was in-
troduced by the Communication Arts Department of Traverse
City Junior High School.

The major research questions explored in this study
were:

1. Is there a difference, as measured by standardized
tests, between the reading and associated abilities of stu-
dents who participated in CAP and students who did not?

2. Is the effect of CAP upon different student groups
consistent over time, as measured by standardized tests?

3. Is there a difference in the effect of CAP for

students of varying reading abilities?

Importance of the Study

Ralph Tyler states that evaluation is an important
means of communicating school success to the public:

Increasingly, we must expect to use evalua-
tion procedures to determine what changes are
actually taking place in students and where we
are achieving our curriculum objectives and where



we must make still further modifications in order

to get an effective educational program (1949,

p. 125). '

The Traverse City Publié Schools implemented a communi-
cation arts program in the junior high school in 1972.
Money has been spent, human resources used, and for seven
years students have participated in the program. What
changes have occurred in the students? Malcolm Provus
(1973) has stated that the "purpose of program evaluation
is to determine whether to improve, maintain, or terminate
a program”" (p. 172). This study will provide data to help
make that decision about the Communication Arts Pilot (CAP)
program.

In addition, the data and analysis presented in this
study may be useful in three other areas of inquiry:

1. Mastery learning as an effective method for

improving reading achievement at the junior

high school level

2. General studies of junior high school stu-
dents' reading achievement

3. Impact of educational innovations on student
outcomes

Assumptions of the Study

1. The tests used in the study are part of the Tra-
verse City Public School's testing program. They are stan-
dardized tests used to measure student achievement, reading
achievement, and general aptitude. The school district is

familiar with the tests. They have been used since prior



to 1971. It is assumed that school district personnel find
the tests acceptable and the results reliable.

2. The tests used in the study were administered by
the Traverse City Public School staff. It is assumed the
tests were administered in a consistent manner and accord-
ing to the test developer's instructions.

3. The tests were scored by outside agencies, either
the testing companies or the Intermediate School District.
It is assumed the tests were accurately scored.

4. The test results were provided to the school dis-
trict on computer printouts. It is assumed that the print-
outs were accurate.

5. The test developers have conducted research to de-
termine the content validity of their instruments. It is
assumed the research was conducted in an adequate manner.
It is also assumed the determination of content validity

is accurate.

Limitations of the Study

1. The researcher's lack of control over tests used,
administration of the tests, scoring, recording and stor-
ing of results are all limitations inherent in an ex post
facto study. The limitations are those any district would
encounter that wished to do a program evaluation for which
they had not preplanned.

2. A study over time must contend with variables

which may have a differential effect on the different
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groups being studied. Information to help evaluate the im-
pact of three such variables are provided:

a. Demographic changes--demographic data for the
Traverse City area have been provided.

b. Differences in educational experiences of the
six groups in the study--information about changes in the
curriculum and materials of three Traverse City junior high
departments--social science, science, and mathematics--have
been provided.

c. Impact of history experienced by the six
groups in the study--the seventh grade reading test results
of the Michigan Educational Assessment Program for the Tra-
verse City Public Schools and six other districts of the
northwest region of Michigan are provided. It is assumed
life experiences, such as mass media, are similar for the
seven districts. It can be observed whether the position
of Traverse City students relative to the students in the

other six districts remained the same.

Definition of Terms

The following definitions are accepted throughout the
study:

Class: all the students in a grade level for a parti-
cular year.

Skill Cycle: a teaching procedure with six steps (ob-

jectives stated, pretest, teach, posttest, student
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application, recycle). Further described on page six of
this paper.

Summative Evaluation: a non-interfering outcome eval-

uation of a stable program to help determine whether a pro-

gram should be improved, continued, or discontinued.

Frequently Used Abbreviations

CAP: Communication Arts Pilot program
Gates: Gates-MacGinite Reading Test

Stanford or Stan: Stanford Achievement Test Inter-
mediate II

DAT: Differential Aptitude Test

NEDT: National Educational Development Test

Overview of the Study

Chapter II consists of a presentation of the litera-
ture which led to decisions made in the study.

Chapter III includes the design of the study with a
description of the population, the samples, instruments
used, the data needed, collection of the data, statistical
procedures, and analysis of the data to be used.

Chapter IV contains an analysis of the data collected.

Chapter V includes a summary, findings, conclusions,
implications of the study for Traverse City Junior High

School, and recommendations for further research.



CHAPTER 1T

REVIEW OF THE LITERATURE

Introduction

The purpose of this study was to do a summative eval-
uation of a program innovation in a local school district.
The review of the literature was directed to answering two
questions:

1. Is an evaluation of an educational program per-
ceived by educators as a valuable and needed activity?

2. When is it appropriate to do a summative evalua-
tion?

Need and Value of
Educational Evaluations

Many educators perceive evaluation of educational pro-
grams as imperative. The following are quotations from
educators who speak to this point.

Careful evaluation has not been made of the
innovations of the past, nor is it being made
today. This failure to assess the effects of
innovations against their total outcomes has been
perhaps the cause of the fact that in American
education curriculum revision proceeds by re-
placing one scheme with another and one "approach"
with another, not necessarily because objective
evidence has demonstrated the merits of the one
or the failures of the other, but merely because
the new scheme or approach somehow has gained at-
tention, is in "fashion" for the time being, or
is championed by forceful leaders (Taba, 1962,

p. 315).

12
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There has been agreement, both within and
without the ranks of education, that systematic
investigation has much to offer. Indeed, there
is agreement that massive, lasting changes in
education cannot be made except on the basis of
deep objective inquiry (Cronback and Suppes,
1969, p. 12).

Accurate assessment of educational outcomes
is essential for sound planning and effective
stimulation of growth in our educational struc-
ture. Assessment has always been an integral as-
pect of curriculum development and is a major re-
sponsibility of curriculum workers. This respon-
sibility is especially critical in a time of
awakened public concern, massive federal commit-
ment and widespread professional reappraisal of
our educational endeavors (Combs, 1967, p. V).

Evaluation is one of the most widely dis-
cussed but little used processes in today's edu-
cational systems...despite these tacit trends
toward accountability, only a tiny fraction of
the educational programs operating at any level
have been evaluated in any but the most cursory
fashion, if indeed at all. Verbal statements
about education and accountability? An abun-
dance. Genuine evaluation of educational pro-
grams? Unfortunately rare (Worthen and Sanders,
1973, p. 1).

Until quite recently school systems have
rarely been equipped or even motivated to attempt
to evaluate the effects of their learning and
teaching activities. There seems to have been an
assumption that an innovation is good per se, be-
cause it is new and unaccustomed. This idea is
further reinforced if the innovation lasts, if
it appears not to be doing a poorer job than the
practice it replaced, and if it does not, at the
same time, disturb too much the other activities
which are in progress in the school (Moorish,
1978, p. 154).

As public programs have become increasingly
massive and expensive, it is not surprising that
taxpayers and some of those who authorize expendi-
tures of money have begun to ask questions about
how much it buys. So, a new enterprise called
program evaluation has come on the scene. Even
though its record of results is still modest, pro-
gram evaluation offers enough promise that it is
being mandated and incorporated in the planning
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for both large and small human-service inter-
ventions (Anderson and Ball, 1978, p. 2).

The need for and desirability of objective evaluation
seems to have been a consistent concern of educators. The

concerns expressed, over a sixteen year time span, have not

changed.

What kind of evaluations are considered desirable?
Cronbach and Suppes (1969) suggest that the type of inves-
tigation needed in evaluation is one of disciplined inquiry.

Disciplined inquiry has a quality that dis-
tinguishes it from other sources of opinion and
belief. The disciplined inquiry is conducted
and reported in such a way that the argument can
be painstakingly examined...fundamental to di-
sciplined inquiry is its central attitude, which
places a premium on objectivity and evidential
test (pp. 15, 18).

Moorish (1978) states that it is impossible to subject
educational innovations to the same rigors of scientific in-
vestigation found in the natural sciences. He further
states that the evaluations of the non-rigorously developed
programs also lack rigor.

New educational practices can seldom be justi-
fied on a scientific basis before being tried out;
and they are certainly not all subjected to care-
ful and detailed evaluation (p. 59).

...1f an innovation is really to be seen to
be successful, it needs not merely the casual visit
of an external observer, but the careful analysis
of the outside expert or moderator. A really
scientific attempt to evaluate any innovation is
certainly a necessity (p. 157).
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Summar

It was apparent from the literature that educational
evaluation is desirable. It was also apparent that evalua-
tion should be rigorous and objective. It was the intent,
in this study, to do a rigorous, objective evaluation of a

program innovation.

Summative Evaluation

The types of evaluation methods available were ex-
plored in order to select one appropriate for this study.
Worthen and Sanders (1973) provide a chart comparing eight
evaluation models. They are listed by the name of the per-
son or group associated with each model. Below are the
eight authors and the purposes Worthen and Sanders ascribe
to each model.

1. Robert E. Stake

To describe and judge educational programs
based on a formal inquiry process.

2. Michael Scriven

To establish and justify merit or worth.
Evaluation plays many roles.

3. Malcolm Provus

To determine whether to improve, maintain,
or terminate a program.

4. Robert L. Hammond

To find out whether innovation is effective
in achieving expressed objectives.

5. Daniel L. Stufflebeam

To provide relevant information to decision
makers.
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Marvin C. Alkin

To report summary data useful to decision
makers in selecting among alternatives.

Accreditation

To identify deficiencies in the education

of teachers and students relevant to content
and procedures; self-improvement.

Ralph W. Tyler

To determine the extent to which purposes

of a learning activity are actually being
realized (pp. 210-215).

Anderson and Ball (1978) recognize the proceding mo-

dels but suggest that it is a mistake for an evaluator to

slavishly use one pattern. The purpose of the evaluation

should determine which evaluation strategy is used. Ander-

son and

1.

2.

6.

Ball provide a list of six evaluation purposes:

To contribute to decisions about program
installation,

To contribute to decisions about program
continuation, expansion, and "certification."

To contribute to decisions about program
modification.

To obtain evidence to rally support for a
program,

To obtain evidence to rally opposition to a
program,

To contribute to the understanding of basic
psychological, social, and other processes (pp.3,4).

Marvin C. Alkin and Carol T. Fitz-Gibbon in Methods

and Theories of Evaluating Programs (1975) stated that con-

fusion was present in understanding evaluation methods.
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is particularly true regarding the difference between

formative and summative evaluation.

very

Ball.

Formative evaluation is directed toward de-
cisions relating to program management whereas
summative evaluation is conducted with a little
intervention in the program as possible...The
theory behind summative evaluation is that it is
done to assess the impact of a stable program in
order to provide information leading to the de-
cision to continue, discontinue, expand, or cur-
tail a program (p. 7).

The definition provided by Alkin and Fitz-Gibbon is
similar to the second purpose statement in Anderson and

Anderson and Ball (1978) provide a table with the

kinds of investigation one might use when performing an eval-

uation for any one of the six purposes. Experimental and

quasi-experimental investigations are deemed appropriate

for the second purpose.

gram

...evaluation directed toward determining
program impact requires experimental designs
that allow such inferences (Anderson and Ball,
1978, p. 5).

Fitz-Gibbon and Morris (1978) in How to Design a Pro-

Evaluation state:

Typically, design has been associated with
summative evaluation (p. 11).

Historically, designs were developed as
methods for conducting s¢ientific experiments...
Since designs serve the interest of producing
defensible results, and...such production is
primarily the interest of the summative evalua-
tor (p. 12).

Moorish (1978) makes a strong statement regarding ex-

perimentation:

The precise manner of evaluating any innova-
tion is by trying it out on an experimental basis
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and by comparing the results with those of a con-
trol group which is not using it (p. 157).

Moorish does suggest that while experimentation may be

viewed by some as a questionable activity, it is essential.

Experimentation, it is often suggested, is
qguite all right on things...but not on people,
particularly children. And, moreover, if the
projected change is not a good or successful one
--whatever the connotation given to those words
--then the children may have suffered "untold
harm" as a result. It is never suggested how
any innovation in school can be introduced with-
out actually experimenting in some way upon
children, yet any other form of experimentation
would be unreal and incapable of any viable eval-
uation or assessment (p. 57).

Alkin and Fitz-Gibbon (1975) in their definition of

summative evaluation, stated that impact evaluation should

be conducted on a stable program. The purpose is to avoid

the

"Hawthorn" effect. As Morrish (1975) states:

...type of problem with experimental evalua-
tion is what is variously known as the "halo,"
"Hawthorne," or "placebo" effect. This...is the
fact that the conditions which surround any ex-
periments--particularly those involving social
and human behaviors--tend to distort the results
...Both teachers and pupils will tend to perform
better, administration will be avidly interested
in the project, and more amenable classroom ar-
rangements will be provided. Probably, therefore,
the best time really to assess an innovation is
when it ceases to be an innovation and when the
project can no longer evoke special enthusiasms,
energies or resources (p. 158).

Anderson and Ball (1978) state that test instruments

are appropriate for the designs used with the second pur-

pose listed earlier. Lee J. Cronbach in "Course Improve-

ment Through Evaluation" (1963), reprinted in Worthen and

Sanders (1973), states his view regarding measuring in-

struments:
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In course evaluation, we need not be much con-
cerned about making measuring instruments fit the
curriculum. However startling this declaration
may seem, and however contrary to the principles
of evaluation for other purposes, this must be our
position if we want to know what changes a course
produces in the pupil...If you wish only to know
how well a curriculum is achieving its objectives,
you fit the test to the curriculum; but if you
wish to know how well the curriculum is serving
the national interest, you measure all outcomes
that might be worth striving for (p. 54).

Anderson and Ball (1978) refer to a "global need."
There is controversy, as implied in Cronbach's statement,
about whether two curricula with different purposes can be
compared. Scriven (1967) maintains that it is valid to com-
pare different curricula.

Certainly there are cases when the most mean-
ingful question to be addressed in evaluation is
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