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ABSTRACT 

The purpose of this study was to compare the academic achievement of students who 

were grouped for reading instruction and those not grouped for reading instruction. 

Participants were 132 second-grade and 138 fifth-grade students at 16 elementary schools 

in USD 259. Students' academic achievement was measured using the district benchmark 

reading assessment; wh1le the type of grouping used for reading instruction was 

determined through the use of a questionnaire completed by building principals. Findings 

from this indicated that a student's race/ethnicity, gender, or socioeconomic status had 

less to do with their academic achievement than the way in which they were instructed 

for reading. Only a few of the findings of this study are consistent with previous research, 

indicating a need for further research in the area of ability grouping. 
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Chapter One 

The Problem 

The National Research Council has identified reading as a central component to 

success in contemporary society (Snow, Burns, & Griffin, 1998). Reading and literacy 

play a role in every aspect of our lives (education, workforce, socially). As society 

continues to transition from an industrial to an informational society, reading is 

increasingly more important (Stedman & Kaestle, 1987). Improving children's reading is 

a huge challenge facing teachers and our nation. 

On January 8, 2002, President Bush signed into law the No Child Left BehindAct 

of 2001 (NCLB). This law represents his education reform plan and contains the most 

sweeping changes to the Elementary and Secondary Education Act (ESEA) since it was 

enacted in 1965. NCLB changes the federal government's role in kindergarten-through

grade-12 education by asking America's schools to describe their success in terms of 

what each student accomplishes. The act contains the President's four basic education 

reform principles: stronger accountability for results, increased flexibility and local 

control, expanded options for parents, and an emphasis on teaching methods that have 

been proven to work. 

Rationale 

Ability grouping is a practice that is used everyday in schools across the nation. 

Although there is an overwhelming amount of research on reading and the importance of 

teaching students to read early in their education, the amount of research on the use of 

ability groups for instruction is sparse. The research that is available is conflicting, with 

no clear-cut answer to whether or not ability grouping for reading instruction has an 
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effect on the academic achievement of elementary school students. The bottom line is 

that the research is too limited to make valid decisions about the use of such a practice 

within a school. 

Definitions 

Ability grouping 

Ability grouping is the grouping of students for instruction based on their ability 

or achievement within a specific subject area. 

Mixed-Ability Grouping 

Mixed-ability grouping or heterogeneous grouping is the grouping of students so 

that groups include students of varied abilities. 

Like-Ability Grouping 

Like-ability grouping or homogeneous grouping is the grouping of students so 

that groups include students of like abilities. 

Best-evidence synthesis 

According to Slavin (1987) a "best-evidence synthesis is a method that 

incorporates the best features of both meta-analytic and traditional narrative review. The 

main elements of a best-evidence synthesis are as follows: (1) clearly specified, 

defensible a priori criteria for inclusion of studies are established; (2) all published and 

unpublished studies that meet these criteria are located and included; (3) where possible, 

effect sizes for included studies are computed. Effect size is operationalized as the mean 

of all experimental-control differences on related measures divided by their standard 

deviations; ( 4) when effect sizes cannot be computed, effects of studies that meet the 

inclusion criteria are characterized as positive, negative, or zero rather than excluded; and 

2 



(5) apart from computation of effect size and use of well-specified inclusion criteria, best

evidence syntheses are identical to traditional narrative reviews. Individual studies and 

methodological and substantive issues are discussed in the detail typical of the best 

narrative reviews" (Slavin, 1987, p. 294). 

Between Classrooms Grouping 

Between classrooms grouping is the grouping of students for instruction between 

classrooms. This grouping is generally based on the students' ability or achievement 

within a specific subject area. Students spend the majority of the day in their assigned 

homeroom class but go to a separate classroom for instruction in a particular subject. The 

two most common forms of between classrooms grouping are between classrooms in 

same grade grouping (regrouping for reading) and between classrooms in different grade 

grouping (Joplin Plan) (see below for definitions). 

Between Classrooms in Same Grade Grouping (Regrouping for Reading) 

Between classrooms in same grade grouping or regrouping for reading is the 

practice where students are grouped for reading instruction between classrooms within 

their grade level. For example, if there are 4 second grade classes, each of the teachers 

will have a reading class of a different ability level. Each student will go to the second 

grade reading class that most appropriately fits their ability level in reading. 

Between Classrooms in Different Grade Grouping (Joplin Plan) 

Between classrooms in different grade grouping or the Joplin Plan is essentially 

the same as regrouping for reading. However, students are not required to stay within 

their assigned grade level for that subject area. For example, if a student is in second 

grade but reads at a fourth grade level, then that student would be in a reading class with 
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other students who read at a fourth grade reading level. Some of these students will be 

fourth grade students while others will be students of other grades. The reading class is 

appropriate to a students' reading level, not their assigned grade level. 

Within Classroom Grouping 

This practice is one in which teachers separate students into smaller groups for 

instruction within the classroom. This grouping is typically on the basis of students' 

ability within a specific subject area. 

Purpose 

The purpose of the current study is to compare the academic achievement of · 

students who are grouped for reading instruction and those not grouped for reading 

instruction. Five questions will be addressed: (a) Do the different forms of ability 

grouping have an effect on academic achievement in reading? (b) Do certain forms of 

ability grouping provide better results for students of different race or ethnic 

backgrounds? ( c) Do certain forms of ability grouping provide better results for students 

of different genders? ( d) Do certain forms of ability grouping provide better results for 

students of different socioeconomic statuses? ( e) Is ability grouping more beneficial for 

certain grades? 

Overview 

Chapter two reviews some of the available research on the most common forms of 

ability grouping used in elementary schools and their impact on academic achievement, 

specifically in reading. Research on "typical" reading achievement of students based on 

gender, race/ethnicity, and socioeconomic status are also described. 
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Chapter three details the specific methodology that was followed while 

conducting this study. Details about the participants are included in this chapter, as is 

information on how student variables were measured. The instrument used is described in 

detail, including results from a pilot study conducted. The procedure that was conducted 

is outlined as well. Chapter four presents the results of the study as they pertain to each 

research question. Chapter five provides a review of the research problem and 

methodology, summarizes the findings, discusses the results, provides interpretations of 

the findings, relates the findings to previous research, and discusses limitations of the 

study. 
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Chapter Two 

Review of the Literature 

One of the oldest and most controversial topics in education is ability grouping. 

Ability grouping is the practice of dividing students for instruction on the basis of ability 

or achievement in a particular subject area. Ability grouping in the United States became 

popular in the 1920s, shortly after developments in standardized intelligence testing. The 

practice spread across the nation until the late 1930s and early 1940s when opponents 

raised concerns that ability grouping stigmatized slow learners. The use of ability 

grouping picked up again in the mid 1950s with concerns about academic achievement, 

especially on the part of gifted students (Heathers, 1969). 

Although the use of ability grouping reached its peak in the 1920s; the origins of 

the practice go back to 1867 when W. T. Harris initiated a grouping plan in St. Louis. 

Guy M. Whipple was the first to do serious research on like-ability grouping with 

something resembling controlled experimentation in 1916 (Passow, 1962). Numerous 

studies followed as the practice became popular in the 1920s ( e.g., Anastaslow, 1968; 

Balow & Ruddell, 1963; Berkun, Swanson, & Sawyer, 1966; Billett, 1932; Floyd, 1954). 

Very similar lists of advantages and disadvantages of ability grouping have been 

given by theorists and researchers for more than 70 years (see, for example, Billett, 1932; 

Heathers, 1969; Hollifield, 1987; Slavin, 1987). Supporters of ability grouping argue that 

it increases student achievement by decreasing the range of ability levels within the 

classroom or instructional group, allowing the teacher to provide instruction that is more 

appropriate for the students' current level of achievement. Supporters also believe that it 

provides more individualized attention, repetition, and review for low achievers and that 
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it allows higher achieving students to compete with each other while allowing lower 

achieving students to not have to compete with the higher achieving students. 

One of the main arguments against ability grouping is that it causes classes or 

groups of low achievers to be deprived of the example and stimulation of high achievers. 

It is also argued that by labeling students or placing them in a low achieving class or 

group that teachers are also lowering their expectations of these students. A final 

argument against ability grouping is that students in lower achieving classes or groups 

work at a slower pace and receive a lower quality of instruction than students in a higher 

achieving class or group. The purpose of the current study is to compare the academic 

achievement of students who are grouped for reading instruction and those not grouped 

for reading instruction. 

Literature Review 

The research on ability grouping has a very long and controversial history. 

Researchers have conducted hundreds of studies on ability grouping and a number of 

meta-analyses to determine the effect of ability grouping on academic achievement ( e.g., 

Anastaslow, 1968; Balow & Ruddell, 1963; Hart, 1959; Koontz, 1961). However, 

researchers are not able to say with certainty if ability grouping has an effect on academic 

achievement or not. The results are very conflicting. This chapter reviews some of the 

available research on the most common forms ·of ability grouping used in elementary 

schools and their effect on academic achievement, specifically in reading. The selected 

studies met the following criteria based on the research questions: 

1. Selected studies were conducted in an elementary school setting. 
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2. Selected studies included enough methodological information to determine 

that it fit within the forms of ability grouping selected for the study. 

3. Selected studies were those that looked at grouping for reading instruction, 

including effects on academic achievement and how frequently ability 

grouping is used in elementary schools. 

4. Selected studies looked at the "typical" reading ability of students based on 

gender, race/ethnicity, or socioeconomic status. 

General Grouping 

A good deal of the research that is available on ability grouping doesn't specify 

the types of grouping that are used for the studies; they only state that the researcher is 

comparing like-ability students with mixed-ability students (Balow & Ruddell, 1963; 

Berkun et al., 1966; Cartwright & McIntosh, 1972; Mills Jr., 1992; Riggins, 2001 ). Other 

researchers (Clement, 1994; McCoach, O'Connell, Levitt, Zhao, & Reis, 2001; Moody, 

Vaughn, & Schumm, 1997) have conducted descriptive studies to determine the 

frequency of which ability grouping is used in elementary schools and teachers' views of 

the use of ability grouping. A final researcher (Justman, 1968) conducted a study 

comparing three like.:ability groups of students (low, average, and high) in reading 

achievement. 

The research findings on ability grouping are inconclusive; consequently, the 

practice of grouping is called into question. Research by Clement (1994), McCoach, et al. 

(2001) and Moody et al. (1997) supports grouping. Clement conducted a descriptive 

study from 1986 to 1990 in southern California comparing the language arts curriculum, 

instructional strategies, and additional school-related factors used with students who 
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achieved high and low scores on the California Assessment Program tests in reading and 

writing. The sample consisted of six schools, three considered to be low achieving and 

three high achieving. Clement found that in the high achieving schools the curriculum 

was skills based and ability grouping was used for skills instruction. However, in the low 

achieving schools, the curriculum was not skills based and not all teachers grouped for 

skills instruction. Moody_ et al. (1997) found that while ability grouping is still used, 

general education teachers prefer to use mixed-ability grouping while special education 

teachers prefer to use like-ability grouping. 

Three of the studies selected and included under general grouping found 

consistently positive results in favor of ability grouping while one study found negative 

results. One of the ·studies that found positive results was a study conducted by Berkun et 

al. (1966). The study compared like-ability (experimental) and mixed-ability (control) 

reading classes of third, fourth, and fifth graders. Students in the experimental classes had 

a net advantage of 0.4 years in reading achievement over those in the control classes. 

Students in the third and fifth grade experimental classes produced a significant 

difference in gain over the control classes. For fifth grade students who were initially low 

in reading, there was a statistically significant difference in their overall gain compared to 

the control classes. Overall, students that were initially high and initially low showed a 

statistically significant difference in gain over their control class counterparts. 

The one study included under general grouping that found negative results was 

that of Mills Jr. (1992). In this study, Mills Jr. compared students at two schools in rural 

Texas. The students in one school were placed in like-ability classrooms for second and 

fourth grade and mixed-ability classrooms for first and third grades, while the students at 
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the other school were placed in mixed-ability classrooms for all grades. Using an 

ANOV A to compare all students as they progressed through the grades at both schools, 

Mills Jr. found no significant difference at the .05 level. He also concluded that lower 

ability students scored lower on achievement tests while higher ability students scored 

consistently higher when placed in like-ability classrooms. 

There is not only conflict between studies but also conflict within studies on the 

effects of ability grouping. Balow & Ruddell (1963) conducted a study in southern 

California that included all sixth grade students at four schools. All students had been 

placed in mixed-ability classrooms in the first five grades prior to the study. During the 

study one school used like-ability grouping and one school was experimenting with 

cluster grouping (grouping based on IQ alone) and had two sixth grade classes 

participating. The remaining two schools used mixed-ability grouping and were selected 

to be used as control groups. The students were assigned to self-contained classrooms as 

randomly as possible. 

Balow & Ruddell found no statistical difference in growth scores between the 

groups in word knowledge, reading, spelling, language skills, arithmetic problem solving, 

social studies information, social studies study skills, and science. However, there was a 

statistically significant difference in growth scores in language. The like-ability group 

showed the greatest gain, while the mixed-ability group showed the lowest gain. 

Another study that resulted in conflicting findings was that of Cartwright & 

McIntosh (1972). Cartwright & McIntosh looked at the academic achievement of 

students at Linapuni School in Honolulu, Hawaii; the majority of which were residents in 

government housing projects. All students in first, second, and third grades were 
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randomly assigned to one of three treatment groups. The treatment groups were 

designated as mixed-ability, like-ability, and flexible, with three teachers assigned to each 

of the treatments. Teachers and students remained in the same treatment groups for two 

years or until the student was promoted into the fourth grade. Each student was initially 

evaluated in September 1966 and a final evaluation was conducted in May 1968. 

For students in first grade, there was a statistically significant difference in 

reading. Students in the mixed-ability group had a higher mean score in reading than 

those in the like-ability and flexible groups. For second grade students, there was no 

significant difference in reading, word knowledge or word discrimination. However, in 

all three areas the students in the mixed-ability classes outperformed those in the like

ability and flexible · groups. For third grade students, there was no significant difference in 

the three areas. However, the students in the like-ability groups outperformed those in the 

mixed-ability and flexible groups. The fact that teachers and students remained together 

for an extended period of time confounds the results. There is no way of knowing 

definitively if the results were due to the grouping or the teacher. 

This has been a review of the literature on general ability grouping. The 

remaining sections will review the literature ·on specific forms of ability grouping that are 

used in elementary schools for reading instruction. These forms of ability grouping 

include within classroom grouping, between classrooms in same grade grouping, and 

between classrooms in different grade grouping. 

Within Classroom Grouping 

A common form of ability grouping that is used within elementary schools is 

within classroom grouping. This practice is one in which teachers separate students into 
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smaller reading groups within the classroom, usually on the basis of their reading ability. 

The research on this form of ability grouping is sparse; a point which Robert Slavin 

agreed with when conducting his best-evidence synthesis in 1987. A best-evidence 

synthesis is a literature review strategy that incorporates the best features of both meta

analytic and traditional narrative review (Slavin, 1987). The research findings on within 

classroom grouping are also conflicting, a point that is evident from the selected studies. 

Slavin's best-evidence synthesis included eight studies on within classroom 

grouping. However, every study included involved the use of math groups except for one 

that studied grouping in reading and spelling. Slavin concluded that there was not enough 

research on within classroom grouping in reading or in elementary school as a whole to 

allow for any conclusions to be drawn about within classroom grouping. 

In 1996, Lou et al. conducted a meta-analysis to determine the effects of within 

classroom grouping on student achievement. Their analysis did not specify whether the 

included studies were in a particular subject area. They were only looking to compare 

studies that compared within classroom grouping with no grouping and studies that 

directly compared like-ability within classroom grouping with mixed-ability within 

classroom grouping. 

In the first analysis comparing within classroom grouping with no grouping, Lou 

et al. included 103 independent effect sizes from 51 studies, involving a total of 16,073 

students. They concluded that students learning in small groups within classrooms 

achieved significantly more than those students not learning in small groups. They also 

concluded that the ·effect of within classroom grouping was significantly larger in math 
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and science than in reading, language arts, and other courses, although they did not 

specify which of the included studies looked at achievement in the specific subject areas. 

The second analysis compared like-ability within classroom grouping with mixed

ability within classroom grouping. This analysis included 20 effect sizes from 12 studies. 

Of these, four effect sizes compared like-ability within classroom groups with mixed

ability within classroom groups in reading, although it was not specified which studies 

looked at reading. They concluded that there was a mean effect size of .36, indicating 

that, on average, students in like-ability within classroom groups learned significantly 

more than students in mixed-ability within classroom groups in reading. 

Between Classrooms Grouping 

Between classrooms grouping is another common form of grouping used in 

elementary schools. This is a practice in which students spend most of the day in their 

assigned homeroom classes. Students are grouped for a particular subject between 

classrooms based on their ability level within that subject. The two most common forms 

of between classrooms grouping are between classrooms in same grade grouping 

(regrouping for reading) and between classrooms in different grade grouping (the Joplin 

Plan). 

Between classrooms in same grade grouping or regrouping for reading is the 

practice in which students are grouped for reading between classrooms within their 

assigned grade level. For example, ifthere are four second grade classes, each of the 

teachers will have a reading class of a different reading level. Each student will go to the 

second grade reading class that most appropriately fits their ability level in reading. 

Between classrooms in different grade grouping or the Joplin Plan is essentially the same 
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as between classrooms in same grade grouping. However, students are not required to 

stay within their assigned grade level for that subject. For example, if a student is in 

second grade but reads at a fourth grade reading level, then that student will be in a 

reading class with other students who read at a fourth grade reading level, regardless of 

their assigned grade level. 

Between Classrooms in Same Grade Grouping. The research on between 

classrooms in same grade grouping is sparse and inconclusive. Koontz ( 1961) conducted 

a study in which he compared students who were grouped based on ability with those that 

were not grouped at all for reading instruction. He concluded that those students who 

were not grouped for instruction had a higher final reading achievement than those 

students who were grouped for reading instruction. 

Slavin (1987) conducted a best-evidence synthesis to look at the effects of 

between classrooms in same grade grouping for reading and/or mathematics on the 

academic achievement of students. He concluded that "unfortunately, there is neither the 

number nor the quality of studies of regrouping to make possible definitive conclusions 

concerning the effectiveness of such plans (p. 308)." 

Between Classrooms in Different Grade Grouping. The research on between 

classrooms in different grade grouping is more extensive, although somewhat outdated. 

The research is also more conclusive than research on other forms of ability grouping. 

With only one exception (Anastaslow, 1968), the articles selected for this study agree that 

between classrooms in different grade grouping does appear to produce significantly 

higher academic achievement in reading for elementary school students ( e.g., Floyd, 
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1954; Halliwell, 1963; Hart, 1959; Jones, Moore, & Van Devender, 1967; Moorhouse, 

1964; Morgan Jr. & Stucker, 1960; Ramsey, 1962; Rothrock, 1961; Slavin, 1987). 

One study that resulted in support of between classrooms in different grade 

grouping was that of Rothrock ( 1961 ). Rothrock conducted a controlled experiment in 

which a mixed-ability, a like-ability, and an individualized approach to the teaching of 

reading were compared. The like-ability approach was the between classrooms in 

different grade grouping. Rothrock found that the between classrooms in different grade 

approach made significant gains, averaging .44 grade equivalents more than the mixed

ability classes. 

Another study with findings that supported between classrooms in different grade 

grouping was that of Hart (1959). In this study, students of like ability from the fourth, 

fifth, and sixth grades met with a teacher for reading instruction and all grade level 

designations were ignored. The students' achievement under the experimental plan was 

compared to student achievement for a similar period of time under the regular program 

(mixed-ability, self-contained classroom). Hart concluded that reading achievement under 

the experimental program was significantly greater than reading achievement under the 

regular program. 

Nearly a decade later, Jones et al. (1967) conducted a study of first-grade students 

entering the Washington Elementary School in Pennsylvania. The students were 

randomly assigned to either an experimental or control group, in which they remained 

from 1960 to 1963. Each student was assessed for reading readiness during the first two 

weeks of the school year. For students in the experimental group, grade designations 

were eliminated and students were placed in reading classes that were appropriate for 
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their reading ability. At the beginning of each school year they would just pick up where 

they left off the previous year. For students in the control group, grade designations 

remained and they were assigned to one of the reading classes within their grade level. 

The effects of the program were evaluated at the end of one and one half years and again 

at the end of three years. The scores of the experimental group were higher than those of 

the control group on all measures of achievement at both evaluation points. However, the 

differences between the two groups were statistically significant at the end of one and one 

half years, but not at the end of three years. 

A study conducted by Anastaslow ( 1968) compared two elementary schools on 

their level of reading achievement after the implementation of an experimental group. 

School A, the experimental group, used between classrooms in different grade grouping 

for students in grades four through six, based on their current level of reading 

achievement. In School B, the students were to remain in their self-contained classrooms 

for reading instruction. School A began its program a year before School Bin an effort to 

work through any organizational procedures. According to Anastaslow, there were no 

significant differences between the two schools at the start of the program or at the end of 

the school year. 

This has been a review of some of the available literature on the different forms of 

ability grouping that will be looked at in this study. The next section will give a brief 

summary of the literature on "typical" achievement for students based on gender, 

race/ethnicity, and socioeconomic status. 
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Reading Ability 

Since this study will examine the effect of grouping on students of different 

genders, races/ethnicities and socioeconomic statuses, it is important to understand what 

is considered "typical" performance of students based on these variables. A brief 

summary of the literature on "typical" performance of students follows. 

Gender. Research on gender differences in reading achievement generally favors 

females. There are a number of theories as to the causes of this, but there has been no 

conclusive evidence as to the causes of such a difference. In an extensive review of the 

literature, Bond and Dykstra (1997) concluded that the reading achievement of females · 

was consistently higher than that of males, regardless of the age of the students, 

according to various· research study results (i.e. , Carroll, 1948; Gates, 1961 ;-Pauley, 1962; 

Templin, 1957). 

In an analysis of the National Assessment of Educational Progress (NAEP) data 

collected from 1971 to 1996, Campbell, Voelkl, and Donahue (1999) stated that female 

students have had higher reading achievement scores than their male peers since 1971. 

More recently, Grigg, Daane, Jin, and Campbell (2003) reported that at all grade levels, 

females had a higher average reading score than males on the 2002 NAEP assessment. 

Race/Ethnicity. Campbell, Voelkl, and Donahue (1999) reported that, although 

the racial gap narrowed between 1971 and 1996, white students in 1996 attained higher 

reading achievement scores than did their African American peers. Similarly, Donahue et 

al. (1999) reported that, in 1998, the average reading score for white 9-year-olds was 

statistically significantly higher than that attained by African American, Hispanic, and 

American Indian students of the same age. More recently, Grigg, Daane, Jin, and 
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Campbell (2003) reported that white students had higher average scores than African 

American, Hispanic, American Indian, and Asian American students. The score gap 

between white and African American fourth-graders was smaller than in 1994 and the 

gap between white and Hispanic fourth-graders was smaller than in 2000. 

Socioeconomic Status. Pungello et al. (1996) defined socioeconomic status by 

whether or not a student qualified for the federal free/reduced lunch program. Students 

who qualified for free/reduced lunches were classified as being in a socioeconomic 

status. Those students who did not quality for free/reduced lunches were classified as 

being in a higher socioeconomic status. The study took place in a small southern city and 

included 1,253 public elementary school students. Results of the 4-year study revealed 

deficits in reading achievement for students of low socioeconomic status. The results of 

the Pungello et al. (1996) study are consistent with the results from the 2002 NAEP 

(Grigg et al. , 2003) which revealed that at all grade levels, students eligible for 

free/reduced lunches had lower average scores than· students who were not eligible for the 

federal lunch program. 

Summary 

It is evident from this res·earch that there is no clear cut answer as to whether or 

not ability grouping has a significant effect on the academic achievement of elementary 

school students in reading. Consequently, the question still remains; Does ability 

grouping for reading instruction have an effect on the academic achievement of 

elementary school students? 

With such a diverse array of research, it is evident that there is still a need for 

further research on ability grouping. Furthermore, the available research does not provide 
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results based on gender, race/ethnicity, or socioeconomic status, it only provides results 

based on grade level and occasionally ability level. To add to the controversy, some 

researchers are opposed to the use of ability grouping because they say it places low

socioeconomic status, African American, and Hispanic American students in lower 

ability groups, resulting in divisions along class, race, and ethnic group lines (Haller & 

Davis, 1980; Heyns, 1978; _Rist, 1970; Rosenbaum, 1980). 

Ability grouping is a practice that is used in schools across the country on a daily 

basis, and there is not a sound research base available to make the determination of 

whether or not this practice is helpful or harmful to students' academic achievement. 

Therefore, the purpose of this study is to examine the use of ability grouping in Wichita, 

USD 259 and determine the effects of this grouping on the academic achievement of 

elementary school students in reading. 

The study was designed to answer the following research questions: 

1. Do the different forms of ability grouping (within classroom, between 

classrooms in same grade, and between classrooms in different grade) have an 

effect on academic achievement in reading? 

2. Do certain forms of ability grouping provide better results for students of 

different race or ethnic backgrounds? 

3. Do certain forms of ability grouping provide better results for students of 

different genders? 

4. Do certain forms of ability grouping provide better results for students of 

different socioeconomic statuses? 

5. Is ability grouping more beneficial for certain grades? 
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Chapter Three 

Methodology 

This study examined the effect of grouping for reading instruction on student 

academic achievement. Several hypotheses were tested in the study; therefore, several 

pieces of data were gathered. This chapter details the participants of the study, the data 

collected, and procedures that were used. 

Participants 

In order to ensure adequate participation, all elementary schools (n = 57) within 

USD 259 were asked to participate in the study. Principals at 16 schools agreed to 

participate. Of the schools participating all had second grade classes during the 2002-

2003 school year. Ho'wever, two of the schools did not have fifth grade classes during 

this time. 

Based on data received, students who had a special education classification (n = 

184), were designated as migrant students (n = 84) or English language learners (n = 223) 

were excluded from the study. These students were excluded because there was no way 

to ensure that they received the same type of grouping as other students within the school. 

Students who did not complete both sections (fictional and informational) of the district 

benchmark reading assessment (n = 7) or who failed to provide any demographic 

information (n = 5) were also excluded from the study. These students were excluded to 

ensure that there was no missing data on any of the participants. See Tables 1 and 2 for 

demographics of participants by grade and school. Please note that schools have been 

assigned a letter designation rather than including the school name. 
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Table 1 

Demographics of Second Grade Participants by School 
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School A 42 25 17 15 27 20 12 10 0 0 0 

School B 34 16 18 16 18 26 6 0 1 1 0 

SchoolC 76 36 40 13 63 36 29 9 2 0 0 

School D 23 8 15 1 22 10 9 4 0 0 0 

School E 28 14 14 5 23 13 3 10 2 0 0 

SchoolF 37 18 19 25 12 27 5 2 3 0 0 

SchoolG 12 10 2 2 10 4 7 0 1 0 0 

School H 42 15 27 14 28 29 7 4 1 1 0 

School I 41 20 21 5 36 28 10 2 1 0 0 

SchoolJ 44 20 24 33 11 24 12 3 2 3 0 

School K 59 26 33 13 46 32 16 5 3 3 0 

SchoolL 24 9 15 4 20 13 7 4 0 0 0 

SchoolM 38 21 17 24 14 23 6 3 3 3 0 

School N 59 26 33 38 21 44 8 6 1 0 0 

School 0 29 15 14 1 28 18 6 4 1 0 0 

SchoolP 92 44 48 33 59 40 37 7 2 6 0 

Totals 680 323 357 242 438 387 180 73 23 17 0 
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Table 2 

Demographics of Fifth Grade Participants by School 
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School A 34 13 21 15 19 21 4 4 1 1 3 

School B 17 12 5 8 9 14 1 1 1 0 0 

School C 92 40 52 26 66 50 6 6 1 1 0 

School D 23 11 12 4 19 9 8 8 1 1 0 

SchoolF 42 25 17 28 14 32 2 2 2 1 0 

School H 40 18 22 14 26 18 7 7 0 1 0 

School -I 37 13 24 11 26 18 7 7 1 0 5 

SchoolJ 30 . 14 16 23 7 14 5 5 1 5 10 

School K 61 23 38 14 47 25 9 9 2 4 0 

School L 28 12 16 7 21 13 5 5 0 0 0 

SchoolM 37 20 17 26 11 21 6 6 2 1 0 

School N 54 31 23 30 24 39 5 5 1 0 0 

School 0 42 21 21 2 40 21 7 7 0 4 0 

SchoolP 62 34 28 11 51 19 3 3 2 1 8 

Totals 599 287 312 219 380 314 149 75 15 20 26 

Data Gathered 

This was a descriptive study in which all data were gathered ex post facto. The 

variables included in this study were: gender, race/ethnicity, socioeconomic status, 

academic achievement, and type of grouping used for reading instruction. 
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Gender and Race/Ethnicity 

The gender and race/ethnicity of participants was provided by the district. This 

data was included in the data collected during the administration of the district 

benchmark assessments. 

Socioeconomic Status 

The socioeconomic status of the participants was provided by the district. This 

data was included in the data collected during the administration of the district 

benchmark assessments. The participants ' socioeconomic status was based on whether or 

not they qualified for the federal free/reduced lunch program at the school during the 

2002-2003 school year. While this is not an exact measurement of a participant's 

socioeconomic status,' this was the only data available that measured this variable. 

Academic Achievement 

A participant's academic achievement was based on the scores received on the 

district benchmark reading assessment. All second arid fifth grade students within the 

district were administered the district benchmark reading assessment during the spring of 

the 2002-2003 school year. 

The benchmark reading assessment was· created by the curriculum and assessment 

personnel in the district and has been used within the district since 1998 to assess second 

and fifth grade students according to the district's reading standards. The district has 

subsequently bought the copyrights to many of the passages used within the assessment. 

There were two sections to the reading assessment: fictional and informational. 

The only difference between the two sections was the genre of the story/article that 

students were asked to read and answer questions about. Each section included four tasks: 
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reading the story/article, retelling the story/article, finding the best answers to multiple 

mark and multiple choice questions, and using pictures and words to explain the 

story/article. 

The main differences between the second and fifth grade assessments was the 

difficulty of the story/article and that fifth grade students were asked to provide a written 

retelling of the story/article while second grade students provided their retelling through 

pictures. (See appendices A though H for samples of the district benchmark reading 

assessment, information on alignment with district standards, and grading practices.) 

Data on the reliability of the second and fifth grade reading assessments were 

provided by USD 259 and verified by myself. Item analyses were conducted on the 6 

graded tasks of the district benchmark reading assessment. For the second grade 

assessment (n = 3066) each of the six items were correlated with the individual items. All 

the correlations were greater than .35. For the fifth grade assessment (n = 3252) each of 

the six items were also correlated with each other. In this analysis, all correlations were 

greater than .39. 

To provide independent estimates of internal consistency, coefficient alphas were 

computed on each task. Developed by Cronbach (1951 ), coefficient alpha may be thought 

of as the mean of all possible-the good and the bad-split-half correlations. Coefficient 

alpha is appropriate for use on tests containing nondichotomous items: items that can 

individually be scored along a range of values. "Coefficient alpha is the preferred statistic 

for obtaining an estimate of internal consistency reliability today" (Cohen & Swerdlik, 

2002, p. 138). 
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The coefficient alpha for the second grade assessment was .82 while the 

coefficient alpha comparing the total score on fictional with the total score on 

informational was .82 as well, each indicating significant reliability. The coefficient alpha 

for the fifth grade assessment was .81 while the coefficient alpha comparing the total 

score on fictional with the total score on informational was . 7 6, each indicating 

significant reliability. 

Data on the validity of the fifth grade assessment was provided by USD 259 and 

verified by myself. For the fifth grade benchmark reading assessment a Pearson 

Correlation was conducted comparing the total score on the district benchmark reading 

assessment with the total score on the Kansas assessment of reading. This resulted in a 

correlation of. 7 4 between the two assessments, which is considered to be a large 

correlation according to Green & Salkind (2003) and a high correlation according to 

Sprinthall (2000). 

Instrument 

A brief survey was developed to collect information about the grouping practices 

of the elementary schools in USD 259 during the 2002-2003 school year from principals 

(Appendix K). The purpose of the survey was to determine if students were grouped for 

reading instruction based on ability. 

A pilot study was conducted with teachers and administrators from USD 259 and 

other districts throughout the state to determine the clarity of the questions. Revisions 

were made based on feedback from the participants of the pilot study. 
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Procedure 

Once consent was received by USD 259's Research Council, surveys were mailed 

out to the principal of each elementary school within the district (Appendix K). A cover 

letter (Appendix I) and informed consent form (Appendix J) were attached to the surveys. 

These stated the purpose of the study and let the participants know that their participation 

was completely voluntary. Principals had two weeks to complete the survey and return it. 

After the two weeks, an email was sent to the principals of the schools that had not 

submitted their survey requesting their participation. They were given an additional week 

to respond. 

As data were being gathered from the surveys, data were also being gathered from 

the districts Quality Improvement Services office. These data were provided in an 

electronic format. 

Data Analysis 

Standard descriptive statistics were calculated for each school participating in the 

study. In order to answer the first research question: (a) Do certain forms of ability 

grouping have an effect on academic achievement in reading? An ANOVA was 

conducted with grouping as the independent variable. In order to answer the remaining 

questions: (b) Do certain forms of ability grouping provide better results for students of 

different race or ethnic backgrounds? ( c) Do certain forms of ability grouping provide 

better results for students of different genders? ( d) Do certain forms of ability grouping 

provide better results for students of different socioeconomic statuses? ( e) Is ability 

grouping more beneficial for certain grades? A Two-Way ANOV A was run with 

grouping as one independent variable and the demographic variable as the second 
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independent variable. When significant results were found follow-up analyses were 

conducted. 
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Chapter Four 

Results 

This study investigated the relationship between the type of grouping used for 

reading instruction and student achievement. This chapter discusses the results of the 

study as they pertain to each research question. 

Demographics 

Data gathered were ex post facto, and therefore there was no control over the 

demographics of the sample. Analyses were run with the original sample; however, 

Levene' s test was significant on all accounts. According to Tabachnick & Fidell ( 1989), 

the most appropriate way to handle a significant test of homogeneity of variance is to 

artificially equalize cell sizes by random deletion of cases. 

First, the number of participants based on the type of grouping used was noted. 

Based on this data, two types of grouping used (within classroom and combined) were 

excluded from the second grade data, which resulted in the exclusion of Schools B and F. 

For fifth grade, one type of grouping used (combined) was excluded, which resulted in 

the exclusion of School B. 

Due to the small number of students within some of the minority groups, students 

who identified themselves as Native American, Asian American, or Multi-Ethnic were 

excluded from the study. Because the cell sizes for the remaining minority groups were 

still unbalanced, cases were randomly excluded in order to balance out the cell sizes. The 

demographics of final participants for second and fifth grade are shown in Tables 3 and 4, 

respectively. 
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Table 3 

Demographics of Final Second Grade Participants by School 

Cl) 
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School A 15 8 7 4 11 3 2 10 

School C 12 6 6 2 10 3 5 4 

School D 7 2 5 0 7 2 3 2 

School E 9 5 4 2 7 0 2 7 

School G 3 2 1 1 2 0 3 0 

School H 8 3 5 4 4 3 1 4 

School I- 12 5 7 3 9 5 7 0 

SchoolJ 13 . 5 8 8 5 4 6 3 

School K 5 4 1 1 4 2 2 1 

School L 3 2 1 0 3 0 0 3 

SchoolM 11 6 5 7 4 7 1 3 

School N 7 3 4 5 2 5 1 1 

School 0 5 1 4 0 5 2 2 1 

SchoolP 22 11 11 8 14 8 9 5 

Totals 132 63 69 45 87 44 44 44 
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Table 4 

Demographics of Final Fifth Grade Participants by School 
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School A 15 7 8 6 9 7 4 4 

School C 11 · 5 6 4 7 5 5 1 

School D 10 5 5 1 9 0 3 7 

SchoolF 16 11 5 9 7 9 5 2 

School H 5 2 3 2 3 0 2 3 

School I 12 5 7 2 10 5 1 6 

SchoolJ 6 4 2 5 1 0 2 4 

School K 9 0 9 4 5 2 4 3 

SchoolL 6 3 3 0 6 1 2 3 

SchoolM 9 6 3 6 3 1 3 5 

School N 15 11 4 6 9 5 5 5 

School 0 7 4 3 0 7 3 2 2 

SchoolP 17 11 6 4 13 8 8 1 

Totals 138 74 64 49 89 46 46 46 

Based on the overall sampli~g, the following forms of grouping were used: no 

grouping (whole class instruction), within classroom (small groups within a classroom), 

between classrooms in same grade ( same grade but different classroom), and between 

classrooms in different grade (different grade and different classroom). 

Question 1 

Do the different forms of ability grouping have an effect on academic 

achievement in reading? 
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Second Grade 

Two separate ANOVAs were conducted to evaluate the effects of grouping on 

students' achievement. For each, the independent variable, type of grouping used, 

included three levels: no grouping, between classrooms same grade, and between 

classrooms different grade. For the first analysis, the dependent variable was the score 

received on the fictional section of the district benchmark reading assessment. For the 

second analysis, the dependent variable was the score received on the informational 

section of the district benchmark reading assessment. The ANOV As were significant, F 

(2, 129) = 4.71,p = .01, partial 112 = .07 and F (2, 129) = 5.30,p < .01, partial 112 = .08, for 

the fictional and informational sections, respectively. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means. As can be seen from the descriptive statistics in Table 5, students who were 

taught using no grouping scored significantly higher than students who were taught using 

between classrooms same grade and between classrooms different grade grouping on 

both the fictional and informational sections of the district benchmark reading 

assessment. There was no significant difference in the mean scores of students who were 

taught using between classrooms same grade grouping versus between classrooms 

different grade grouping on either of the two sections of the assessment. 
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Table 5 

Means and Standard Deviations for Fictional and Informational Sections by Grouping-
Second Grade 

Fictional Informational 

Mean SD Mean ·sn 
No Grouping 53.03* 9.26 50.69* 10.23 

Between class/same grade 44.92 16.83 42.83 12.99 

Between class/different grade 45.67 11.86 45.13 10.47 

Total 47.57 13.55 45.94 11.76 

* p < .05 

Fifth Grade 

Two separate ANOV As were conducted to evaluate the effects of grouping on 

students' achievement. For each, the independent variable, type of grouping used, 

included four levels: no grouping, within classroom, between classrooms same grade, and 

between classrooms different grade. For the first analysis, the dependent variable was the 

score received on the fictional section of the district benchmark reading assessment. For 

the second analysis, the dependent variable was the score received on the informational 

section of the district benchmark reading assessment. The ANOV As were not significant, 

F (3, 134) = 2.10, p > .05 , partial 112 == .05 and F (3, 134) = .65, p > .05, partial 112 = .01, 

for fictional and informational, respectively. See Table 6 for means and standard 

deviations. 
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Table 6 

Means and Standard Deviations for Fictional and Informational Sections by Grouping-
Fifth Grade 

Fictional Informational 

Mean SD Mean SD 

No Grouping 59.53 8.86 55.13 10.13 

Within classroom 54.61 11.69 52.84 7.54 

Between classrooms/same grade 54.66 9.88 53.33 8.19 

Between classrooms/different grade 53.47 11.18 52.42 7.64 

Total 55.38 10.60 53.36 8.38 

Question 2 

Do certain forms of ability grouping provide better results for students of different 

race or ethnic backgrounds? 

Second Grade 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and race/ethnicity on students' achievement. For each analysis, there were two 

independent variables: type of grouping used and race/ethnicity. Type of grouping 

included three levels: no grouping, between classrooms same grade, and between 

classrooms different grade. Race/ethnicity included three levels: African American, 

Hispanic American, and Caucasian. The dependent variable in the first analysis was the 

score received on the fictional section of the district benchmark reading assessment. The 

dependent variable in the second analysis was the score received on the informational 

section of the benchmark reading assessment. 
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For the fictional section, the ANOV A indicated no significant main effect for 

race/ethnicity, F (2, 123) = 2.47, p > .05, but a significant main effect for type of 

grouping used, F (2, 123) = 3.64,p <.05, partial 112 = .06. The ANOVA also indicated no 

significant interaction between ethnicity and type of grouping used, F ( 4, 123) = .22, p > 

.05. For the informational section, the ANOVA indicated a significant main effect for 

race/ethnicity, F (2, 123) = 3.01, p = .05, partial 112 = .05, and type of grouping, F (2, 123) 

= 4.11, p = .02, partial 112 = .06. However, there was no significant interaction between 

ethnicity and type of grouping used, F ( 4, 123) = .40, p > .05. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means. For both the fictional and informational sections, post-hoc analyses confirmed the 

results of research question 1 : students who were taught using no form of grouping 

scored significantly higher than those who were taught using between classrooms same 

grade and between classrooms different grade grouping. 

For the informational section of the assessment~ there was a significant difference 

in the mean scores of students of different race/ethnic groups, as can be seen in Tab_le 7. 

African American students scored significantly lower than Hispanic American and 

Caucasian students on the informational section of the assessment. However there was no 

statistical difference in mean scores between Hispanic American and Caucasian students. 
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Table 7 

Means and Standard Errors for Fictional and Informational Sections by Race/Ethnicity-
Second Grade 

Fictional Informational 

Mean Std. Error Mean Std. Error 

African American 44.34 2.11 42.80 1.79 

Hispanic American 50.85 2.15 47.43* 1.83 

Caucasian 48.89 2.08 48.68* 1.76 

* p < .05 

Fifth Grade 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and race/ethnicity on students' achievement. For each analysis, there were two 

independent variables: type of grouping used and race/ethnicity. Type of grouping 

included four levels: no grouping, within classroom, between classrooms same grade, and 

between classrooms different grade. Race/ethnicity included three levels: African 

American, Hispanic American, and Caucasian. The dependent variable in the first 

analysis was the score received on the fictional section of the district benchmark reading 

assessment. The dependent variable in the second analysis was the score received on the 

informational section of the benchmark reading assessment. 

For the fictional section, the ANOVA indicated a significant main effect for 

ethnicity, F (2,126) = 3 .54, p < .05, partial 112 
= .05 but no significant main effect for type 

of grouping used, F (3,126) = 2.02,p > .05. The ANOVA also indicated no significant 

interaction between ethnicity and type of grouping used, F (6,126) = 1.41, p > .05. For 

the informational section, the ANOVA indicated no significant main effects for 

race/ethnicity, F (2,126) = .64,p > .05, and type of grouping, F (3,126) = .73,p > .05. 
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There was also no significant interaction between ethnicity and type of grouping used, F 

(6,126) = 1.54,p > .05. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means for the fictional section. There was a significant difference in the mean sco_res of 

students of different race/ethnic groups, as can be seen in Table 8. African American 

students scored significantly lower than Caucasian students on the fictional section of the 

assessment. However there was no statistical difference in mean scores between Hispanic 

American and Caucasian students or Hispanic American and African American students 

on either section of the assessment. 

Table 8 

Means and Standard Errors for Fictional and Informational Sections by Race/Ethnicity-
Fifth Grade 

Fictional Informational 

Mean Std. Error Mean Std. Error 

African American 52.37 1.54 52.52 1.25 

Hispanic American 56.29 1.57 54.15 1.27 

Caucasian 58.03* 1.55 54.34 1.25 

* p < .05 

Question 3 

Do certain forms of ability grouping provide better results for students of different 

genders? 

Second Grade 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and gender on students' achievement. For each analysis, there were two independent 

variables: type of grouping used and gender. Type of grouping included three levels: no 
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grouping, between classrooms same grade, and between classrooms different grade. 

Gender included two levels: male and female. The dependent variable in the first analysis 

was the score received on the fictional section of the of the district benchmark reading 

assessment. The dependent variable in the second analysis was the score received on the 

informational section of the benchmark reading assessment. 

For the fictional section, the ANOV A indicated no significant main effect for 

gender, F (1,126) = .55, p > .05, but a significant main effect for type of grouping used, F 

(2,126) = 4.75,p = .01, partial 112 = .07. The ANOVA also indicated no significant 

interaction between gender and type of grouping used, F (2,126) = .13, p > . 05. For the 

informational section, the ANOVA indicated no significant main effect for gender, F 

(1,126) = 2.66,p > .05, but a significant main effect for type of grouping, F (2,126) = 

5.54, p < .01, partial 112 = .08. However, there was no significant interaction between 

gender and type of grouping used, F (2, 126) = .19, p > . 0 5. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means. For both the fictional and informational sections, post-hoc analyses confirmed the 

results of research question 1: students who were taught using no form of grouping 

scored significantly higher than those who were taught using between classrooms same 

grade and between classrooms different grade grouping. See Table 9 for means and 

standard errors. 
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Table 9 

Means and Standard Errors for Fictional and Informational Sections by Gender--Second 
Grade 

Male 

Female 

Fifth Grade 

Mean 

46.93 

48.68 

Fictional 

Std. Error 

1.69 

1.63 

Informational 

Mean 

44.52 

47.77 

Std. Error 

1.44 

1.38 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and gender on students' achievement. For each analysis, there were two independent 

variables: type of group~ng used and gender. Type of grouping included four levels: no 

grouping, within classroom, between classrooms same grade, and between classrooms 

different grade. Gender included two levels: male and female. The dependent variable in 

the first analysis was the score received on the fictional_ section of the district benchmark 

reading assessment. The dependent variable in the second analysis was the score received 

on the informational section of the benchmark reading assessment. 

For the fictional section, the ANOV A indicated no significant main effect for 

gender, F (1 ,130) = .98, p > .05 , as well as no significant main effect for type of grouping 

used, F(3, 130) = 2.11 , p > .05. The ANOV A also indicated no significant interaction 

between gender and type of grouping used, F (3,130) = .27,p > .05. For the informational 

section, the ANOVA indicated no significant main effect for gender, F (1,130) = .01 , p > 

.05 , as well as no significant main effect for type of grouping, F (3,130) = .93,p > .05 . 

The ANOVA also indicated no significant interaction between gender and type -of 

grouping used, F (3 ,130) = 1.72, p > .05. See Table 10 for means and standard errors. 

38 



Table 10 

Means and Standard Errors for Fictional and Informational Sections by Gender--Fifth 
Grade 

Male 

Female 

Mean 

56.29 

54.42 

Fictional 

Std. Error 

1.25 

1.41 

Question 4 

Informational 

Mean 

53.27 

53.16 

Std. Error 

.98 

1.11 

Do certain forms of ability grouping provide better results for students of different . 

socioeconomic statuses (SES)? 

Second Grade 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and SES on students' achievement. For each analysis, there were two independent 

variables: type of grouping used and SES. Type of grouping included three levels: no 

grouping, between classrooms same grade, and between classrooms different grade. SES 

included two levels: did not qualify for free/reduced lunch program, and did qualify for 

free/reduced lunch program. The dependent variable in the first analysis was the score 

received on the fictional section of the district benchmark reading assessment. The 

dependent variable in the second analysis was the score received on the informational 

section of the benchmark reading assessment. 

For the fictional section, the ANOV A indicated no significant main effect for 

SES, F (1,126) = .50, p > .05, but a significant main effect for type of grouping used, F 

(2,126) = 5.15,p < .01, partial 112 = .08.The ANOVA also indicated no significant 

interaction between SES and type of grouping used, F (2,126) = .89,p > .05. For the 
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informational section, the ANOVA indicated no significant main effect for SES, F 

( 1, 126) = 1.01, p > . 0 5, but a significant main effect for type of grouping, F (2, 126) = 

4.58,p = .01, partial 112 = .07. However, there was no significant interaction between 

SES and type of grouping used, F (2,126) = .05,p > .05. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means. For both the fictional ~nd informational sections, post-hoc analyses confirmed the 

results of research question 1: students who were taught using no form of grouping 

scored significantly higher than those who were taught using between classrooms same 

grade and between classrooms different grade grouping. See Table 11 for means and 

standard errors. 

Table 11 

Means and Standard Errors for Fictional and Informational Sections by SES--Second 
Grade 

Did not qualify 

Did qualify 

Fifth Grade 

Mean 

47.16 

47.73 

Fictional 

Std. Error 

2.06 

1.27 

Informational 

Mean 

47.68 

45.49 

Std. Error 

1.77 

1.27 

Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and SES on students' achievement. For each analysis, there were two independent 

variables: type of grouping used and SES. Type of grouping included four levels: no 

grouping, within classroom, between classrooms same grade, and between classrooms 

different grade. SES included two levels: did not qualify for free/reduced lunch program, 

and did qualify for free/reduced lunch program. The dependent variable in the first 
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analysis was the score received on the fictional section of the of the district benchmark 

reading assessment. The dependent variable in the second analysis was the score received 

on the informational section of the benchmark reading assessment. 

For the fictional section, the ANOV A indicated a significant main effect for SES, 

F (1,130) = 9.34, p < .01, partial 112 = .07, but no significant main effect for type of 

grouping used, F (3,130) = 1.19, p > .05. The ANOV A also indicated no significant 

interaction between SES and type of grouping used, F (3,130) = .44, p > .05. For the 

informational section, the ANOVA indicated a significant main effect for SES, F (1,130) 

= 7.07,p < .01, partial 112 = .05, indicating that students who did not qualify for the 

federal free/reduced lunch program scored significantly higher than those students who 

did qualify for the program on both the informational and fictional sections of the 

assessment. The ANOVA indicated no significant main effect for type of grouping, F 

(3,130) = .28, p > .05, and no significant interaction between SES and type of grouping 

used, F (3,130) = .92, p > .05. See Table 12 for means and standard errors. 

Table 12 

Means and Standard Errors for Fictional and Informational Sections by SES--Fifth 
Grade 

Fictional Informational 

Mean Std. Error Mean Std. Error 

Did not qualify 58.98* 1.55 55.91 * 1.24 

Did qualify 53.06 1.16 51.78 .93 

* p < .05 

Question 5 

Is ability grouping more beneficial for certain grades? 
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Two-Way ANOV As were conducted to evaluate the effects of type of grouping 

and grade level on students' achievement. For each analysis, there were two independent 

variables: type of grouping used and grade level. Type of grouping included four levels: 

no grouping, within classroom, between classrooms same grade, and between classrooms 

different grade. Grade level included two levels: second and fifth grade. The dependent 

variable in the first analysis wc1s the score received on the fictional section of the of the 

district benchmark reading assessment. The dependent variable in the second analysis 

was the score received on the informational section of the benchmark reading assessment. 

For the fictional section, the ANOVA indicated significant main effects for grade 

level, F (1,263) = 26.36, p < .0l, partial 112 = .09, and type of grouping used, F (3,263) = 

4.97,p < .01, partial 112 ~ .05. However, the ANOVA indicated no significant interaction 

between grade level and type of grouping used, F (2,263) = .51.45,p > .05. For the 

informational section, the ANOVA indicated significant main effects for grade level, F 

(1,263) = 32.32,p < .01, partial 112 = .11, and type of grouping, F (3,263) = 3.36,p = .02, 

partial 112 = .04. However, the ANOV A indicated no significant interaction between 

grade level and type of grouping used, F (2,263) = 1.77, p > .05. 

Post-Hoc analyses were conducted to evaluate pairwise differences among the 

means. For both the fictional and informational sections, post-hoc analyses confirmed the 

results of research question 1 : students who were taught using no form of grouping 

scored significantly higher than those who were taught using between classrooms same 

grade and between classrooms different grade grouping. Analyses showed that fifth grade 

students scored significantly higher than second grade students on both the fictional and 

informational sections of the assessment. See Table 13 for means and standard errors. 
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Table 13 

Means and Standard Errors for Fictional and Informational Sections by Grade Level 

Fictional Informational 

Mean Std. Error Mean Std. Error 

Second Grade 47.87 1.04 46.22 .87 

Fifth Grade 55.57* 1.02 53.43* .85 

* p < .05 

Summary of Results 

Second Grade 

Second grade students who were taught using no grouping for reading instruction 

scored significantly higher than students who were taught using between classrooms 

same grade grouping and between classrooms different grade grouping. African 

American students scored significantly lower than Hispanic American and Caucasian 

students on the informational section of the assessment, while there appeared to be no 

difference with regards to race/ethnicity on the fictional section. There was no statistical 

difference in mean scores between Hispanic American and Caucasian students on the 

informational section of the assessment. There appears to be no difference in academic 

achievement for students based on gender or their socioeconomic status. 

Fifth Grade 

For fifth grade students, the type of grouping used for reading instruction did not 

appear to make a significant difference in academic achievement. Caucasian students 

\ 
scored significantly higher than African American students on the fictional section of the 

district benchmark assessment, while there appeared to be no difference with regards to 

race/ethnicity on the informational section. However, there was no statistical difference 
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in mean scores between Hispanic American and Caucasian students or Hispanic 

American and African American students. There appears to be no difference in academic 

achievement for students based on gender. However, students who did not qualify for the 

federal free/reduced lunch program scored significantly higher than those students who 

did qualify on both the informational and fictional sections of the district benchmark 

assessment. 

\ 
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Chapter Five 

Summary and Discussion 

The first portion of this final chapter was designed to assist the reader by 

reviewing the research problem and methodology, summarizing the findings, and 

discussing the results. The subsequent major sections of this chapter provide 

interpretations of the findings, relate the findings to previous research, and discuss 

limitations of the study. 

Research Problem 

Ability grouping is a practice that is used in schools across the nation on a daily 

basis. Although there is an overwhelming amount of research on reading and the 

importance of teaching students to read early in their education, the amount of research 

on the use of ability grouping for instruction is sparse (Slavin, 1987). The research that is 

available is conflicting with no clear-cut answer as to whether or not ability grouping for 

reading instruction has an affect on the academic achievement of elementary school 

students (Anastaslow, 1968; Balow & Ruddell, 1963; Koontz, 1961; Rothrock, 1961; 

Slavin, 1987). The bottom line is that the research is too limited to make valid decisions 

about the use of ability grouping in our schools. In a time when there is great pressure on 

the use of research-based practices one of the most commonly used practices does not 

have a solid research base. 

Methodology Summary 

The design of this study, as detailed in Chapter 3, was that of a descriptive study 

in which all data were gathered ex post facto. Sixteen elementary schools in the Wichita 

area participated in the study. Surveys were sent out to building principals to gather data 
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on the use of ability grouping at each elementary school. District benchmark reading 

assessment data was gathered and used to evaluate students ' academic achievement. One 

and Two-Way Analyses of Variance were run to answer the research questions. The 

following section provides a summary of the results. 

Summary of Results 

Findings from this study described the academic achievement of second and fifth 

grade students, as determined by their performance on the district benchmark reading 

assessment. Contradictory to previous research (e.g. Bond & Dykstra, 1997; Carroll, 

1948; Gates, 1961 ; Grigg et al. , 2003 ; Pauley, 1962; Pungello et al., 1996; Templin, 

1957), this study found that a student's race/ethnicity, gender and socioeconomic status 

had less to do with their ·academic achievement than the way in which they were 

instructed for reading. 

Second Grade 

Second grade students who were taught using no form of grouping for reading 

instruction scored significantly higher than students taught using between classrooms 

same grade grouping and between classrooms different grade grouping. Caucasian and 

Hispanic American students scored significantly higher on the informational section of 

the district assessment, while there appeared to be no difference with regards to 

race/ethnicity on the fictional section. There appeared to be no difference in the academic 

achievement of students based on gender or socioeconomic status. 

Fifth Grade 

For fifth grade students, the type of grouping used for reading instruction did not 

appear to make a significant difference in academic achievement. Caucasian students 
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scored significantly higher than African American students on the fictional section of the 

district benchmark assessment, while there appeared to be no difference with regards to 

race/ethnicity on the informational section. However, there was no statistical difference 

in mean scores between Hispanic American and Caucasian students or Hispanic 

American and African American students. There appeared to be no significant difference 

in academic achievement for students based on gender. However, students who did not 

qualify for the federal free/reduced lunch program scored significantly higher than those 

students who did not qualify for the program on both the informational and fictional 

sections of the assessment. 

Discussion 

The topic investigated in this research is timely. Of the 16 schools that 

participated in the study, only three schools used no form of grouping for reading 

instruction, indicating that the practice of grouping is still widely used today. What is 

intriguing is that only a few of the findings of this study are consistent with past research. 

For example, Berkun et al. (1966) found that students in the like-ability group 

produced a significant gain over those in the mixed-ability group. The most commonly 

researched form of grouping has been between classrooms in different grade grouping, 

commonly known as the Joplin Plan. The research on between classrooms in different 

grade grouping has consistently shown that this form of grouping appears to produce a 

significantly higher academic achievement in reading ( e.g., Floyd, 1954; Halliwell, 1963; 

Hart, 1959; Jones et al., 1967; Moorhouse, 1964; Morgan Jr. & Stucker, 1960; Ramsey, 

1962; Rothrock, 1961; Slavin, 1987). In contrast, in this study, second grade students 

who were taught using no form of grouping outperformed students taught using any form 
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of ability grouping. For fifth grade students, the way in which students were taught 

appeared to make no difference on their assessment scores. 

Previous research has indicated that females typically outperform males on 

reading achievement ( e.g., Bond & Dykstra, 1997; e.g., Carroll, 1948; Donahue et al., 

1999; Gates, 1961; Grigg et al., 2003; Pauley, 1962; Templin, 1957). However, the 

findings of this study showed _no significant difference between the academic 

achievements of females versus males. On average, second grade females scored 2 points 

higher than second grade males, while fifth grade males scored 2 points higher than fifth 

grade females, a complete contradiction to previous research. 

Previous research has indicated that Caucasian students attained higher reading 

achievement scores than African American, Hispanic American, and American Indian 

students of the same age ( e.g., Campbell, Voelkl, & Donahue, 2000; Donahue et al., 

1999; Grigg et al., 2003). While Caucasian second graders did score significantly higher 

on the informational section of the assessment than African American and Hispanic 

American students, there was no significant difference on the fictional section of the 

assessment. For fifth graders, the results were just the opposite. Caucasian fifth graders 

scored significantly higher on the fictional section, while there was no difference on the 

informational section. 

It is difficult to say why there was such a difference in scores between the 

informational and fictional sections of the assessment. Generally speaking, fiction is 

easier to read, comprehend, and remember than informational text. According to Stein & 

Trabasso ( 1982), there are estimates that as many as 90% of the texts that elementary 

school children encounter are narrative in form. Educators have noticed a pattern among 
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students of steady reading progress made in the lower elementary grades. Then students 

encounter what has been called the "fourth-grade slump" (Chall, 1983). During this time 

"students often show a decline in the rate of progress in reading or there is a decrease in 

the number of students reading at ' good levels"' (Snow et al., 1998, p. 78; cited in Yopp 

& Yopp, 2000, p. 410). This slump has been blamed on the shift in materials that students 

are expected to read when they begin the fourth grade. After several years of working 

primarily with narrative, or fictional , text, students are suddenly expected to read and 

comprehend informational text, as well as create projects and write reports about the 

information gained (Smith & Ellis, 2003). The ability of children to read and comprehend · 

this type of text grows as they have more opportunities to work with informational text. 

Because of this, many educators and researchers have called for greater attention to 

informational text in elementary schools ( e.g., Caswell & Duke, 1998; Doiron, 1994; 

Moss, Leone, & Dipillo, 1997; Pappas, 1991; Yopp & Yopp, 2000). 

Previous research ( e.g., Grigg et al., 2003; e.g.; Pungello et al., 1996), indicated 

that at all grade levels, students who were eligible for the federal free/reduced lunch 

program had lower average scores than students who were not eligible for the federal 

lunch program. However, for second grade students in this study, there was no significant 

difference in scores for students who qualified for free/reduced lunches versus those 

students who did not qualify for the program, a contradiction to this previous research. 

However, for fifth grade students socioeconomic status did appear to make a difference. 

Fifth grade students who qualified for the federal free/reduced lunch program scored 

significantly lower than students who did not qualify for the program. It is unclear why 

socioeconomic status made such a difference for fifth grade students and no difference 
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for second grade students. This is an area that may require additional information to fully 

understand. 

There are three perspectives one could take in interpreting these findings that 

contradict previous research. A pessimistic interpretation may be that this study has so 

many limitations between it being ex post facto and the researcher not having control of 

the assessments and so forth that perhaps these findings are not trustworthy. An 

optimistic interpretation may be that this is a study of students today. A preponderance 

amount of research has been conducted with regard to reading instruction. These research 

findings might have filtrated teacher education programs and subsequently teachers might 

be using· a myriad of specific reading instructional techniques that actually are helping 

students: all students, whether they are grouped or not grouped, whether they are of 

different gender, ethnicity, or SES . 

Is reading instruction perfect? No. As can be seen in some cases there were 

differences between ethnicity and SES. But in many cases there were not differences. 

And yet, there is one more interpretation which is perhaps more neutral. And that is that it 

is difficult to interpret no significant difference. There may be no significant difference 

because there really aren't any differences. Or they may be no significant differences 

because of the methodology of either the data gathering in this study or the administration 

of assessments throughout the district. It seems important to reflect on the fact that there 

is more than one way to interpret this data. And that there is the possibility of a glimmer 

of hope that we are indeed improving our instruction for all students. That being said, any 

good researcher would have to agree that more research is needed to determine which 

perspective is more appropriate for these data. 
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Implications for Practice 

The findings of this study only add to the conflict and uncertainty of previous 

research. Because of this there are large implications for the practice of ability grouping. 

Building principals and teachers need to thoroughly research the use of ability grouping 

for reading instruction before implementing the practice within their schools. They must 

keep an open mind when evaluating the practice and any reading program that requires 

the use of ability grouping. If they deem it appropriate to implement ability grouping in 

their school, they must evaluate its affect on students' academic achievement on a regular 

basis. 

Limitations of the Study 

While this study was carefully carried out, it is not without its limitations. The 

makeup of the original population forced the exclusion of many students from the 

analyses. Therefore, the final sample size was only a small portion of the original 

population. By limiting the sample size, the generalizability of the study was also limited. 

While the analyses do show some significant findings, no causal claims can be made 

about the affect of ability grouping on academic achievement. 

Another limitation of the study was that data gathered were ex post facto. While 

the district benchmark assessment data were gathered in a standardized manner outlined 

by the district, the researcher was not a part of the process and therefore unable to certify 

the accuracy completely. The surveys that were sent to building principals asked them to 

recall how something was done previously. For schools in which the current principal 

was not the principal during the 2002-2003 school year, the school was automatically 

excluded because there was no way to certify the accuracy of the data. 
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This study looked at the academic achievement of general education students. 

Students who were identified as being in special education were excluded from the data 

analyses. This included students who were low achieving as well as students identified as 

gifted. However, there was no way to ensure that all students who were included in the 

data analyses did not fit the criteria for special education. 

A final limitation of the study was that data was only available on students for a 

one year period. Therefore, it was unknown how a student was taught from year to the 

next. The only information available was how the student was being taught at the time the 

assessment was administered. At the same time, only one measure of academic 

achievement was available for each student. There was no pre-test to determine a 

student's academic achievement before receiving a specific form of instruction. There 

was only a post-test three-quarters of the way through the school year, which also 

alleviates the possibility of making causal claims based on the results. 

Conclusions 

This study was conducted to look at the use of ability grouping for reading . 

instruction. Many of the results were unexpected and in direct contradiction with 

previous research. This leaves many questions unanswered and leaves room for further 

research in the area. We know that learning to read is one of the most important things 

that a child will do and that it will occur very early in their education. An extensive 

amount of time and money has been spent, and is currently being spent, in order to have a 

grasp of the most appropriate way to teach students to read. It is imperative that research 

on ability grouping should be emphasized as well, as it is a practice that is used in schools 
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across the nation. Without having an adequate research-base to make educated decisions 

we may be doing an injustice to our students and our nation. 
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Appendix A: Sample Second Grade Fictional 

Reading Comprehension - Fictional SAMPLE Grade 2 

Task 1: Reading the Story 

~ ) Directions: Read the story. Do the tasks that come after it. Do you have any 
~ questions? 

~ My notes about 
:4lF"E~what I'm reading 

The Funny Dream 

by Kaethe Zemach-Bersin 
l My notes about 

what I'm reading ~~jh_ 

One night while I was sleeping in 
my bed, I had a funny dream. 

I dreamed that it was morning, and 
I· got out of bed feeling very big and 
strong. 

I went into my parents' room to say 
good morning, and they were so 
surprised to see me! 

"Oh my/ they said, "you are all 
grown up!" 

"That's right," I said, "and now you 
are smaller than I am!" 

"Come on, little Mommy; let's go, 
little Daddy, it's time to get dressed. 
It's time to eat breakfast, and it's time 
to get ready for school." 

My mother didn't want me to wash 
. her face, and my father didn't want 

Go to Next Page -+ 
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Reading Comprehension ~ Fictional SAMPIE Grade 2 

My notes about 
~~~ what I'm reading 

My notes about l .,,.· · 
what I'm read ing ~:lm... 

to get dressed. "You can't catch me," 
he said, and he ran away. 

I chased my little daddy all over 
the house-until I caught him. 

Next came breakfast. My mother 
sat on a telephone book and my 
father sat in the high chair. I gave 
them both toast and cereal, 
scrambled eggs, and orange juice. 

. My father said he wanted more 
butter and a different kind of cereal. 
My mother said she didn't like 
scrambled eggs. 

They spilled their juice on the floor, 
and when breakfast was over the 
kitchen was a mess. 

When I brushed my mother's hair, 
there were lots of tangles. Then she 
wanted ribbons-blue ribbons-but 
we only had pink ones. 

Then my father tripped over a toy 
and bumped his no~e on the edge 
of a chair. I gave him one Band-Aid 
and three kisses. 

© 1996 Wichita Public Schools 
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Readino Comorehens ion - Fictional $AMP! E Grade 2 

. 

My notes about 
~ what I'm reading 

My notes about l' -: 
what I'm reading ~~...;,.. 

I had some trouble finding my 
father's and mother's shoes. One 
shoe was under the couch, and 
another was hiding in the doll's 
house. 

I gave my little mother a piggy
back ride, and I gave my little father 
a piggy-back ride. 

At last my mother and father went 
off to school. "Bye-bye," I called. 

"Have a nice time. I'll see you 
later!" 

The rest of the day was boring. 
The house was very quiet, and there 
wasn't much to do. I didn't feel like 
cleaning up the kitchen, or washing 
the dishes, or picking up the toys. 

No one was around to read to me 
or take me anywhere. 

And worse than that, I missed my 
friends. 

~ 1996 Wlchita Public Schools 
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Reading Comprehension - Fictional SAMPLE 

My notes about 

... ~ .... ""- what I'm reading 

So when my dream ended, I was 
glad to wake up and have a regular 
day. 

When I got to school, I told my 
friends about my funny dream, and 
we hung on the climbing bars and 
laughed and laughed and laughed. 

Zemach-Bersin, Kaethe. The Funny Dream. 
Greenwillow Books, New York, NY. 1988 
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Wichita Reading 
Assessment 
Grade 2 SAMPLE 

FICTIONAL 
For Spec. Ed.lESOL Only: 

Student will not be assessed and is 
EXEMPT: 0 SP ED O ESOL 

OR 
Student will be assessed with the following 

1 2 3 4 S 6 7 

I I I I I 1 1 I I I I I I I 
School Student- ID Number 

l I I I I I I I I I I I I rTl 
Course/Section Teach er Code ~ 

I I I I I I I I I I 
Last Name (Print) 

I I I I I I 
Accommodations: 0 O O O O O 0 I I I I I I I I I I 

First Name - Middle Initial 
I I I I I I 

Task 2: Retelling the Story 

~ 
Directions: After reading the story, draw pictures of the character(s), setting, 
problem and resolution . Label your drawings. You may go back to the story as 

I L:.-..J often as you like. Your work will be scored on how well you identify: 
D Character(s) 

Character(s) 

Problem 

1 2 3 4 5 6 7 8 9 0 

0000000000 
0000000000 
0000000000 

D Setting 

YN YN Y N YN 
C1 0 0 S1 0 0 P1 0 0 R1 0 0 

Quality Jmprovemmt Services 
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D Problem D Resolution 

Setting 

Resolution 

1 2 3 4 5 6 7 8 9 0 

0000000000 
0000000000 
0000000000 

YN YN YN YN 
C2 0 0 S2 0 0 P2 0 0 R2 Q 0 
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Task 3: Finding the Best Answers 

Directions: Multiple-Mark Items. Read each item below. Fill in the 'Yes' or 'No' 
bubble for each item. 

1. The chi ld's parents acted like children when 

Q Yes Q No A they threw food at each other. 

Q Yes QNo B. Daddy pulled Mommy's hair. 

Q Yes Q No C. Mommy didn't want her face washed. 

Q Yes Q No D. they spilled their juice. 

2. After mommy and Daddy went to school 

3. 

4. 

0 Yes O No A the ch ild cleaned up the kitchen. 

O Yes O No B. it became quiet in the house. 

0 Yes O No C. the child had friends over to play. 

QYes O No D. the child was bored. 

The ch ild acted grown up by 

QYes QNo A making breakfast. 

QYes QNo B. going to work. 

QYes QNo C. kissing a hurt nose. 

QYes QNo D. brushing mother's hair. 

After waking up from the dream, the child 

QYes QNo A shared the dream with friends. 

QYes Q No B. liked having a regu lar day. 

QYes QNo C. was glad to be awake. 

QYes Q No D. went to school. 
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Directions: Multiple-Choice Items. Read each item below. Fill in the bubble for 
the single, best answer to each item. Select an answer for every item. Remember, 
there is only one best answer for each item below. 

5. After waking up, the child felt 

O A. scared . 

O B. hungry. 

0 C. happy . 

O D. tired . 

6. What problem did the child have at breakfast? 

O A. Mommy and Daddy threw food. 

O 8. Mommy and Daddy didn't like what she fixed . 

O C. Mommy and Daddy didn't have time to eat. 

O D. Mommy and Daddy chased each other. 

7. When the child woke up the parents, they were 

0 A. surprised. 

0 8. laughing. 

0 C. dreaming . 

0 D. talking . 

How did Daddy get hurt? 

0 A. The child chased him. 

O 8. He tripped over a toy. 

O C. He slipped on orange juice. 

O D. He tripped over a shoe. 
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Task 4: Using Pictures and Words to Explain the Story 

Directions: In the boxes below, draw pictures to show what happened at the 
beginning of the story, in the middle of the story, and at the end ofthe story. 
Label your pictures. You may go back to the story as often as you like. Your 
work wi ll be scored on how well you identify: 

□ Beginning □ Middle □ End 

·seginni_ng ·] 

1 2 3 4 5 6 7 8 9 0 

0000000000 
0000000000 
0000000000 

Y N Y N Y N 
81 0 Q M1 0 0 E1 0 0 
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1 2 3 4 5 6 7 8 9 0 

{]
0000000000 

Cl) 0000000000 
., 0000000000 

Y N Y N Y N 
82 0 0 M2 0 0 E2 0 0 

Check your work. 



Appendix B: Sample Second Grade Informational 

Reading Comprehension -: Informational 
SAMPLE Grade 2 

Task 1: Reading the Article 

~ ; 1 Direc~ions: Read the article. Do the tasks that come after it. Do you have any 
~ questions? 

~ My notes about 
- ~ ~what I'm reading 

The Land of the Dinosaurs l ·· 
My notes about . : 
what I'm reading ~~.m~ 

Dinosaurs came in all shapes 

and sizes. Some dinosaurs were 

huge. Some were small. Some 

dinosaurs were covered with 

s·pikes or armor. Others had sharp 

horns. Some dinosaurs had sharp 

teeth and claws. Others had blunt, 

flat teeth. 

Many different kinds of dinosaurs 

lived on the earth. The earth was 

a good home for millions of years. 

It was warm and wet. There was 

plenty of food for all the plant

eating and meat-eating dinosaurs. 

Dinosaurs lived on the earth for a 

very long time. 

Go to Next Page -+ 
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Reading Comprehension - Informational SAMPLE Grade 2 

~ My notes about 
....:-~what I'm reading 

My notes about l what I'm reading ..... ~.,rJ';:-

Then the earth changed. 

Some scientists think it became 

dark and cold. Many plants died. 

The dinosaurs no longer had the 

things they needed. All the 

dinosaurs died. When all of one 

kind of an animal dies, we say it 

is extinct. 

Destinations in Science: Big Book/Little Book of 
Dinosaurs. Addison Wesley Publishing. Reprinted 
by permission. 

© 1996 Wich ita Public Schools 
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vv1cn1ta t<eacHng 
Assessment 
Grade 2 SAMPLE 
INFORMATIONAL 
For Soec. EdJESOL Only: 

Student wi ll not be assessed and is 
EXEMPT: Q SP ED O ESOL 

OR 
Student will be assessed with the following 

123 4567 

Accommodations: O O O O O O 0 

Task 2: Retellin the Artide 

1 l I I I I I I I I I I I I 
Scnool Student ID Number 

I I I I I I I I I I I I I !Tl 
Course/Sect1cn Teach er Cede ~ 
I I I I I I 
Last Name (Pnnt) 

I I I I I I 
r-,rst Name - Middle lnitral 

~~\ Directions: After reading the article, draw pictures of the topic, main idea, and 

1

~ details. Label your drawings. You may go back to the article as often as you like. 
Your work will be scored on how well you identify: 

O Topic 

1 2 3 4 5 6 7 8 9 0 

0000000000 
0000000000 
0000000000 

D Main Idea 

Details 

□ Details 

1 2 3 4 5 6 7 8 9 0 

0000000000 
0000000000 
0000000000 

■ 

YN YN Y N YN YN YN 
T1 0 0 M1 0 Q 01 0 0 T2 0 0 M2 0 0 D2 0 0 ■ 

_Q_ua_/ity-l-n11_::,ro:::_vm_:m:=::,t-Sn-v_ic_es_...::::__-=::::;. __ --=..--=::...._ _______ __,;; ___ .:_~G-o -to7,N:--ex--'t ~Pa_ge_➔~ 
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Task 3: Finding the Best Answers 
~~\ Directions: Multiple-Mark Items. Read each item below. Fill in the 'Yes' or 'No' 
I~ bubble for each item. 
-· __ 1 

1. The teeth of dinosaurs were 

O Yes O No A sharp. 

O Yes O No 8. flat. 

O Yes O No C. round. 

O Yes O No D. blunt. 

2. Some dinosaurs were 

3. 

4. 

O Yes O No A covered with feathers. 

O Yes O No 8. small. 

O Yes O No C. covered with spikes. 

O Yes O No D. huge. 

When the dinosaurs lived on earth, 

QYes QNo A it was warm. 

QYes QNo B. there was plenty of food. 

QYes QNo C. people were their friends. 

QYes QNo D. it was crowded. 

Dinosaurs ate 

O Yes O No A meat. 

O Yes O No 8. rocks. 

O Yes O No C. plants. 

O Yes O No D. sand. 

Go to Next Pa~ ~ 
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~~' Dire~tions: Multiple-Choice-,t~ms. Read each item below. F.lU in the.-bub.biefor-
1~ the single, best answer to each item. Select an answer for every item. Remember, 
--· there is onlv one best answer for each item below. 

5. We say an animal is extinct when all of one kind 

O A live in a zoo. 

6. 

7. 

8. 

Q 8. die. 

O C. eat the same food. 

O D. live together. 

Some dinosaurs had sharp 

0 A ears. 

0 . B. horns. 

0 C. eyes. 

0 D. tails. 

Dinosaurs lived on earth for 

0 A thousands of years. 

0 8. hundreds of years. 

0 C. three weeks. 

0 D. millions of years. 

Dinosaurs came in all 

0 A colors and sizes. 

0 8. shapes and flavors. 

0 C. shapes and sizes. 

0 D. heights and weights. 
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■ Task 4: Using Pictures and Words to Explain the Article 

ff:\ Directions: In the boxes below, use pictures and words to tell about the article. 
J~ You may look back at the article as often as you like. . 

A. Show how dinosaurs lived before the earth changed. 

B. Show what happened after the earth changed. 

~, 

y N y N 
A1 0 0 81 0 0 

~ 

L25 y N y N Check your work. 
A2 0 0 82 0 0 

I 
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Appendix C: Sample Second Grade Standards 

Reading Benchmark Assessment - 2nd Grade 

Readina/Standards 3 4. & 8 

All students w~II read and r~spond to literature of different genres, cultures and periods. 
All student_s will read effectively by identifying details. making inferences, determining central ideas 

and using other comprehension strategies. 
All students will develop and broaden vocabulary when listening, speaking, reading and writing~ 

Fictional 

2 

3 

4 

Informational 

1 

2 

3 

4 

Reading the Story 

Retelling the Story 

Finding the Best Answers 
• 4 Multiple Mark 
• 4 Multiple Choice 

Using Pictures and Words to 
Explain the Story 

Reading the Artic!e 

Retelling the Article 

Finding the Best Answers 
• 4 Multiple Mark 
. 4 Multiple Choice 

Using Pictures and Words to 
Explain the Artic!e 

76 

• use comprehension strategies 
before reading 

• use comprehension strategies during 
reading 

• use comprehension strategies 
following reading 

• identify characters, setting, problem/ 
resolution 

• use comprehension strategies 
fol lowing reading 

• identifv cause and effect relationshios 
• recognize and answer three types of 

ques,icns 
- ' Righi There' 
- ' Think and Search ' 
• ' Writer and Me' 

• use comprehension strategies 
following reading 

• compare/contrast story characters 

1a. 1b, 1c 

2a, 2b, 2c, 3f 

3a 

3c 

3e 

• use comprehension strategies 1 a, 1 b, 1 c 
before reading 

• · use comprehension strategies during 2a, 2b, 2c, 3f 
reading 

• use comprehension strategies 3b 
following reading 

• identify topic, main idea and supporting 
details 

• use comprehension strategies 3c 
following reading 
recognize and answer three types of 
questions 

• 'Right There' 
• ' Think and Search ' 
- ' Writer and Me' 

• use comprehension strategies following 3e 
reading 

• read and support a personal response to a ' 
passage 

3 
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Appendix D: Sample Second Grade Grading 

2nd Grade Benchmark Reading ~ 
Students need 6 7 out of 136 to pass - · · 

Fictional Passage 

Task 1 

Task 2 

Task 3 

Task 4 

Read the story. 

Retelling the story by identifying the 
characters, setting, problem, and 

resolution. 

Finding the best answers to multiple 
mark and multiple choice questions 

about the story. 

Explaining the story using 
a graphic organizer. 

Overall Fictional Score 

Informational Passage 

Tcsk 1 Read the article 

Task 2 Retelling the article by identifying the 
topic, main idea, and details. 

Task 3 Finding the best answers to multiple 
mark and multiple choice questions 

about the article. 

Task4 Explaining the article using 
a graphic organizer. 

Overall Informational Score 

77 

not scored 

24 

20 

24 

68 

not scored 

24 

20 

24 

68 



00 
0 
00 
~ 

Appendix E: Sample Fifth Grade Fictional 

Reading Comcrehension - Fictional SAMPLE 

Task 1: Reading the Story 

--=-\ Directions: Read the story. Do the tasks that come after it. Do you have any 
questions? 

~ . 

Everyone was excited when Maniac decided to tackle Cobble's Knot. This knot 
was about the size and shape of a lopsided volleyball. For years, Mr. Cobble, who 
owned the comer grocery store, had offered a reward to anyone who could untie 

' his knot. No one -had been successful. W'hen Maniac's friend, Amanda, convinces 
him that he'd be the biggest hero around if he could unravel the giant qall of string, 
Maniac decided to give it a try. · 

Maniac Magee My riotes about /# 
what I'm reading ~~ 

They brought out the Knot and hung it from 
the fl agpo le. They brought out the official 
.square wooden table for the challenger to 
stand on , and from the moment Maniac 
cl imbed up, you could tell the Knot was in big 
troub le. 

To the ordinary person, Cobble's Knot was 
about as friendly as._a nest of yellowjackets. 
Besides the tangle itself, there was the 
weathering of that first year, when the Knot 
hung outside and became hard as a rock. You 
could barely make out the individual strands. 
It was grimy, moldy, crusted over. Here and 
there a loop stuck out, maybe big enough to 
stick your pinky finger through, pitiful testimony 
to the challengers who had tried and failed. 

And there stood Maniac, turning the knot, 
checking it out. Some say there was a faint 
grin on his face, kind of playful , as though the 
Knot wasn 't his enemy at all, but an old pal 

Go to Next Page ➔ 
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Readina c;orm;;~hension - Fictional SAMPLE 

~ My notes about My notes about 
~ what I'm reading i what I'm reading ~ 

just playing a little trick on him. Others say 
his mouth was more grim than grin, that his 
eyes lit up like flashbulbs, because he knew 
he was finally facing a knot that would stand 
up and fight, a worthy opponent. 

He lifted his hands to feel the weight of it. 
He touched it there, gently, daintily. He 
scraped a patch of crust off with his fingernail. 
He laid his fingertips on itT as though feeling 
for a puise. 

-Only a few people were watching at first, 
and half of them were Heck's Angels, a roving 
tricycle gang of four- and five-year-olds. Most 
of them had had sneaker-lace or yo-yo knots 
untied by Maniac, and they expected this 
would only take a couple of seconds lo'nger. 

The rest of the spectators watched Maniac 
poke and tug and pick at the knot. Never a 
big pull or yank, just his fingertips touching 
and grazing and peck-pecking away, like 
some little birtj. 

"What's he doin'," somebody said. 

"What's taking so longr 

"He gonna do it or not?" 

After an hour, except for a few more finger
size loops, all Maniac had to show for his 

e 1996 Wichita Public Schools 
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f. 

Reading Comorehension - Fictional 

~ My notes_ about 
~ what I'm reading 

SAMPLE 

trouble were the flakes o.f knot crust covering 
the table. 

"He ain't even found the end of the string 
yet," somebody grumbled, and almost 
everybody but Amanda took cff. 

Maniac never noticed. He just went on 
working. 

By lunchtime they were all back, and more 
kept coming, not only kids, but grownups too. 

What people saw they didn't believe. 

The knot had grown, swelled, exploded. It 
was a frizzy globe-the newspaper the next 
day described it as a 'gigantic hairball'. Now, 
except for a packed-!n clump at the center, it 
was practically all loops. You could look 
through it and see Maniac calmly working on 
the other side. 

"He found the end!" somebody gasped, and 
the corner burst into applause. 

Maniac did the last thing anybody 
expected; he lay down and took a nap right 
there on the table, the knot hanging above 
him like a small hairy planet, the mob buzzing 
all around him. Maniac knew what the rest of 

l My notes about 
what I'm reading ._ ~ 

Go to Next Page ➔ 
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Reading Comprehension - Fictlonal SAMPLE 

fz:~·- -~;1~~·~(.:..~ . .1··.···; · . l 
, -. -Mfho.tes about :· . My notes about . , 

;·.!· · what I'm .reading -· . . what I'm reading ~ 
·• ill;. · , :.::. : . . '.' .~ - ·; _. t_b,em didn't: the hardest part was yet to come. · · 

J•~h. •:'• . . ,., ; _..,..,\ - . . 
,.r\./f: · ~·" .. He had to find the right routes to untangle the 

. ...,;.~ ~:" ·, · · · mess, or it would just close up again like a 
rock and probably stay that way forever. He 
would need the touch of a surgeon

1 
the 

alertness of an owl, the cunning of three foxes, 
and the foresight of a grand master in chess. 

In exactly fifteen minutes, he woke up and 
started back in. 

Like some fairytale tailor, he threaded the 
end .through the maze, dipping and doodling 
through openings the way he squiggled a 
football through a defense. As the long 
August afternoon boiled along, the exploded 
knot-hairball would cave in here, cave in there. 
It got lumpy, out of shape, saggy. The people 
spilled across the street from sidewalk to 
sidewalk and said "Ouuuu!n and "Ahhh!" 

And then, around dinnertime, a huge roar 
went up, a volcano of cheers. Cobble's Knot 
was dead. Undone. Gone. It was nothing 
but string. 

From Maniac Magee by Jerry Spinelli. Copyright (C) 
1990 by Jerry Spinelli. By permission of Little, Brown 
and Company. 
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Wichita Reading 
Assessment 
Grade 5 SAMPLE I I j 1 I I I I I I I I I I 

FICTIONAL Sct,ool Student ID Number 

I I k I I I l I I l I I I w For Soec. Ed.JESOL Onl'f..: 
Student WI ii not be assessed and is Course,- ection T eacner Code 

EXEMPT: 0 SP ED O ESOL 

I I I i I I I i I I I I I I I I I OR 
St'~dent will be assessed with the following Last Name (= nnt) 

1 2 3 4 5 6 7 I I I I I I l l I I I I I I I I I Accommodations : O O O O O O 0 
Task 2: Retelling the Story 

1=,rst Name - Middle Initial 

~ Directions: Mer you have finished reading. retell the story in your own words. Identify the characte~s), 
setting, the problem a~d resolution. v:'rtte o~ly ,n the space provided below. You may go back to the 
story as often as you hke. Your retelling will be scored on how well you identify the following: 

□ Character(s) 

Character(s) 

Settin 

Retelling 

1 2 3 4 5 6 7 8 9 0 

00 00 0 0 0000 
00000 0 0000 
0000000000 

Ci Setting D Problem D Resolution 

1234567890 

0000000000 
0000000000 
0000000000 

■ 

.. 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 

c100000 s10 0 000 P/R1QOOOO c2QOOOO szOOOOO PIR200000 
4 3 2 1 NS 4 3 2 1 NS 

Overall 1O0000 Overall 20000 0 
■ Quaii91 ln1provmu:11 t Senri~es 
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■ 
Task 3: Finding the Best Answers 

Read each item below. Fill in the 'Yes' or 'No' 

1. What are some ways that Maniac worked to untie the Knot? 

O Yes O No A pulled and yanked 

0 Yes O No B. touched and pecked 

O Yes O No C. squiggled it like a football 

0 Yes O No D. threaded the end through the maze 

2. Vvhy did Maniac rest before he finished untying the Knot? He 

O Yes O No A didn't feel well and needed to lie down. 

O Yes O No B. would need the touch of a surgeon. 

O Yes O No .c. stayed up late the night before. 

O Yes O No D. would need the alertness of an owl. 

3. VI/hat are some of the words the author used to describe the Knot? 

QYes QNo A a frizzy globe. 

QYes QNo B. a small hairy planet 

QYes QNo C. a nest of yellowjackets. 

QYes QNo D. moldy and crusted over. 

It was 

4. According to this story, why did the roving tricycle gang think Maniac would 
untie the Knot quickly? 

QYes Q No A He had helped them untie knots in their shoelaces. 

QYes QNo B. He was a fast bike rider. 

QYes QNo C. He had untied knots in their jump ropes. 

QYes QNo D. He had untied knots in their yo-yo strings. 

Go to Next Page~ 
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~ 
Directions: Multiple-Choice Items. Read each item below. Fill in the bubble for 

I the single, best answer to each item. Select an answer for every item. Remember, 
·-- there is only one best answer for each item below. 

5. According to the story, who watched Maniac untie the Knot? 

0 A Maniac's parents 

0 8 . Heck's Angels . 

0 C. a surgeon 

0 D. the storekeeper 

6. A word or phrase that would correctly describe Maniac is 

0 A not a quitter. 

0 8. gentle. 

0 C. talkative: 

0 D. a fighter. 

7. What does a "orand master'' mean in the story? 

O A A person who is large in size. 

O B. Someone who is pretending to be something he or she is not. 

O C. A champion who has great talents or skills. 

O D. A person who is in charge of people. 

8. Maniac knew he was facing a knot that was a worthy oooonent. "Opponent'' 
means someone or something 

0 A who teaches you. 

0 8. who is on the other team or side. 

0 C. who is on your team or side. 

0 D. who is your partner. 

Go to Next Page ➔ 
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I Task 4: Explaining the Story Using a Graphic Organizer 

-~ 

L~ 
J 

W, Directions: Use the story to locate information about the steps Maniac Magee 
used ~o untie the knot. Copy the step_s from the answer box into the boxes in the 

·--· organizer to sequence the steps Maniac used. Your work wif I .be scored on hew 
wel I vou identify the steps in order. 

ANSWER BOX 

0 tugged, poked and picked at the knot 
o threaded the end through the maze 
~ untied the knot into loops except for the middle 
c Irfted his hands to feel the knot's weight 
C: used his ~ngertips to fee! for a pulse 

c grazed and pecked at the knot like a bird 
o took the crust off the knot 
G checked out the knot by tu ming it 

CD ~ . @ 

@ ® 

1 2 3 4 5 6 7 8 9 0 Y NY N Y N YN 

0000000000 
0000000000 
0000000000 

1.0 0 2.0 0 3.0 0 4.0 0 
Y NY N Y N YN 

5. 0 0 6. 0 0 7. 0 0 8. 0 0 
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Appendix F: Sample Fifth Grade Informational 

Reading CQmprehension - Informational SAMPLE 

00 Task 1: Reading the Article 
0 
00 
~ 

~~. Directions: Read the article. Do the tasks that come after it Do you have any 
~ questions? 

~ My notes about 
~::S~-- what I'm reading 

Owney, the Postal Dog 
by Nancy A. Dubow 

My notes about l -
what I'm reading · ~ 

If you were a dog and wanted to see the world , 

what would you do-join the circus? Well, if you were 

a stray living in Albany, New York, you might wander 

into the post office. That is how one of the world's 

more well-traveled canines got his start. 

On a cold night in 1888, a hungry terrier crept 

between the mail sacks at the Albany post office to 

keep warm. The postal clerks found the dog the next 

morning and decided to give him a permanent home 

and name-Owney. From that moment on, Owney 

became a loyal_ compa!'lion and mascot to postal 

clerks all across the United States. 

Owney often accompanied mail sacks as they were 

transported t)y horse-drawn wagons to the Albany 

train station. One day while the sacks were being 

loaded onto a train, the Railway Post Office (RPO) 

crew coaxed Owney to board the train headed for New 

York City. This was the first of his many journeys. 

To ensure that Owney found his way back to . 

Albany, the postal clerks bought him a collar and tag 

that read, "Owney, Post Office, Albany, NY." Postal 

clerks all across the country added tags ,to 

Go to Next Page ➔ 
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Reading Comorehension - Informational 

'- My notes about 
~ what I'm reading 

SAMPLE 

My notes about l 
what I'm reading ~ 

Owney's collar so that his friends in Albany would 

know where he had traveled. In a few years, Owney 

had acquired so many tags that when his travels took 

him to Washington, D.C., then Postmaster General 

John Wanamaker personally presented Owney with 

a jacket upon which to hang his medals and tags. It 

is said that Owney took great pride in his jacket and 

wore it constantly. 

Although Owney's experiences were mostly 

positive, he managed to get himself into trouble on a 

number of occasions. In Canada, he was 

apprehended as a stray dog and was released only 

when the Albany postal clerks took up a collection to 

pay his fine . On another adventure, Owney 

disappeared while traveling west and was later found 

tied up in a logging camp. This time he was rescued 

by the president of the r~ilroad, who had learned of 

his whereabouts. 

Owney's journeys were not limited to trains or 

travel within the United States. Jn 1895, Owney took 

to the high seas when a steamship captain invited 

him to accompany the mail sacks all the way to the 

Orient He was ·received so warmly in Japan. that the 

emperor awarded Owney the seal of the empire. 

Traveling around the world in 132 days, Owney visited 

places such as China, Algiers, Hong Kong, and Port 

Said (Egypt) before returning to the United States. 

In 1897, Owney spent most of his time in Albany 

because of failing health and old age. He had 

C 1996 WIChita Public Schools 
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Reading Comprehension - Informational SAMPLE 

~ My notes about 
~ what I'm reading 

My notes about l 
what I'm reading ~ 

visited almost every state in the nation, Alaska, 

Canada, and other foreign countries. Traveling from 

coast to coast for the last time, Owney was sent to 

San Francisco for the convention of the National 

Association of Railway Postal Clerks. He was greeted 

wrth cheers and applause as the postal clerks thanked 

Owney for his years of loyalty and companionship. 

The postal clerks in Albany took care of Owney 

after his traveling days ended, but one day he found 

his way onto a train heading for Toledo, Ohio, where 

he died on June 11, 1897. Owney had traveled 

145,000 miles over the previous nine years and had 

collected 1,017 medals and tags. Having the 

reputation as a good-luck charm to RPO crews, 

Owney had the distinguished record of never being 

on a train that was involved in an accident. 

To commemorate their loyal mascot and friend, 

the RPO clerks raised money to have Owney 

preserved by a taxidermist (someone who prepares 

and stufts the skins of dead animals for display). 

Owney traveled by train for the last time to 

Washington, D.C., where he was on display in the 

postal exhibit at the Smithsonian Institution's Museum 

of American History. Since 1993, he has been on 

display at the National Postal Museum. 

Dubow, Nancy. The U.S. Postal Service, from COBBLESTONE, 
May 1995 . Cobblestone Pubiishing, Peterborough, NH. 
Reprinted by permission of the publisher. 
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Wichita Reading 
Assessment 

SAMPLE 
For Spec.EdJESOL Only: 
Student will not be assessed and is 

EXEMPT: 0 SP ED O ESOL 
OR 

Student will be assessed with the following 
1 2 3 4 5 6 7 

Accommodations: Q 
Student Did Not Take The Test O Absent Q Other 
Note: ~other" reasons should be recorded on 

the Examiner's Information Sheet. 

Task 2: Rete!Jin the Article 

School Student ID Number . 

IIIIIOJ[IJIIIII 
Course Section Grade Teacher Code 

I I I I I I I I I I I I I I I I I 
Last Nale /Pt) 
l I I I I I I I I I I I I I I 
Flrst Name - Middle Initial 

Directions: After you have finished reading, retell the article in your own words . Identify the 
topic, main idea, and details. Write only in the space provided below. You may go back to the 
article as often as you like. Your retelling will be scored on how well you identify the following : 

0 To ic O Main Idea O Details 

To ic 

Main Idea 

Retelling 

7 

1 2345 678 90 12345 678 90 1234567890 

~□0000000000~□0000000000 
:□0000000000!□0000000000 

4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 

r100000 M1 00000 r2()0000 M2 00000 
4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 4 3 2 1 NS 

0100000 Ov100000 oa::)0000 0v200000 

89 

~□0000000000 
!00000000000 

4 3 2 1 NS 4 3 2 1 NS 

T300000 M3 00000 
4 3 2 1 NS 4 3 2 1 NS I 

0300000 ·ov300000 I 



. · - · ··· - . ·-----····- ···- - - -- ............:.-.=.-=_,,... __________ _ -• . 

■ 

· ----nisk 3:-Finding the Best Answers 
Directions: Multiple-Mark Items. Read each item below. Fill in the ryes' or 'No' 
bubble for each item. 

I 

1. Owney's life could be described as 

O Yes O No A. adventurous. 

O Yes O No 8. eventful. 

O Yes O No C. lonely. 

O Yes O No D. distinguished. 

2. As a postal mascot, Owney traveled many places. According to the article he visted 

O Yes O No A. Alaska. 

O Yes O No 8. Paris. 

O Yes O No· C. New York City. 

0 Yes Q No 0 . Port Said. 

3. The railroad workers coaxed Owney to board the train. In this sentence "coaxed" means 

QYes QNo A. forbid. 

QYes QNo 8. persuaded. 

QYes QNo C. convinced. 

QYes QNo D. believed. 

4. Acc_ord.ipgJ9 the.article, 

O Yes O No A. Owney became a loyal companion to the postal clerks. 

O Yes O No B. The postal clerks bought Owney a collar. 

O Yes O No C. Owney's journeys took him many places. 

O Yes O No 0. Owney became.the police officers' mascot 

Go to Nat Pa&" ~ 
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~ 
Directions: Multiple-Choice Items. Read each item below . . Fill in the bubble for 

Q the single, best answer to each item: Select an answer for every item. Remember, 
I there is only one best answer for each item below. 

5. The United States Postmaster presented Owney with a jacket because 

O A Owney was recognized as the official mascot of the postal service. 

O 8. dogs deserve to be in the Smithsonian lnstituion. 

O C. United States Postmaster gave jackets to all dogs. 

O D. Owney needed protection from the cold on his journeys. 

6. When postal clerks commemorated Owney, they _____ him. 

O A. honored 

O B. neglected 

O C. discarded 

O D. accompanied 

7. As one of the world's best traveled canines, Owney 

O A had mostly bad experiences. 

O 8. was usually treated in a special way. 

O C. was co·nstantly without a home. 

O D. was expected to keep traveling until his death. 

8. According to the article, today we could see Owney in 

O A the Albany Post Office. 

O 8. the Smithsonian Museum of Natural History. 

O C. the National Postal Museum. 

O D. a railway station. 
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. ·-• 
~ Directions: Use the article to locate infonnation about events in Owney's life. 
I~ Copy the events from the answer.box into the boxes in the organizer to sequence 
~ Owneys life. You(work will be scored on how well you identify the events in order. 

~ ._, 

~ 
...... ~ 

- ~ 

~ 
~ 

~ ~◊ 
,P 

§ ~0 

i: 
~ b -~ ~ A...~ 
·;, 

~ 
~ 

~~ ~ 
f-7 ..,~ ov r=f 

~ ~ 

F 
11 

·!:-~ ~ 
~-

~ 

~ 

i ~ -~ 
~ i 

:;-, 

~ 

t 
0<:-~ 

a A...~ 
i 

0 Postmaster General John Wanamaker gave Owney an award. 
0 · Owney was captured as a stray dog in Canada. 
0 The dog in the story was discovered hidden between mail sacks at the 

Albany, New York Post Office. 
0 During his lifetime, Owney traveled 145,000 miles. 
0 United States postal clerks adopted Owney as their mascot. 
O Tags were given to Owney by·people as he traveled.· 
0 The Smithsonian Institute had Owney on display. 
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Appendix G: Sample Fifth Grade Standards 

Reading Benchmark Assessment - 5th Grade 

Reading/Standards 3. 4 & 8 
All students will read and respond to literature of different genres, cultures and periods. 
All students will read effectively by identifying details, making inferences, determining central ideas 

and using other comprehension strategies. 
All students will develop and broaden vocabulary when listening, speaking, reading and writing. 

use comprehension strategies 
before reading . use comprehension strategies during 
reading 

2 Retelling the Story use comprehension strategies 3a, 3c 
following reading . identify characters, setting, sequence ,; 

of events, problem and resolution 

3 Finding the Best Answers use comprehension strategies 3d 
4 Multiple Mark following reading 
4 Multiple Choice recognize and answer three types of 

questions 
' Right There ' 

!; ' Think and Search ' 
' Writer and Me ' 

:, 

4 Explaining the Story Using a generate and incorporate references and 4c,4d ,, 
Graphic Organizer study skills :1 . organize information by using 

graphic aids 

1 Reading the Article use comprehension strategies l 
1a, 1b, 3e 

before reading i j 

use comprehension strategies during I 2a, 2b, 2c, 2d ;: 
:, reading !: 
• , ' I 

2 Retelling the Article use comprehension strategies 
, ; 

3b, 3c : 1 

following reading . identify key events in a passage 

3 Finding the Best Answers -• use comprehension strategies 3d 
- 4 Multiple Mark following reading 
· 4 Multiple Choice recognize and answer three types of 

questions 
. 1 Right There' 
- , Think and Search ' 

' Writer and Me' 

4 Explaining the Article Using a . develop higher order comprehension skills 4c,4d 
Graphic Organizer . identify cause and effect relationships 

organize information using graphic aids 

Wichita Public Schools 
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Appendix H: Sample Fifth Grade Grading 

· 5th Grade Benchmark Reading 
Students need 87 out of 136 to pass 

Fictional Passage 

Task 1 

Task 2 

Task 3 

Task 4 

Read the story. 

Retelling the story by identifying the 
characters, setting, problem, and 

resolution. 

Finding the best answers to multiple 
m<:1rk and multiple choice questions 

about the story. 

Explaining the story using 
a araoh ic organizer. 

_, I 

Overal I Fictional Score 

Informational Passage 

Task 1 

Task 2 

Task 3 

Task4 

Reo.d the article 

Retelling the article by identifying the 
topic, main idea, and details. 

Finding the best answers to multiple 
mark and multiple choice questions 

about the article. 

Explaining the article using 
a graphic organizer. 

Overal I Informational Score 

94 

not scored 

24 

. 20 

24 

68 

not scored 

24 

20 

24 

68 



Appendix I: Principal Cover Letter 

September 29, 2004 

Dear Principal, 

Hello. My name is Crystal Winters and I am a graduate student in Educational 
Psychology at Wichita State University. I am conducting a small research study as part of 
my thesis and am in need of your help. Attached is a short survey that should take no 
longer than 10 minutes of your time to complete. I would greatly appreciate it if you 
would please fill out the survey and place it in the enclosed white envelope then return it 
to your school's office. I will be back by the school to pick up the completed surveys on 
(insert date two weeks from date delivered). If you like, you may also choose to return 
the completed survey to me via fax at (316) 978-6996 before (insert date). 

I sincerely appreciate your time and assistance in completing the survey. If you have any 
questions or concerns, do not hesitate to contact me at (316) 978-6391. And again, thank 
you for your time. 

Sincerely, 

Crystal Winters 
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Appendix J: Principal Informed Consent 

INFORMED CONSENT 

You are invited to participate in ·a study that will look at the use of grouping for reading 
instruction in USD 259. You were selected to take part in this study because you are n 
principal at an elementary school in USD 259. 

If you decide to participate in this study, you will be asked to fill out the enclosed short 
survey. It should take approximately 10 minutes of your time to complete this survey. 

There will be no risk of physical injury or harm, nor will there be any psychological risk. 
Any information that I gather during the duration of this study will remain confidential. 

Participation in this study is entirely voluntary. Your decision whether or not to 
participate will not effect your future relations with Wichita State University and/or USD 
259. If you agree to participate in this study, you are free to withdraw from the study at 
any time. If you have any questions about this research, please do not hesitate to contact 
me. I would be glad to answer any questions that you may have about this study. You 
may contact me at: Wichita State University, 1845 Fairmount, Campus Box 142, Wichita, 
KS, 67260-0142, or via telephone at (316) 978-6391. Dr. Marlene Schommer-Aikins, my 
thesis chair, can be reached at (316) 978-6386. 

If you have any questions pertaining to your rights as a participant of this study, or about 
research-related injury, you can contact the Office of Research Administration at: 
Wichita State University, 1845 F~irmount, Campus Box 7, Wichita, KS 67260-0007, or 
via telephone at (316) 978-3285. 

You are under no obligation to participate in this study. Your completing and returning 
the survey will be taken as evidence of your willingness to participate and your consent 
to have the information used for the purpose of this study. 

Sincerely, 

Crystal Winters Date 

Dr. Marlene Schommer-Aikins Date 
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Appendix K: Principal Survey 

Principal Survey on Grouping for Reading Instruction 

This survey requests information about the reading program at your school during the 
2002-2003 school year. 

1. Name of school in which you were employed during the 2002-2003 school year? 

2. Are you still working at the same school? 
Yes No 

If no, please forward this to someone who is still at the school to complete. If yes, 
please continue. 

3. Did your school use any form of grouping for reading instruction during the 2002-
2003 school year? 

Yes No 

If no, thank you for your time. Please return the survey in the enclosed self-addressed 
stamped envelope. If yes, please continue. · 

4. For what grades did your school use grouping for reading instruction? Please mark all 
that applied. 

K 1 _2 3 4 5 

5. All second grade classes within the school used the same form of grouping for 
reading instruction? 

Yes No 

If no, please explain. ______________________ _ 

6. All fifth grade classes within the school used the same form of grouping for reading 
instruction? 

Yes No 

If no, please explain. ______________________ _ 

7. Once grouped for reading, students in second grade stayed within their assigned 
homeroom classes for reading instruction? 

Yes No 

If no, please explain. ______________________ _ 

OVER 
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8. Once grouped for reading, students in fifth grade stayed within their assigned 
homeroom classes for reading instruction? 

Yes No 

If no, please explain. -----------------------

9. Once grouped for reading, students in second grade stayed within their assigned grade 
level for reading instruction? 

Yes No 

If no, please explain. ______________________ _ 

10. Once grouped for reading, students in fifth grade stayed within their assigned grade 
level for reading instruction? 

Yes No 

If no, please explain. ______________________ _ 

11. Did second grade classes use guided reading? 
Yes No 

12. Did fifth grade classes use guided reading? 
Yes No 

13. How were reading groups determined? Please mark all that applied. 
Standardized assessments Classroom assessments _ Teacher judgment 

_ Basic Reading Inventory SF A 
_ Other (please specify) ________ _ 

14. How many times during the school year did staff review student progress in order to 
adjust placement? 

1 2 3 4 5 6 as needed 

15. Were the reading materials for all students in a grade level the same regardless of 
group placement? 

Yes No 

16. How long has this grouping practice been used at the school? (in years) 
<l 1-2 3-4 5-6 Unknown 

17. How long had you been at the school before the 2002-2003 school year? (in years) 
<l 1-3 4-7 8-10 11+ . 
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18. Please describe how second grade students were grouped for reading during the 2002-
2003 school year. 

19. Please describe how fifth grade students were grouped for reading during the 2002-
2003 school year. 

Thank you very much for your time and assistance! Please return the survey in the 
enclosed self addressed, stamped envelope or via fax at (316) 978-6996. Again, thank 
you for your time! ! 
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