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Research on the effects of school desegregation has failed to
produce conclusive findings. An over emphasis on the outcomes of
school desegregation, usually assessed through the use of standardized
test scores, has created a situation in which there exists a paucity
of studies of the day-to-day process of school desegregation:
instructional practices, student interaction, and teacher behavior in
the classroom. More research on the process of school desegregation is

needed if its results or outcomes are to become more interpretable.



This thesis focuses on one aspect of the process of school
desegregation. The practice of reading ability grouping was examined
for its effect on the social attractiveness and peer image of success,
of students in three minimally desegregated elementary classrooms. Both
qualitative (non-participant observations) and quantitative (sociometric
questionnaire) approaches were ‘used to -ascertain whether there was a
relationship between reading group placement and a student's social
attractiveness among his or her peers, and between reading group place-
ment and a student's image (among his or her peers) of success.
Particular attention was paid to the wa}s in whfch group membership
affected the social attractiveness and image of success of the few
black students in the predominantly white classes. Data were gathered
over the period of one school year (1973—1974), in two third grade
classrooms and one fourth grade room.

The practice of reading ability grouping, in the three classrooms
studied, involved distinctive routines and differential behaviors on
the part of the students and teachers. Differential attention on the
part of the teachers and a differential opportunity for gaining peer
attention among the students, appeared to create a situation in which
students assigned to the higher reading groups were more Tikely to be
socially attractive, and to be perceived by their peers as successful,
than students in the lower reading groups. However, the sociometric
data offered only partia]lverification of this observation.

Early in the school year (November) reading group membership

accounted for only 14 percent of the variation in social attractiveness



in these three classrooms (the higher the.reading group, the greater
the student's social attractiveness). This relationship was even
weaker in the spring, with reading group membership accoupting for
only five percent of the variation in social attractiveness among
-students. The sfrongest relationship between reading group membership
aﬁd social attractiveness was found in the fourtﬁ grade ciassroom

ll

(r2 = .22). |

The relationship between reading group membersﬁip and peer-
perceived success was somewhat stronger. In both thé fall and spring,
reading group membership accounted for 29 percent of the variation in
peer-perceived success among students in these three classrooms (the
higher the‘reading group, the greater the perceived success). The
strongest relationship between reading group membership and peer-
perceived success also was:found in the fourth grade (r2 = .45).

In general, these results indicate that the practice of reading
ability grouping makes a definite contribution to a student's image
(among his or her peers) of success in the classroom. ATl of the
black students were members of the lowest reading groups in their
respective classrooms. By the spring, all of the black students had
negative peer-perceived success scores (i.e., they were perceived by
their fellow students as doing poorly in school). The practice of
reading ability grouping can thus be viewed as contributing to an image
of failure among black students in desegfegated classrooms. Consequently,
the presence or absence of reading ability grouping in desegregated
classrooms can be thought of as determining, to some extent, the outcomes

of the desegregation process.
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CHAPTER 1
- INTRODUCTION

It haé been over twenty years since the landmark Supreme Court
case of Brown vs. Board of Education. The thrust of that decision was
a recognition that the segregation of black students within a}schoo]
system was a contributing factor to their high rate of academic

1 As a result of this recognition, school desegregation was

failure.
inifiated and continues to proceed amid wide spread ‘controversy.
Moreover, far from subsiding, it appears as though the controversy
over whether or notAschool districts should be racially desegregated
continues to rage and promises to remain for‘some time to come.

The divisiveness surrounding'the'issue of school desegregation
has been fostered, in part, by the failure of the social sciences to
offer conclusive evidence about the effects of school-desegregation.
In a recent review of the literature on the outcomes of desegregation,
Nancy St. John (1975) remarked:

In sum, adequate data have not yet been gathered to

- determine a causal relationship between school racial
- composition and academic achievement. More than a decade
of considerable research effort has produced no definite

positive findings. In view of the political, moral, and
technical difficulties of investigation on this question, it

1

See Supreme Court Decision, Brown vs. Board of Education (1954),
footnote number three.



is doubtful that all the canons of the scientific method will

ever be met or a causal relationship ever established.

(St. John, 1975:36)
St. John was also inconclusive regarding the éffects of school desegre-
gation on black self-esteem and racial prejudice.

Part of the reason for the failure of the social sciences to
provide much clarity about this issue stems not from political, moral,
or technical difficulties, but rather from a tendency to focus on the
results of school desegregation (i.e., achievement scores, self-esteem
scores, and racial attitude scores) and ignore the process and conditions
associated with it® (Carithers, 1970; St. John; 1975; Johnson, 1976).
The Tack of definition and understanding regarding the process of school
desegregation makes it impossible to interpret the conflicting outcomes .
of school desegregation.

The importance of understanding and identifying the process or
conditions of interracial contact was first noted in the work of
A]]port (1954). Although A]fpﬁrt did not explicitly address the issue
of school desegregation, his writings on interracial contact emphasized
the nature (process and conditions) of contact as being crucial.

Allport stated that interracial contact per se could have many different
outcomes and should not be considered as generally resulting in
positive results:

2 .

By process and conditions I amreferring to the day-to-day social
interaction between students and teachers, students and students,

teachers and teachers, and the organized learning activities around which
such social interaction occurs.



It has sometimes been held that merely by assembling people
without regard for race, color, religion, or national origin,
we can thereby destroy stereotypes and develop ‘friendly
attitudes. This is simply not the case. (Allport, 1954:261)
Allport (1954) went on to say that one has to consider a number
-of variables before-specuiating-on the-outcome of interracial contact.
He mentioned the respective statuses of the minority and majority
groups, the amount of contact, the social atmosphere in which the
contact takes place, and the personalities involved, as being influen-

tial in determining the outcome of interracial contact. Generally

speaking, Allport believed that equal status contact was-a prerequisite

for reduping feelings of inferiority on the part of blacks.

"Prejudice (unless deeply rooted in the character structure
of the individual) may be reduced by equal status contact
between majority and minority groups in the pursuit of
common goals. (Allport, 1954:281) (emphasis added)

Since the publication of Allport's work, a number of studies have
~confirmed that intéfracia] mixing, by itself, will not lessen feelings
of inferiority among black students (Bronfenbrenner, 1967; Anderson,
1967; Amir, 1969; Carithers, 1970; Armor, 1972; St. John, 1975). 1In a
review of sixteen years df research on school desegregation and racial
cleavage, Carithers (1970) reported conflicting results. In some studies
she found that interracial contact enhanced interracial acceptance,
lessened prejudice, and raised the self-esteem of black students. In
other studies she found the direct opposites. Carithers was unable to
interpret these mixed findings because the studies she reviewed failed
to identify clearly the situation within which the interracial contact

took place. This neglect of the process of interracial contact made it



impossible for her to explain the diécrepant findings: "We simply do

not know what happens to whom under what conditions." (Carithers,

1970:43)

A more recent review of the literature on school desegregation
reasserts  the need for-studies-that focus on the process rather than
the results of scheol degegregation. After reviewing 120 studies,

St. John (1975) concluded that the greatest need is for small scale
§tudies that identify the process of interracial schooling in different
school settings:

At this juncture further investigation of the broad
question--Does .desegregation benefit children?--would seem
a poor use of national resources. The pressing need now
is to discover the school conditions under which the
benefits of mixed schooling are maximized and its
hardships minimized.

The most needed type of research at this juncture is
probably not a mammoth longitudinal testing program
with measurements on dozens of background variables to
allow exquisite statistical manipulations. True, if the
right variables were measured and measured well, the
results might be very interesting. But far more
illuminating would be small-scale studies involving
anthropological observations of the process of interracial
schooling, across settings diverse in black/white ratios
and in middle class/lower-class ratios, and also diverse in
their educational philosophies and techniques. (St. John,
1975:122), emphasis added)

TWO AREAS OF RESEARCH WHICH BEAR ON THE PROCESS
OF SCHOOL DESEGREGATION
To date, two different areas of research have developed information
relevant to the process of school desegregation. The first attempts to
specify the conditions that are necessary for the process of school

desegregation to result in the desired goals (i.e., rise in black
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achievement and self-esteem and improved racial attitudes). ' The“second
area of research focuses on identifying educational practices (processes)

that contribute to high rates of failure among black students.

Necessary Conditions

An example of the first approach is Pearl's (1972) attempt to
specify the conditions that are necessary for the process of school
desegregation to bring about positive results. He argued that if the
staff and curriculum of a desegregated school are integrated, educational
~gains among black students will occur. More precise examples of this
kind of research are found in the Titerature regarding experimentally
induced educational processes. Cohen and Roper (1972) achieved some
success in experimentally creating a condition of equal status among
black and white students in the same classroom. Black students were
taken out of the classroom and taught how to construct a two-transistor
radio. These black students then returned to the classroom and taught
the white students how to build the radio. After this experimental
treatment, the black students initiated more conversation and were
Tistened to more by white students during group learning situations than
they had been before.

Aronson, et. al., (1975) also reported success in experimentally
creating conditions of equal status in desegregated classrooms. In
Aronson's study, individual members of a biracial task group were each
given a section of a story or lesson the group was to learn as a whole.
After studying their respective parts, the students met in a group and

questioned each other in order to learn the whole story or lesson. This
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created a condition where knowledge had to.he.demonstrated by each member
of the biracial group in order for any one member to Tearn the lesson.
This process resulted in a situation where the black students spoke up.
and were listened to just as much as white students during learning
situations.

It should be noted here -that the educational schemes (processes)
employed by Cohen and Roper and by Aronson are uncommon to public
education and certainly not found in most cases of school desegregation.
For example, Cohen and Roper (1973) had small biracial groups work
together in solving problems. Students in these groups were evaluated
as a groﬁp: there was no individual evaluation. Cooperative criterion
situations like this are rare in most institutions of public education,
which typically utilize rewards based on competitive individual

performances.

Educational Practices that Contribute to Failure Among Black Students

The second area of research bearing on the process of school
desegregation involves the identification of educational practices
(process of education) that contribute to the perceived failure of
b]éck students. For example, standardized achievement and intelligence
tests are an integral part of the educational process. These tests are
used by teachers and administrators to assess academic gains among
students. More importantly however, these tests are used by teachers in
the assignment of students to different ability groups and curriculum
tracks (Pearl, 1972). Test results are also used by guidance counselors

in advising students about their future plans (Schafer and Oleza, 1971).
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in recent years there has been a growth in concern about inherent
biases in standardized tests{ Jencks (1972)-‘has pointed out a number of
class/racial biases contained in mcst standardized tests. These tests
were composed by white middle-class psychologists and consequently
reflect a world view that is particular to white middle-class society.
This monocultural orientation places non-white and lower-class students
at a disadvantage. For example, standardized tests often contain
questions regarding miscellaneous bits of information common to the media
and day-to-day life of white middle-~class students but foreign to non-
white cr Tower-class students. These tests also measure a peculiar form
of motivation. Often no realistic reason is given students for
comp]eting standardized achievement tests. Many times a student never
finds out how he/she did on the test. Taking a test for the sake of
taking a test may make sense for a middle-class student whose parents
emphasize the importance of tests. However, a non-white or lower-class
student may lack such motivation. Perceived educational inferiority
among black students, therefore, may be due in part to the practice of
standardized testing.

As mentioned above, the use of standardized testing is related to
ability grouping and curriculum tracking. Ability grouping and
curriculum tracking pertain to the organization of instructional groups
on the basis of students' similarity on one or more characteristics.

One of the more common characteristics used is performance on standard-
ized tests. Other characteristics include past academic performance and
teacher perceptions of student potential. The origins of homogeneous

ability groupihg can be traced to the beginnings of public education



during the 19th century (N.E.A., 1968:11). The practice of ability
grouping appears to be.widespfead in America.- A survey taken during the
school year 1958-59 showed that nearly 78 percent of urban school
districts (school d1str1cts w1th a student population of 2,000 or more)
in this country pract1ced some form of ability group1ng for instructional
purposes (N.ETA., 1961:18—19). More recent surveys indicate that
ability grouping on a natidﬁa]i]eve]:is becoming more and more
prevalent and this trend is 1ike]y to‘continue (Esposito, 1975:177).
Recent reviews of research on "the effects of ability grouping and
curriculum tracking on achievement scores (Findley and Bryan, 1971;

Esposito, 1973) indicate the fdllowing: (1) There is conflicting

‘evidence regarding the effects of ability grouping and tracking on

scholastic achievement in the higher ability groups and tracks. Studies

comparing matched heterogeneous and homogeneous ability groups have in

some cases revealed no significant differences in achievement test

scores and in others showed significant differences in favor of the
homogeneous ability groups and tracks. (2) With respect to middle

tracks and ability groups, homogeneous ability grouping and curriculum
tracking make no difference in achievement test scores when compared

with heterogeneous grouping. (3) Compared with heterogeneous instruction,
the research indicates that ability grouping and curriculum tracking
almost uniformly depress the achievement test scores of students in the
lowest ability groups and tracks. In short, among studies showing

ability grouping to have significant pedagogical effects, the results
indicate that achievement in the higher groups may be increased while

achievement in the lower groups is depressed.



The fact that ability grouping and curricu]uh tracking tend to
inhibit academic achievement in the lower groups has implications for
school desegregation when coupled with findings that black students are
disproportionately assigned to the lower groups (Kariger, 1963; Mehl,
1967; and Mackler, 1969). For example, a U.S. Civil Rights Commission
study of St. Louis Public Schools found that "a disproportionate
percentage of students in track I (the highest track) were white and a
similar disproportion in track III.(the lowest track) were black”
(Civil Rights Coﬁmission, 1962:292). Thus, it appears that ability
grouping and curriculum tracking éonstitute educational processes that

have a beariﬁg on the outcomes of school Hesegregation.



CHAPTER II

PROBLEM: LACK OF RESEARCH ON THE PROCESS OF READING
ABILITY GROURING..IN.DESEGREGATED CLASSROOMS

THE NEED FOR RESEARCH ON THE PROCESS OF ABILITY GROUPING

As has research on school desegregation, research on ability
~grouping has concentrated on its outcomes (i.e., achievement scores)

and ignored the social behaviors that accompany it (Wilson and Ribovich,
1973; Esposito, 1973). Relevant social behaviors include social
interaction between studenfs and between teacher and students that
occurs in relation to the practice of ability grouping. After

surveying the Tliterature on ability grouping, Esposito noted:

The Titerature on ability grouping is replete with studies
which attempt to investigate or demonstrate the extent to
which a single variable or combination of variables ‘
descriptive of children at a spec1f1c point in time (e.g.,
1nte1]1gence, reading Tevel, self-image, arithmetic Tevel, etc.)
affects or is related to subsequent performance on academic
and/or social dimensions. However, there exists a paucity of
studies which seek to investigate and explain in what ways
and to what extent the structural properties of the grouping
schemes influence program conditions, so as to cultivate or
discourage patterns of teacher-student interaction. (Esposito,
1973:172-173)

Ability Grouping Within The Classroom

Although much research has been concerned With the effects of

ability grduping, most of the work has been on between classroom

ability grouping in the upper-elementary and secondary grades (Findley

and Bryan, 1975; Schafer and Olexa, 1971; Esposito, 1973). Few studies
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have examined the effects of ability grouping within the classroom.

Perhaps the most common form of ability grouping within the classroom
is reading ability grouping. Available figures indicate that reading
ability grouping within classrooms is a popular form of homogeneous
'grouping in the lower elementary grade levels. In a national survey,
Austin and Morris (1963:265) found that over 85 percent of elementary
schools surveyed reported that they always or often employ reading
ability grouping for instructional purposes. Other studies have
supported this finding (Smith, 1971).

The on]y'studies, to date, that relate somewhat to the procesé of
reading ability grouping are those of McGinley and McGinley (1970) and
Rist (1974). McGinley and McGinley examined the effect of~read1ng
ability grouping on social cohesion within the various reading groups.
They asked first grade students (in six different classrooms) what three
children in the classroom they would Tike to work with. The results
| were that members of the.highest reading groups were chosen more frequent-
ly than would be expected by chance.] McGinley and McGiﬁ]ey also found
that students in the highest reading groups tended to choose students
from their own gkoup more than would be expected by chance while students
in the lower reading groups exhibited no such within group preference in

1

McGinley and McGinley misused chi-square in analyzing their
data. In applying chi-square to second and third choices of the students,
McGinley and McGinley violate the assumption of independence. The

second and third choices are not independent, but dependent on the
first choice.
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their choices. McGinley and McGinley concluded- that reading ability
grouping stimulated social cohesion in the highest reading groups whi]g
discouraging it in the lower reading groups.

Rist (1974) focused on reading ability grouping:in a three-year
Tongitudinal study of a predominantly black school in‘St. Louis,
Missouri. He followed a group of black students from kindergarten
through the second grade. Based on non-participant classroom observa-

" tions, Rist described how membership in a particular reading group was
associated with social status in the classroom. Students who were
members of the highest reading group all sat together at the same table
and enjoyed high status, while the rest of the class occupied a Tower
social position. Students who were in the lower reading groups received
less attention and more ridicule from the teacher.  They also were

Tooked down upon by members of the first reading group. Although reading
ability grouping seemed to be important in determining academic
competence in Rist's study, its influence appears to have been secondary
to socioeconomic background. Rist reported that teachers expected high
achievement from middle-class children. Consequently, students with
middle-class backgrounds were assigned to the highest reading group

while students from Tower-class backgrounds filled in the ranks of the

" Tower reading groups. In this case, social-class background apparently
predetermined reading group membership and social status in the classroom.

Rist's study indicated that reading-ability grouping creates a
kind of caste system in the classroom. It provides a social structure

that produces feelings of inferiority and failure among students in the
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Tower reading groups and enhances feelings of competence in students
who are members of the highest reading group: Furthermore, Rist
observed that studénts in the highest reading group view themselves as
separate from the other students.

Although the studiesnméntioned shed-some 1ight on the soéial
processes associated with reading ability grouping, they provide an
incomplete picture. The major focus of Rist's study was the differen-
tial treatment of students based on socioeconomic background and not
the process of reading ability grouping. Indeed, reading ability
_grouping might have been of no consequence in determining the social
climate that Rist depicted. McGinley and McGinley did not describe
how reading ability grouping affected social cohesion in the classrooms
from which they obtained their data. They merely reborted the results
of the sociometric questionnaire they administered and speculated on
possible explanations for their findings.

THE PRESENT STUDY: READING ABILITY GROUPING
AND DESEGREGATED CLASSROOMS

The social processes associated with reading ability grouping
remain to be studied in the context of desegregated classrooms. Rist's
(1974) study took place in a segregated urban black school in St. Louis;
McGinley and McGinley (1970) féi]ed to specify the racial composition of
the classrooms from which they obtained their data. In his review of
the literature on ability grouping, Esposito (1973) emphasized the need
for research on ability grouping within the context of school

desegregation:
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A careful review of ability grouping research. indicates that
few studies have considered the educational relevance of ethnic
and socioeconomic status in the placement of children into
ability groups or curricular tracts and that few have examined
the social, economic, and political conseqUences of grouping
schemes with respect to ethn1c and socioeconomic separation
of children.
Not withstanding the relative-absence of studies devoted to
these problem areas, however, and given a continued national
effort to desegregate public schools, ex1st1ng data bearing on
the re]at1onsh1p between ability grouping and de facto
segregation in the public school classroom should be reviewed
and interpreted in the interest of promoting the principle of
equal opportunity. (Esposito, 1973:164)
The present study focused on the practice of reading ability
grouping as it occurs within the context of desegregated classrooms.
An attempt was made to describe the social processes2 that accompany
reading ability grouping in the particular setting of a few desegregated
classrooms. Specific attention was given the following:. (1) verifica-
tion of the findings of McGinley and McGinley (1970) and Rist (1974),
(2) a critical examination of the strength of association between
reading ability group membership and social attractiveness in the
classroom, (3) a critical examination of the strength of association
between reading ability group membership and being perceived as a
success or failure in the classroom, and (4) an examination of the
effects of reading ability grouping on the social attractiveness of
black students and their image of competence.

2

By social process I am referring to the interaction between
teacher and students, students and students, and teachers and teachers.



CHAPTER III
THE SETTING FOR THE STUDY

In Portland, Oregon, there is currently (1976) a voluntary busing
program whereby black students each day leave the predominantly black
community to attend predominantly white schools on a "space available"
basis. White students are not bused into the black community. Not all
white schools receive the same number of black students; some receive
as few as 3, others as many as 49. This results in varying racial
compositions among the desegregated schools. The percentage of black
students in these schools ranges from-1.4 percent fo 10.4 percent, with
an average of 6.7 percent (Portland Public School District, 1973).

The site for the present study was Garland schoo1.] Garland is
"an elementary (grades one through eight) school Tocated in an upper-
middle class neighborhood of Portland. In 1973; the median annual
family income of the neighborhood surrounding Garland was over $16,000.
During the school year 1973-74, Garland had an enrollment of about 650
pupils. At the time of this study Garland was undergoing its first
year of desegregation. Of the school's total enrollment, 19 or 3 percent
were black students who were part of the school district's voluntary
busing program.

1
The name of the school is a pseudonym.
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As mentioned earlier,.there is a.need for research on the process
of school desegregation as it occurs in a number of different settingsf
The Tow proportion of black students at Garland, and Portland‘s
desegregated schools in general, should in no way reduce the relative’
significance of data from Garland. As emphasized earlier, recent
reviews of the 1iterature indicate that data on the day to day process
of desegregation is needed from a number of different settings.
Consequently, concern for an appropriate racial composition is of
secondary importance:
Nevertheless, I have come slowly to the conclusion that the
overall inconclusiveness of the findings is due not so much
to these limitations (i.e., methodological 1imitations) as to
the fallacious assumption that desegregation is a unitary
phenomenon, that racial balance is the important variable, and
that how it is implemented is of secondary importance.

(St. John, 1975:11) (parenthesis added)

The black students at Garland -were bused from three different

schools. The median annual family income of students attending these

three schools was less than $6,500 in 1973. The average student achiéve-
ment level at Garland (before the black students were bused in) was
rated in the upper 80th percentile compared with the other elementary
schools in the Portland School bistrict, while the average achievement
level of the three schools from which the’b1ack students were bused
ranked in the Tower 20th percentile. Garland and the schools from which
the black students were bused are compared on the basis of socioeconomic
and scholastic factors in tables I and II.

The preceding comparisons  indicate that Garland represénté a case

of minimal (few black students) desegregation where there exists marked

4



TABLE I

COMPARATIVE SOCIOECONOMIC FACTORS FOR GARLAND
AND THE .SCHOOLS FROM WHICH THE BLACK
STUDENTS WERE BUSED*

Schools from which
black students

Garland -were bused

Median family income .

of students ~ $16,000%* $6,500
Students with annual

family incomes

under $4,000 7% 27%
Percentage of students

with family on .

welfare 2% 61%

. * Portland Pubhlic School District Figures (1973)

** These figures are rounded.
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TABLE II

COMPARATIVE TEST DATA FOR GARLAND AND SCHOOLS

Reading

Math Concepts

Math Problem Solving

Math Computation

Math Total

Garland

average score 1in
80th percentile**

average score in
80th percentile

average score in
80th percentile

average score in
80th percentile

average score 1in
80th percentile

. * Portland Public School District Figures (1973)

FROM WHICH BLACK STUDENTS-WERE BUSED*
(fourth grade averages)-

Schools from which

.black--students
wére bused

average score in
20th percentile

average score in
10th percentile

average score in
20th percentile

average score in
10th percentile

average score in
10th percentile

** These figures indicate the academic achievement levels at Garland

and the schools from which the black.students were bused relative to

other Portland Schools.

For example, the average fourth grade reading

score at Garland ranks in the 80th percentile of all Portland schools
while the same score for the black schools ranks in the Tower 10 percent

of all Portland schools.
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differences in social class and achievement levels.hetween.black and
white students. It is important to keep this context in mind while

considering the data reported in this study.
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CHAPTER 1V
METHODOLOGY
OBSERVATIONAL METHODS

In September of 1973 I gained access to Garland School for the
purpose of making classroom observations. ' Initially these observations
took no specific focus, other than to observe the desegregation process
as it took place at this particular school. By October it became
apparent thaf because of time 1imitatione it would be possible to
observe only a few classrooms. At that time three classrooms were -
selected in which I had established a comfortable rapport with the
teachers and in which the number of black students varied slightly:

(1) A third grade classroom (third grade number one) Which numbered 26

1 There was one black male student

students (10 females and 16 males).
in this class. (2) A third grade classroom (third grade number two)
that numbered 25 students (12 females and 13 ma]es).2 There were
two black males in this classroom. (3) A fourth grade classroom
which numbered 28 students (11 females and 17 ma]es).3 Two black
male students and one black female student - were in this class.

1

In the spring there were 11 females and 14 males, see Chapter VII.

2. ‘
In the spring there were 12 females and 14 males, see Chapter VII.

3
In the spring there were 11 females and 16 males. Also, one of
the black male students had moved to another school, see Chapter VII.
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Beginning in.Qctober, each.classroom was observed at least once
a week during the course of the school year;4 for a period of time
ranging from 30 minutes toone hour. Students in these three classrooms
were observed at recess and 1unch-as well as in the classroom. Through-
out the year, ohservations were made at different times of the day in an
attempt to gain a representative sample of classroom activities.

The methodology employed in thesé observations has been refered to -
by Smith and Geoffrey (1968) as "microethnography.” During the classroom
observations, the behavior of teachers, students, and others who happened
into the c]assrdom, was recorded as it happened, in the form of long-hand
notes. Insights, inferences and interpretive comments were also recorded
during these observations. Informal conversations with teachers,
students, teacher aides; and administrators were recorded after they

occurred. Classroom observations specifically centered around the

various reading groups as they worked together, student-teacher inter-

actions dufing reading group sessions, student-student interaction
relating to the reading group structure of the classroom, and any
occurrence that pertained in some fashion to the fact that the classrooms
were each divided into different reading ability groups.

Towar& the end of October I decided to narrow somewhat the focus
of my classroom observations. I had been reading some literature which

indicated that reading ability grouping set up a social caste system in

4
For three weeks during January and February the author was denied
entrance to the classrooms because of an administrative misunderstanding.
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. the classroom (see earlier discussion of Rist,:1974). Consequently

I began to focus on observing:-the process of reading ability grouping
to see if 1t had such an effect in these'désegpegated c]assrooms;
However, I continued to record other things that were seeming]y.non-
related to reading ability. grouping.but which struck my attention as
being indicative of the brocess of desegregation at Garland.

In focusing my observations on reading ability grouping, I began
paying more attention to the various reading groups as they met with
their teacher for instruction. I also looked for indications in the
behavior of teachers and students that reading group membership: (1)
was associated with social attractiveness and popu]a%ity, (2) developed
a-sense of social cohesion in only the highest reading groups, and (3)

was associated with being thought of as a success or failure in school.
INTERVIEW METHODS

It is impossible to control for many factors while observing
classroom behavior. The teachers and students may -be "performing"
while the researcher is in the classroom and act differently while he/
she is absent. Because of this type of observer effect, G]éser aﬁd
Strauss (1967) have maintained that it is often advisable to utilize more
than one kind of data. - Using more than one kind of data (e.g., using
the results of a sociometfic questionnaire as well as classroom
observations) helps a researcher guard against making erroneous
conclusions due to Tack of controls.

The stﬁdents in all three classrooms were administered a socio-

metric questionnaire by the author in November of 1973 and again in
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May of 1974.. The.same questionnaire was administered on hoth occasions
(see'appendix<3):‘ In-order to'obtain a quantitative measure of social
attractiveness and popularity in these classrooms students were asked
individually to name three students they would 1ike to sit by if they
had a choice and two students they would especially not want to sit
next to if they had their choice; In order to get a measure of which
students were percelved as successful and which were seen as being
failures, each student was asked to name two students he/she thought
were doing well in class and two students he/she.thqught were doing
poorly in class. For each classroom, a list was prpvided by the teacher
indicating the breakdown of students into different reading group levels.
The sex and race of each student were also recorded.

The administration of the questionnaire began with one student
being selected to come to the back of the room and take a chair next to
the author (the back of the student faced the rest of the class). The
‘questions were then asked orally by the author. If a student did not
respond to one of the questions, an answer was not forced. Instead,
the next question was asked. Neither the rest of the class nor the
teacher could hear the reéponses of the student during questioning. If.
the teacher or another student approached the author while questioning
a respondent, the questioning was stopped and resumed only when the
iﬁtruder moved out of hearing range. This was done in an attempt to
provide an uninhibiting atmosphere for the respondent. After the first
student had finished answering the questions, another student was
selected to come to the back of the room for'questioning: This process

continued until eVery student in the classroom had completed the interview.
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QUANTITATIVE METHODS

After each administration (fall and spfing)'of the sociometric
questionnaire a frequency chart wasAcompiled based on the results.
Students were grouped by reading group level, and the frequency of being
selected, rejected, perceived as doing well, and perceived as doing
poorly was recorded for each student; |

In order to cbnvert the frequency data into a form that would allow °
measuring the strength of assoéiation between reading group membership
and social attractiveness; and between reading group membership and peer-
perceived success or failure, the following procedure was employed to
obtain individual scores for each student: (1) Reading group scores were
assigned to every student hy ranking the various reading groups in each
classroom in a fashion that would provide for comparisons between class-
rooms with different numbers of reading groups; For example, in one
class there were four reading groups and in another there were only
three reading groups. Consequently, the highest reading group in each
classroom was assigned the number 4 and the Towest reading groups the
number 1. The second and third highest reading groups in the first
c]assrooﬁ were then assigned the values 3 and 2 respectively while the
second highest reading group in the second classroom was assigned the
value of 2.5 (see appendix A). This assignment procedure maximized
comparability while maintaining equal distance between reading group
scores in each classroom. (2) A social attractiveness score was computed
for every student by subtracting the seatmate rejections he/she received

from the seatmate selections receijved. Both seatmate selections and
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rejections were weighted based on their ranking. Three points were
given for being the first seatméte selection of another student, two
points for being a second choice and one point was awarded for being
the third seatmate selection of another student. ‘Likewise, being the
first seatmate rejection of another student subtracted two points and
being the second seatmate rejection subtractéd one point. (3) A score
for peer-perceived success was computed for each student by subtracting
the number ofA"doing.poorly" classifications he/she received from the
number of "doing well" classifications receivéd.'<(4) A congtant of 25
was then added to each social attractiveness aﬁd peer perceived success
score in order to eliminate negative values and facilitate the—
computation of correlation coefficients .(see Appendix A).

Pearson's product moment correlation coefficient (Blalock, 1972:
376) was employed to measure association between reading group place-
ment and the sociometric scores. Only the scoreskof those students who
remained in the same reading group throughout the year were used in
computing correlation coeff‘icients.5 Correlations were obtained on the
following relationships: (1) the overall (combining data from all three
classrooms) relationship between reading group meﬁbership and social at-
tractiveness in the fall and spring, (2) the relationship between reading group

5

In all three classrooms only seven students changed reading groups

during the year. There was no consistency in the effect the change in

reading group membership had on social attractiveness or peer-perceived
success (see the tables in Chapter VII).
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membership-and social atfractivenéﬁé'in éach:classroom for both the fall
and spring, (3). the overall relationship betweén reading group membership
and peer-perceived success in the fall and spring;'and'(4) the relation-
ship between reading group membership and peer-perceived success in each

classroom for both the fall and spring.



CHAPTER V

READING GROUP.MEMBERSHIP AND SOCTAL
ATTRACTIVENESS

THE STRUCTURE AND COMPOSITION OF READING GROUPS

Third Grade Number One

There were thrée reading groups in this classroom, In the fall
there Were 15 students (7 males and 8 females) in the highest reading
_group, 6 students (5 males and 1 female) in the second highest reading

~group, and 5 students (4 males and 1 female) in the lowest reading
~group. The only black student in the class, Joseph,] was in the
lTowest reading group.

By the spring, two students had left the school and a new
student had been added to the class. Also;, one student had been
moved from the second highest reading group to the highest group and
tﬁo studeﬁts had moved from the:lowest reading group to the second
higheét group. These chdnées left the highest reading group with 15
students (7 males and 8 females); the second highest reading group with
7 students (5 ma1e§ apd 2 females), and the Towest reading group with
3 students (2 males and 1 female). Joseph remained in the lowest reading
group all year. The fact that only three students changed reading
_groups during the course of the year indicated that the ability group

structure was essentially fixed and permanent.

a1 of the names used in this study are pseudonyms.
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Third Grade Number: Two

There were three reading groups in this classroom; In the fall
11 students (2 ma]es‘énd 9 females) were in the highest reading.grodpa
9 students (6 males and 3 females) in the second highesf reading group,
and 5 students (all males) in the lowest reading group. The two black
students in this c1assroom; Leroy and Johnafhaﬁ;weré in the Towest
reading group. \

During the course of the school year there were'ﬁg.changes in
reading group membership in this classroom. A1l of the students
~remained in the'groups in which they started the year: One new male
student arrived in January and was assigned to the second highest
reading group, bringing the total in that group to 10 (7 mé]es and
3 females). The fact that noAstudents changed reading groups indicates
that the reading ability group structure was a fixed reality in this

classroom.

Fourth Grade -

Unlike the two third grade classrooms,: there were four reading
~groups in this classroom. In the fall there were 6 students (2 males
and 4 females) in the highest reading group, 9 students (7 males and

2 females) in the second highest reading group, 8 students (5 males and
3 females) in the third hfghest reading group, and 5 students (3 males
and 2 females) in the lowest reading group. The three black students
in this classroom, Jameson, Joey, and Sally, were all in the lowest

reading group.
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During the school year four students changed reading groups in
this classroom, ‘One of.the. black studénfé,'Joey;‘1eft the school 1in
November, and in January,-3 males and 1 female in the second highest |
reading group weré moved down to the third highest reading group.
These changes left 6 studentS"(Z?maﬂES‘and“4'fema1es) in the highest
reading group, 5 students (4 males and 1 female) in the second highest
reading group, 12 students (8 males and 4 females) in ‘the third
highest reading group, and 4 students (2 males and 2 fema1es)-in the

Towest reading group.
READING GROUP ASSIGNMENT PROCEDURES

A1l three teachers were asked by the author how they assigned
students to different reading ability groups:' A1l of them said that
they based their decisions on more than one Tndicator: Mrs. Douglas
said that she Tooked at the student's prior reading record and then
listened to him or her read before she made up her mind. Mrs. Young
said that she used vocabulary and reading comprehension test results in'
deciding which reading group a student should be assigned to; Mrs. Frank
said that she determined what reading group a student should be assigned
to mainly on the basis of classroom performance during the first week
of school. She said that she listened to students read out Toud and
observed their work habits during the first week of school and then
assigned them to reading groups on the basis of these observations.

The one common criterion used by all three teachers in assigning
students to reading groups was the student's ability to read out loud.

Mrs. Douglas and Mrs. Young mentioned that they used the student's
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previous record to a certain extent. .Mrs. Frank however, maintained
~ that she based her judgment solély on initial performance in class.
As far as the black students were concerned, all three teachers had to
assign them~to reading groups solely on the basis of listening to them
read out Joud. A conversation with the teachers in the fall revealed
that as late as October 23, they had not yet received a previous school
record for any of the black students in.their respective classrooms;
I then asked all three teachers about the previous school
records of the black students in their classrooms. All
three teachers said that they had not yet received a record
or file on the black students in their classrooms. They
all said that they were frustrated because without a

previous record it was difficult to diagnose why some of
the black students had difficulty with the school work.

THE ROUTINE OF READING ABILITY GROUPING

Third Grade Number One

In this classroom the teacher, Mrs. Douglas, had set up a
partition in the corner of the room wheré she met with the different
reading groups. Although it was difficult for the rest of the class to
watch a particular reading group‘whiTe they were meeting with the
teacher, it was easy to hear them:

(March 25, 11:05 a.m.)

I walk into the room and Took for Joseph but can't see

him. Then I notice that Mrs. Douglas is meeting with the
lowest reading group over in the corner of the room.

Mrs. Douglas has a big partition that she uses to
separate the reading group she is working with from the
rest of the class. So I can't see Joseph but I can hear
his voice.

Mrs. Douglas generally maintained a consistent routine in working

with the various reading groups. She instructed the highest reading
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' group first and the lowest reading group last. I observed her working

"with the highést reading group between 9:30 and 10:00 a.m.,2 the second

- highest reading group between -10:00 and 10:30 a.m., and the lowest

reading group between 10:45 and 11:15 a.m. By maintainihg this order
of instructing the readingpgrohps,ths,IDoug]as suggested to the class
that the highest reading group was preferred by her. The fact that the
teacher prefers a certain group of students can be influential in
determining the social preferences of the students. The students

might socially prefer students from the highest reading group because

: the teacher apparently did.

" Third Grade Number Two

In this classroom the teacher, Mrs. Young, maintained a generally

. consistent routine in working with the different reading groups.

Between 9:50 and 10:00 a.m.3 she would call the highest reading group
to assemble in the corner of the room. Unlike Mrs. Douglas, Mrs..Young
did not have a partition that blocked off the reading group she was

working with from the rest of the class. Sometime between 10:15 and 10:45

. a.m. Mrs. Young usually wdrked with the second highest reading group, and

i she normally instructed the lTowest reading group between 10:50 and 11:10

. a.m. As mentioned earlier in regard to third grade number one,

2 .
Only on one occasion did I observe the teacher working with the

f highest reading group after 10:00 a.m.

3 .
On only one occasion did I observe Mrs. Young instructing the
highest reading group after she had met with the lowest reading group.
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by usually meeting with the highest reading group first the teacher can

comunicate to the rest of the class that students in the lower
reading groups are not as socially desirable as students in the

highest reading group.

Fourth Grade

The routine of readfng*abj?itymgroup instruction was less

consistent in the fourth grade classroom than it was in the two third

~grade classes. For example, the teacher, Mrs. Frank, would sometimes

work with the second and third highest reading groups simultaneously,
moving from one table to the other:
(April 24, 10:30 a.m.)
I walk into the room and notice that Mrs. Frank is working
with the second and third highest reading groups at the same
time. She has them seated at different tables. The second
highest reading groups is reading out loud in unison and the
third highest reading group is working on their workbooks.
Mrs. Frank moves from one table to the next checking on their
progress.
Also, the highest reading group would at times leave the room and go to
another classroom for instruction. However, in spite of these
irregularities, I observed that the Towest reading group was usually
the last to receive the teacher's attention (generally between 10:40
and 11:10 a.m.). Although the routine of reading group instruction was
not as distinctive in this class as it was in the two third grade
classes, by consistently working with the lowest group last Mrs. Frank

implied that students in the lowest reading group were not as important

as students in the other reading groups.
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DIFFERENTIAL BEHAVIOR ASSOCIATED WITH READING ABILITY GROUPING

Third Grade Number One

The instructional sessions varied somewhat'betweén the different
reading groups in this classroom. Themhighestland second highest
reading groups experienced a wider range of activities inftheir reading
group sessions than did the -lowest reading group. Both the highest
and the second highest reading groups put on plays for the whole class
as part of their reading group activity:

(January 21, 10:30 a.m.)

Mrs. Douglas gets up in front of the room and says, "It's

time for a break, but first the Monkeys (second highest
reading group) are going to present a play for you. You must
be patient because they haven't practiced it yet." AIll
the students pull their chairs up and the Monkeys begin their
presentation. They announce that they are going to present
the story about the Hare and the Tortise.
The lowest reading group never had an opportunity to present a play
“in front of the whole class.

The highest reading group often seemed to be the focal point of
curiosity for the rest of the class. . Although the rest of the class
could not actually see the highest reading group as they met with the
teacher (due to the partition mentioned earlier), they would often turn
around in their seats and listen in. The highest reading group
often engaged in learning activities that attracted a Tot of attention:

(January 21, 9:50 a.m.)

Mrs. Douglas is over in the corner of the room working

with the highest reading group. One half of the group

stands and reads out loud to the other half of the reading
group who are seated. Now the half of the group that was .



seated stands up and reads out loud in unison to the’
other half of the group. The rest of the students
are supposed to be working on the morning assignments
but most of ‘them are turning around to Tisten in on

" what the highest reading group is doing.
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In contrast to the two highest reading groups, the instructional

sessions of the lowest reading-group-were-characterized by a narrow

range of learning activities that centered on basic fundamentals.

The

learning exercises of the lowest reading group seemed non-interesting

and this was exacerbated by the time period during which they met.

students generally got increasingly restless during the half hour

The

before lunch (11:00-11:30 a.m.). This restlessness contributed to the

non-interesting atmosphere of the lowest reading group's instructional

sessions:
(Aprit 3, 11:00 a.m.)

Mrs. Douglas calls the lowest reading group together.

“They meet in one corner of the room that is partitioned
off from the rest of the classroom. Because of the
partition it is impossible for Mrs. Douglas to see the rest
of the class while she is working with a particular
reading group. A couple of students leave their desks and -
walk over to talk with other students. Mrs. Douglas
doesn't see this as she is working-in the corner of the
room with the lowest reading group. (11:05 a.m.) The noise
is getting louder as more students are talking instead of
doing their work. Duffy is reading out loud while the rest
of the reading group listens. Mrs. Douglas now gets out

- of her chair, walks out away from the partition and tells the
rest of the class to quiet down and get back to their seats.
Mrs. Douglas goes back to the reading group and tells Joey to
read. After Joey reads a couple of paragraphs, Mrs. Douglas
says, "You are reading neat Joey." Then she says to the
whole group, "You know that students in the other groups
often read ahead in their books; it would be good if you
people would read ahead during your spare time also."
Mrs. Douglas then says, "What kind of a person was John? Was
he mean? Bad? Thoughtless?" Duffy says, "He was bad."

Joey says, "He was thoughtless." Mrs. Douglas says, "Very good."
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(11:10 a.m.) The rest of the class is getting more restless.
Doug and Ron are out of their desks talking with other students.
Mrs. Douglas.yells out:from the corner of ‘the room, "Doug and
Ron, I would like to see your work!" Doug and Ron go back' to
their desks and shuffle through some papers. Mrs. Douglas
is now having the Towest reading group work on vowel sounds.
Joseph recites the vowel sounds.”” Mrs. Douglas then starts
saying different words and has the students in the lowest
reading group sound out vowels.

(11:16 a.m.) Mrs. Douglas dismisses the lowest reading group
and tells the class to get ready for lunch. .

By engaging in activities that attract the attention of classmates

(e.g., putting on plays), students in the two highest reading groups
were able to "show off" their personalities. This kind of social
exposure was not available to students in the lowest reading group.
Consequently, students in the lowest reading group had less opportunity

to appear as socially attractive personalities.

Third Grade Number Two

..:As .in third grade number one, the highest reading group in this
classroom engaged in interesting activities during their reading group
sessions. They put on a play for the whole class as part of their
reading group activity:

(March 4, 10:00 a.m.)

Mrs. Young calls the first (highest) reading group together.
The name of their textbook is High Roads. They all sit in a
circle and start discussing a play they are going to perform
for the whole class. Mrs. Young tells Ronnie that he is
going to be the moderator. She explains that this means he is
to introduce the play, the different scenes in the play and
the actors and actresses. The reading group then discusses the
different characters in the play. A couple of the girls talk
about the costumes they are going to make. The rest of the
class is watching the group as they talk about the play.
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As mentioned before, activities such as plays are vehicles for
appearing socia11y attractive. There are other vehicles of course, .
such as athletics, but the point here is that certain opportunities are
available only to certain students. "I did not observe the two‘lower"“
reading groups put on plays for the whole class. This was unlike third
grade number one where the second highest reading group as well as the
highest group put on a play.

Another difference between the instructional sessions of the
different reading groups had to do with Mrs. Young's behavior. While
working with the two highest reading groups she seemed to concentrate
more than when she worked with the Towest reading group. While
working with the two highest reading groups Mrs. Young would not
allow other students to interrupt:

(January 31, 10:35 a.m.)

Travis (a member of the lowest reading group) gets up

and approaches Mrs. Young who is working with the second

highest reading group. Apparently he has a question

about the morning's assignment. Mrs. Young says, "Not

this minute Travis." Travis walks back to his seat.
However, when she was working with the Towest reading group she would
often allow other students to interrupt the session:

(March 12, 10:45 a.m.)

Mrs. Young calls for the lowest reading group to assemble

in the corner of the room. The group sits around in a circle

with Mrs. Young. Mrs. Young says, "What was the story about?"
Warren says, "It was about a horse that needed shoes."

Mrs. Young says, "That's right the name of the story is

How Herbie Gets a Shoe." She then says, "Why did Herbie need

a shoe?" Nobody in the group is able to answer this question

so Mrs. Young tells them to finish reading the story. As they

read, Mrs. Young is answering questions from students who walk
over to where she is meeting with the lowest reading group.
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I've counted four different students who have approached
her with questions about their assignments while she is
sitting with the Towest reading group.

The group finishes reading the story and Mrs. Young
starts asking questions again. Johnathan raises his hand
and before he can answer Mrs. Young.-says, "Johnathan take -
whatever you-have “in-your -mouth out." Johnathan gets up,
goes back to the trash can, and spits his gum out. When
he returns to the group-Mrs.--Young-asks the question again.
Johnathan gives- a. wrong..ansuer..and.the teacher tells him to
read over part of the story again. Mrs. Young then tells the
whole reading group to go back to their desks and read the
story again.

(April 22, ]0:55ja.m.)

Mrs. Young calls the Towest reading group together for
instruction. She has them take out their workbooks and
go over the exercise that they have just completed. She
asks Johnathan, "Did the children always have time to
play with Fredie?" Johnathan says, "The answer is true."
Mrs. Young says, "No, the answer is false, the children
had to go to school and so they didn't always have a
chance to play with Fredie." Elaine, a girl from the
highest reading group interrupts the session by asking
Mrs. Young a question about the math assignment. Mrs. Young
spends two minutes answer her question.

By entertaining questions from other students while she was
working with the Towest reading group, Mrs. Young gave the impression
that students in the Towest reading group were not as important as
students in the other reading groups. By exhibiting a preference to
interact with students in the higher reading groups the teacher implied
that students in the Towest reading group were not as socially

attractive as students in the higher reading groups.

Fourth Grade

In this room there did not appear to be any distinctive difference

in the reading group sessions of the second and third highest reading
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~groups. The highest reading group was given special treatmeht in that
they were often allowed to work by themselves without the teacher's
presence. On these occésions Mrs. Frank would assign them (the

highest reading group) a certain task (e.g;, discuss and answer
questions about a certain story), and then let them go off by themselves
(they would leave the room) to -accomplish the task on their own. As in
the two third grade classes, the sessions of the lowest reading group
tended to stress fundamentals. Con;equent]y, the instructional sessions
of the Towest reading group lacked the variety of learning activity
present in the sessions of the other reading groups.

In additfon to the-differences-in behévior between reading group
sessions, reading group membership influenced social behavior in other
ways as well. 1In this classroom, as well as in the two third grade
c]assrooms, students periodically elected class officers. Most of the
elected positions were single person offices such as ball monitor, book
'monitor, chalk board monitor, etc. On the other hand, some of the
elected positions were joint offices such as host and hostess, and
~girls' and boys' president. In all three classrooms most of the
students, at some time during the year, were elected to an office.
However, fh the fourth grade classroom the joint offices tended to be
occupied by students from the same reading group:

(April 17, 11:00.a.m.)

Mrs. Frank gets up and addresses the whole class, "When

we have a guest, we need to have someone to greet them. Does
anybody want to be our official greeter for the class?"
Jameson jumps up and down raising his hand, so do a number
of other students. Mrs. Frank then says, "I think the

president of the boys and the president of the girls should
be our host and hostess for greeting parents who might
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visit our room (it's parents visitation week).-. That would
be Jeff and Elsa." ..Jeff and Elsa are both members of the
first reading group. Another student raises his hand and
says, "Since we elect a host and hostess for Tunch periods
each week, why not have.them be the greeters?" Mrs. Frank
says, "Maybe we should vote on it." The students vote to
have the host and hostess for the week be the official

~greeters. . The host dand hostess for-this week are Allen
and Barbara. Both of them are in the third highest reading
group. .

Thus, reading ability grouping seemed to predispose the students
to socially discriminate on the basis of reading group membership, and
to accept the idea that students from the same group "belong together®
in situations not intrinsically related to academic performance. This
kind of social differentiation based on reading group membership could
lead students from higher reading groups to feel uncomfortable

associating with students from lower reading groups.
SOCIAL COHESION AMONG READING GROUPS

"Third Grade Number One

I did~not,observe a strong sense of group solidarity among the
three reading groups in this classroom. The highest reading group
had the most students. In fact, over half of the class (15 out of
26 students) was in the highest reading group. The Targe size of the
highest reading group seemed to work against the establishment of a
clique.

Both the second highest and lowest reading group changed composi-
tion during the course of the year. The second highest reading group
lost two students (one dropped out of school and the other graduated to

the highest reading group) and gained three students (two students from



40
the Towest reading group and oné new student) during the year. The
Towest reading group also lost two students (two members graduated
to the second highest'reading group) during the course of the school
Year. At the end of the year there were only three students in the
lowest reading group. The shift in membership in both of these

reading groups worked against the establishment of group solidarity.

Third Grade Number Two

~As in third grade number one, the highest reéding group in this
classroom contained more students than either of the other two reading
groups. However, unlike the other third grade classroom, over half of
‘the students in this classroom were not members of the highest reading
group (only 11 out of 25 students in the highest reading group as
opposed to 15 out of 26 students in third grade number one) and there
were no changes in reading group membership during the year. These
.two factors (i.e., smaller size of higher reading group, no changes in
reading group membership) created a situation that was conducive to
group cohesiveness among reading groups.

Although I did not observe any strong examples of reading group
cohesiveness within this classroom, reading group membership was used
as a reference point in social interaction. In the following instance
a girl from the highest reading group in this classroom used her
reading group status as a means to domineer a girl from the fourth
grade class. The girl from the fourth grade class was a member of the

Towest reading group. in her classroom:
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(May 23, 2:10 p.m.)

I walk out onto the playground and notice the two third
grade classrooms have just been let out for their afternoon
recess. The fourth grade was already on the playground. I
begin watching Gloria. She walks up to a group of third
graders who are playing two-square and she tries to cut in
front of the line. Diane, a girl from the highest reading
group in Mrs. Young's class, is standing there. Gloria says,
"Let me in front." Diane replies, "No, I won't let you in
front." Gloria then says, "Well I'm a fourth grader and
you're just a third grader." Diane replies, "Well you're
stupid, stupid, you're not even in a higher reading group
than I am. I'm in a higher reading group than you.

You're only on Story Caravan and I'm in American

Adventures already." Four other third graders are standing
around 1istening to the exchange. Gloria turns without
saying a word and walks to the end of the line. As she
walks Diane shouts, "You're just a dumb girl, go to the end
of the 1ine." :

It should also. be noted that the Towest reading group in this
"classroom was composed of all males. Since third grade children are of
an age at which there tends to occur a strong boy-girl rivalry, the
fact that the Towest reading group was all male could contribute to a

- sense of group solidarity. The potential for group cohesiveness in
 the lowest reading group was enhanced by the fact that the best
athlete in the class, Butch, was a member of the lowest reading group:

(May 13, 10:10 a.m.)

Mrs. Douglas' class 'is up first. Butch is pitching for

Mrs. Young's class. "Mrs. Young walked over to me and says,
"I just love this, I just love to watch the kids play against
-each other like this." She then points at Butch and says,
‘"He's going to be a great athlete someday."

Having the best athlete in the class gave the Towest reading group a

sense of pride and encouraged group identity.
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Fourth Grade

The highest reading group in this class was a c1ique. The member-
ship was small, 6nTysixstudents. The gfoup stayed intact all year:
there were no new members and nobody left the group. As mentioned
earlier, the teacher allowed these students to leave the room as a group
and meet "on their own." Ai] of these factors contributed to a sense of
exclusiveness and group solidarity within this reading group.

The second and third highest reading groups were not as cohesive
as the highest reading group. Four members of the second highest
reading group Qere demoted to the third highest reading group dhring
the year. This change in group membership worked against the
establishment of a strong group identity. Also, as mentioned earlier,
the teacher treated the second and third highest reading groups the
same. She often worked with these two groups simultaneously.

The Towest reading group seemed to be fragmented. One of the
black students dropped out of school in the fall leaving the group with
only four members. Of the remaining four members, only the two girls
(Sally and Gloria) expressed any social attraction to each other.

I often observed them playing together on the playground. Jameson,
the remain%ng black male, didn't associate with any other student on a
regular basis, ‘and Henry disowned the other members of the Towest

reading group by acting as though he really didn't belong in the group.
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QUANTITATIVE DATA

Reading Group Membership and Social Attractiveness

The overall correlations between reading group membership and

social attractiveness among-the three :classrooms were not very strong.
Taking all three classrooms~tegether, the correlation between reading
group membership and social attractiveness was stronger in the fall

(r = .3772, r2 = .14) than in the spring (r = .2268; rZ = .05). This
suggests that fhe ré]atﬁonship between reading group membership and -
social attractiveness estab]jshed itself early in the year (the first
sociometric test was administered in November), then weakened as fhe
year progressed. These data indicéte that the routines and differential
behavior associated with reading ability grouping in these classrooms
did not establish a strong relationship between reading group membership
and social attractiveness, as reading group membership accounted for
“only five percent 6f the variation in social attractiveness in the
spring.

| The correlations within the different classrooms also indicate

that, in all three classrooms, the relationship between reading group
membership ‘and social attractiveness weakened between the fall and
spring (see Table III}. The association between reading group membership
and social attractiveness.was strongest in the fourth grade classroom.
In the fall, reading group membership accounted for 22 percent of the

variance in social attractiveness in thefoiurth.grade class.
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TABLE III

CORRELATIONS BETWEEN READING GROUP MEMBERSHIP
“"AND SOCTAL ATTRACTIVENESS

Fall " Spring
A1l Three Classrooms 5
Combined r = .3772, r% = .14 r = .2268, r = .05
Third Grade Number One r = .2678, re = .07 r = .2543, r2 = .06
Third Grade Number Two r = .3856, rz = .15 r = .0981, r2 = .01
-Fourth Grade r = .4688, r2 = .22 r= .3624, v = .13
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Other Variables Associated With Social Attractiveness in the Classroom

Variables other than reading group membership-have been reported\
as being related to éocia] attractiveness at this age level (i.e.,
third and fourth grades). A number of studies have reported withiﬁ—
gender social preferences (Raths, 1946, Tifth and sixth grades;
Biehler, 1954, kindergarten; Teplin, 1972, third grade). Also, as
mentioned earlier, social class has been found to have an effect on a
student's social attractiveness--the higher the social class, the more
socially attractive the student (Neugarten, 1947; Rist, 1974). In
light of these studies, an effort was made to ascertain the effecf of
these other factors on social attractiveness in the c]asérobms under
study.

Gender. With regard to seatmate selections, -the gender bias was
very extreme in the three classrooms under study. In the fall and
spring combined, there was only one cross-gender seatmate selection (see
fab]e IV). This marked gender bias need not have distorted the relation-
ship between reading group membership andlsocial attraction. " Even if
males chose only males and females chose only females, if there was
a relationship between reading group membership and social attractive-
ﬁess, males could have chosen males from the highest reading group and
- females could have chosen females from the highest reading group.

This did not happen consistently enough to produce strong correlation

coefficients.
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TABLE IV
THE EFFECT OF GENDER ON

SEATMATE SELECTIONS
(first selections)

Third Grade Number One

Fall* Spring*
(selected) (selected)
= Male Female = Male Female
= =
§ Male 14 0 é Male 14 0
L . i -
L Female Q 10 L Famale 0 11
Third Grade Number.Two-
Fall* Spring*
(selected) (selected)
— Male Female = Male ~ Female
=3 =
'g Male 12 0 § Male 14 0
-8 S
‘S Female 1 10 L Female 0 12
Fourth Grade
Fall* Spring*
(selected) (selected)
— Male Female = ‘Male Female
=4 =
% Male 15 0 2 Male 16 0
8 2
S Female 0 11 L Female 0 11

* PL.05
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Gender bias was less marked with regard to seatmate rejections
than it was with seatmate selections. However, there was still a
clear tendency to reject members of the opposite sex'in the two thirdhA
grade classrooms (see Table V). This tendency was less distinct in the
fourth grade classroom, but as in the third grade rooms, gender bias
with regard to seatmate rejections increased fn strength in the fourth
grade class between the fall and spring (see Table V).

Gender bias in seatmate rejections had a stronger effect in
reducing correlations between reading group membership and social
attraptiveness than did the gender bias in seatmate selections. The
tendency to reject members of the highest reading group becéuse of
their sex influenced the relationship between reading group membership
&nd social attractiveness. As the gender bias in seatmate rejections
increased from fall to spring (see Table V), the correlations between
reading group membership and social attractiveness weakened.

Social Class. The three classrooms under consideration were rather

homogeneous with regard to socia] class. A1l of the white students had
parents with middle to upper-middle class occupations .(e.g., executives,
professionals, and salesmen). The -only students.with a lower-class
background (e.g., welfare, blue-collar labor) were the black students.
The largest number of blacks in any of the three classrooms was three.
Consequently, these classrooms were rather uniform in their social class
composition. This homogeneity of social class ruled out the emergence

of a strong effect of social class on social attractiveness. 1In



THE EFFECT OF GENDER ON

TABLE V

SEATMATE REJECTIONS

Third Grade Number One

Fall
— (rejected)
2 Male Female
= .
$ Male 2 9
Y
= Female 3 5

Third Grade Number Two

Fall
— (rejected)
= Male Female
=
o Male 6 6
Y
> Female 9 2

Fourth Grade
Fall
(rejected)

= Male Female
.C
+5 Male 4 9
-
L Female 6 5

*P<L.05

(rejecting) (rejecting)

(rejecting)

Male

FemaTe

Male

Female

Male

Female

Spring*
(rejected)
Male Female
2 11
6 3

Spring*
(rejected)
Male Female
4 10
9 2

Spring
(rejected)
Mate Female
2 13
6 5

48



49
contrast to Rist's (1974) study, the association between reading group
membership and social attractiveness in these classrooms cannot be
attributed to differential treatment based on social class.

Social class and race were inseparab]e in these classrooms. The
black students were also the Tower class students. A discussion of
reading group membership and the social attraétiveness of the black

students in these three classrooms will be found in Chapter VII.
SOCIAL COHESIVENESS WITHIN READING GROUPS

In order to come up with a quantitative measure of reading group
cohesiveness, direct probabilities were calculated on the number of -
within group, as opposed to without group, first seatmate selections for
each reading group. Based on this measure the degree of social cohesive-
ness within reading groups varied considerably between classrooms. In
third grade number one, contrary to the findingé of Rist (1974) and
McGin]ey and McGinley (1970), the highest reading group did not exhibit
a strong sense of group cohesion (see Table VI). 1In both the fall and
spring, members of the highest reading group in this class chose students
from the Tower reading groups as their first seatmate selections. In
line with the studies of Rist and McGinley and McGinley, the highest
reading group in third grade number two demonstrated a strong sense of
group cohesion by overwhelmingly prefering students from their own group
as first seatmate selections. However, in this same classroom, the
Towest reading group also demonstrated a strong sense of group cohesion

(see Table VI). The strong group cohesion expressed by the lowest



READING GROUP COHE
OF FIRST

Probab
AW

Third Grade Number One

Fall

Highest Reading Group

Second Highest Reading
Group

Lowest Reading Group

Spring
"Highest Reading Group
Second Highest Reading .

Group
Lowest Reading Group

- Third Grade Number Two

Fall

Highest Reading Group

Second Highest Reading
Group

Lowest Reading Group

Spring
Highest Reading Group
Second Highest Reading

Group
Lowest Reading Group

*Probability not statistically

TABLE VI

SIVENESS: DIRECT PROBABILITIES

SEATMATE SELECTIONS

ility of Making Number of

ithin Group - In-Group

Selection Selections
(.58) 8
(.23) 2
(.19) 0
(.60) 10
(.28) 1
(.12) 0
(.44) 11
(.36) 2
(.20 4
(.42) 9
.39) 3
(.19) 4

significant, p>>.05.
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Number of

Out-

Group

Selections

o1 W

NS*

NS
NS

NS

NS
NS

p = .0001

p = .006

p = .008

p = .005
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reading group runs contrary to the findings of McGinley and McGinley
(1970) which indicate that the students in the Towest reading groups
préfer to‘associate_with students from higher reading groups.

Of all the classrooms, only the fourth grade class revealed the
kind of social cohesion pattern reported in the studies of Rist (1974)
and McGinley and McGinfey (1970). In this room, students in the highest
reading group preferred to associate with students from their own
reading group while the rest of the reading groups exhibited Tittle
within-group preference (see Table VI).. This pattern of social cohesion
among the reading groups in the fourth grade class is consistent with the
finding that the correlation between reading group membership and social

attractiveness was the strongest in this classroom.
SUMMARY

The data presented in this chapter indicate that the routine
’(elg., whether or not a partition separates the reading group from the
rest of the class, which groups are instructed first, etc.) and
differential learning activities (e.g., the hfgher reading groups
experiencing a greater variety of learning activities) associated with
the practice of reading ability grbuping are not as influential as the
structure and composition of reading groups in the creation of a relation-
ship between reading group membership and social attractiveness in the
classroom. The (fourth=grade) classroom in which the relationship
between reading grbup membership and social attractiveness was the

strongest differed from the other classrooms in that it had more



TABLE VI

READING GROUP COHESIVENESS: DIRECT PROBABILITIES
OF FIRST SEATMATE SELECTIONS

(continued)

Probability of Making Number of

A Within Group In-Group
Selection ' Selections
Fourth Grade
Fall
Highest Reading.Group (.21) 4
Second Highest Reading
Group (.32) 3
Third Highest Reading
Group (.39) 3
Lowest Reading Group (.18) 1
Spring
Highest Reading Group (.22) 5
Second Highest Reading
Group (.19) 1
Third Highest Reading
Group (.44) 5
Lowest Reading Group (.15) 1

*Probability not statistically significant, p>.05.
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Number of
Out-Group
Selections

2 p=.018
6 NS*

4 NS
3 NS

1p=.002
4 NS

7 NS
3 NS
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reading groups (four as opposed to three in the other two classrooms)
and fewef students in the highest reading group (six as opposed to
eleven and fifteen respectfve]y in the other two classrooms). The
fourth grade classroom was also the only room where students seemed to
socially .discriminate based on reading group membership. They did this
by electing only students from the same reading group to hold joint
girl-boy offices such as host and hostess.

Unlike Rist's (1974) study, -there was not a clear case of social
class cleavage between reading groups.4 Social class was not a salient
factor in the composition of reading groups. The results of this
study suggest that when the different reading groups do not represent
. different Tevels of social class backgrounds, the relationship between
reading group membership and social attractiveéness.is somewhat tenuous.

In the absence of a social class cleavage between reading groups,
variables such as gender bias play a more imbortant role in determining
the relationship between reading group membership and social attractive-
ness. A good example of this was in third grade number two where the
all male Towest reading group developed a strong sense of group
cohesiveness and thereby thwarted the establishement of a strong

re1ationshipubetween reading group membership and social attractiveness.

In general, the preceding data indicate that reading group member-

ship may be a contributing factor to social attractiveness in the class-

room. However, its contribution to a student's social attractiveness

4 4
McGinley and McGinley (1970) did not report on the variable of

social class. Therefore it is impossible to know what effect social class

had on their results.
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. was rather small in the three classrooms Qnder study. In a number of
cases other variables such as gender, ath]etic'abi1ity, and personality
appear to have overridden reading group membership in determining a |
student's social attractiveness. Also, the data on reading group
choesiveness indicated that, contrary to Rist (1974) and McGinley and
McGinley (1970), reading group cohesiveness (i.e., within reading group
seatmate selections) is a function of size and gender composition as well

as reading group level.



CHAPTER VI

READING GROUP MEMBERSHIP AND
PEER PERCEIVED SUCCESS

THE ROUTINE AND DIFFERENTIAL LEARNING ACTIVITIES
ASSOCIATED WITH READING ABILITY GROUPING

The routine and differential learning activities (depicted in the
previous chapter) associated with reading ability grouping seemed to
contribﬁte to an image of success for students in the highest reading
groups and an image of failure for students in the lowest reading groups.
By consistently meeting with the highest reading groups first and the
Towest readingénoups last, the teachers suggested that the students in
the highest reading groups.had a potehtia] for success while the students
in the lowest readingghoups Tacked such potential. Also, as mentioned
in the previous chapter, the greater variety of learning activities
engaged in by students in the highest reading groups gave them a greater
opportunity to demonstrate their competence and appear as successful
students, compared to students in the lowest reading groups who were
Timited to a narrow range of learning activities.

The differential behavior‘aésociated with‘reading ability grouping
(described in the previous'chapter) contributed to an image of success
among students in the highest reading groups and an image of failure

among students in the lowest reading group. In third grade number two,
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the teacher would entertain questions from other students while working
with the Towest reading group but would refuse to answer questions from.
other students while working with the higher reading groups. -This
differential behavior on the.part of the teacher gave the impression that
students in the higher reading groups had potential for achievement while
those in the lowest reading group did not have such potential. Also,
the independence allowed members of the highest reading group in the
fourth grade classroom depicted them as more mature and successful than

students from the lower reading groups.
- QUANTITATIVE DATA

Grouping the data from all three classrooms together, the
correlation between reading group membership and peer-perceived success
was the same in the spring and in the fall. In both the fall and
spring, reading group membership accounted for about 29 percent of the
variation in peer-perceived success scores {see Table VII). Taking all
three classes togethef, the correlation between reading group membership
and peer-perceived suecess was stronger than the overall correlation
between reading group membership and social attractiveness.

Although the overall correlation between reading group membership
and peer-perceived sucéess was the same in the fall -and spring, there
were some differences between classrooms. In third grade number one,
the correlation between reading group membership and peer-perceived
success was stronger in the spring than it had been in the fall (see

Table VII). Apparently the routine and differential behavior associated



TABLE VII

CORRELATIONS BETWEEN READING GROUP MEMBERSHIP

A1l Three Classrooms
Together

Third Grade Number One
* Third Grade Number Two

Fourth Gradé

AND PEER-PERCEIVED SUCCESS

Fall
r = .5344, rl
r = .2597, rl
r = .6297, rl
r = .6694, r2

I

1}

.29

.07

.40

.45

.5097, r

6633, r

Spring

.5395, p2

.5099, r?

.29

.26

.26

.44
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with reading ability groupin@ﬁn'Uﬁrdgradenumber one, strengthened the
association between reading group membership and image of success over
the course of the year.

In contrast to third grade number one, in third grade number two
the correlation between;neadingwgnoup“membenship and peer-perceived
success was somewhat weaker in the spring than it had been in the fall
(see Table VIf)l. As mentioned inithe previous chapter, third grade
number two differed markedly from the other two classrooms in that the
lowest reading group was very socially cohesive throughout the year.
Their cohesiveness revolved around having’the best athlete in the class,
Butch, as a member of the group. A comparison of the fall and spring
measures of peer-perceived success shows that three of the five students
in the Towest reading group received higher peer-perceived success scores '

in the spring than they had in the fa]]ﬂ

Butch's peer-perceived success
score went from 24 in the fall, to 28 in the spring. Having fhe best
athlete in the class as a member of the lowest reading group seems to have
overridden the routine and differential behavior associated with reading
ability grouping and caused a reduction in the strength of the correlation
between reading.group membership and peer-perceived success as the school
year progressed.

The fourth gradé ctass followed the pattern of the overall

correlations (taking all three classrooms together) in that the

1
See Table XII, Chapter VII.
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correlation between reading group membership and peer-perceived success
was about the same in the spring as it had been in the fall (see
Table VII). The relationship between reading~group'membership and"'
peer-perceived success was stronger in the fourth grade than in the two
third grade classrooms. In the fourth grade classroom, reading group
membership accounted for about 45 percent'of the Qariation in peer-

perceived success in both the fall and spring.
SUMMARY

Reading group- membership in the three classrooms under study was
more strongly associated with an image of success or failure than with
social attractiveness. The structure, composition, routine, and
‘differential behavior associated with the practice of reading ability
grouping in these classrooms contributed more to a student's image of
competence than to his/her socia]'appeal. The re]ationship between
"reading group membership and peer-perceived success was strongest in a
classroom (fourth grade) where the structure and composition of
reading ability grouping, as well as differential behavior on the part
of the teacher and students, produced a situation where the highest
reading group resembled a small social c}ique.

Although the relationship between reading group membership and
peer-perceived success was stronger than the relationship between
reading group membership and social attractiveness, it was vulnerable
to the weakening effects of other indicators of success. In third grade

number two where the best athlete (another indicator of success) was in
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the Towest reading group, the relationship between reading group member-
shin and peer-perceived success weakened over the course of the school

year.



CHAPTER VII

READING ABILITY GROUPING AND SCHOOL DESEGREGATION:
SOCIAL ATTRACTIVENESS AND IMAGE OF SUCCESS
AMONG BLACK STUDENTS

Before considering the effect of reading ability grouping.qn the
social attractivenéss and image of success of black students, it .should
be noted, as mentioned earlier, that Garland represents a particular
type of school desegregation. There were very few blacks and they
represented a distinctively lower social class than their white peers.
Also, the black students were bused from schools that had a markedly
Tower achievement level than Garland's. These conditions should be
kept in mind while considering the data regarding the social attractive-
ness and image of success among black students.

READING ABILITY GROUPING AND [THE SOCIAL ATTRACTIVENESS
: OF BLACK S[TUDENTS

Third Grade Number One

As mentioned earlier, Joseph was a member of the lowest reading
group. In Tlight of the weak correlations between reading group member-
ship and social attractiveness in this classroom, the fact that Joseph
was a member of the lowest reading group should have had little effect
on his social attractiveness. However, a close look is in order here.

In the fall, Joseph was neither selected or rejected as a seatmate.

This gave him a Tower social attractiveness score than most of the
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other students in the lowest reading group (see Table VIII). In the
spring however, one student chose Joseph as his first seatmate selection.
' It is interesting to note that the only student to select Joseph as a
seatmate, Mickey, received the lowest social attractiveness score in the
highest reading group (see Tablé VIII) and was considered an outsider in
the class. Toward the end of -the year the:teacher mentioned Mickey in
a conversation I had with her:

(May 30, 3:30p.m.)

"Mickey's been an outsider this year. He doesn't seem to

have befriended anyone. The kids really exclude him from
their activities. I've talked to some of-the children about
including him more in their activities but they just won't
respond. And these kids are usually pretty fair and
sensitive to each other, but they just won't go near Mickey.
Mickey is very intelligent, but he isn't consistent in
getting his work done. Some of the stories he has written
have contained abstract notions far ahead of his grade level.
He's very tight inside. It seems as though there's a war . -
going on inside of him."

One of the ways in which students show off their personalities is
though "Sharing Time." In this classroom "Sharing Time" was usually
held right after Tunch. It was also during this time (four days a
week) that Joseph left the room for remedial reading instruction.
Consequently, -his access to this vehicle of social recognition was
Timited.

The most socially attractive student in the class was Charley, who
was in the highest reading group and received the highest social
attraction score (see TableVIII). Charley not only was in the highest
"reading group, he was also a good athlete. Ilhen the two third grade

classrooms played against each other in kick ball, Mrs. Douglas made

Charley the captain of the team and had him do the pitching:



Group I- (highest reading group)

*S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
ST
S12
S13
S14
S15

Group II

S16
S17
S18
*S19
S20
S21

Group III

S22
S23
**524
S25
S26
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26
32
25
27
16

TABLE VIII

SOCIAL ATTRACTION SCORES BY READING GROUP:

Fall

Average

Average

Average

THIRD

29.47

29.17

24.2

GRADE NUMBER ONE

Spring
Group I
S2 M 24
s3I M 19
S4 M 25
S5 F 24
S6 F 37
S7 F 30
s8 M 29
S9 F 26
S10 F 38
S11 F 28
S12 F 29
S13 M 49
S14 M 28
S15 F 25
S16 M 28
Group II
S17 M 24
S18° F 14
S20 M 43
s21 M 29
S22 M 28
S25 M 26
**%527 F 38
Group III
S23 M 30
**S524 M 33
S26 F 16

* Student dropped out of school by spring
** Black student (Joseph)
*** New student arriving in January, 1974

Average

Average

Average

I

1

29.47

28.89

23

63



64
(May 13, 10:26 a.m.)

Douglas' room lines up. They are first up. Sam is
pitching for Mrs. Young's room. Douglas' class scores four
runs their first time up. Mrs. Douglas tells Charley to do
the pitching for her class. The students seem to accept
Charley as their team leader.

Although Charley was a good athlete, he wasn't the best athlete in
the class. Observations of a numbér of occasions on which Mrs. Douglas'
class competed against third grade number two in kick ball indicated
that Joseph was the best athlete in the class:

(May 28, 10:40 g.m.)

Mrs. Douglas' class takes the field. The first four
people up for Mrs. Young's class.get on base scoring two
runs. The next player up for Young's room kicks a fly ball
that is caught by Joseph. After catching the ball, Joseph
runs to second base and tags out the runner who is caught
off base. Mrs. Douglas turns to me and says, "If it weren't
for Joseph we'd be in trouble."

(June 3, 10:35 a.m.)

The score is tied at one to one. Mrs. Douglas' team is
in the field. Mrs. Young's team loads the bases. The next
player up kicks a fly ball that is caught by Joseph. After
catching the ball he tags first and then tags second catching
two players off base and making a triple play. Joseph jumps up
and down and says "I made three in one." A couple of his
teammates grab him and show their approval. Mrs. Douglas'
room went on to win the game three to one.

Although the fact that Charley was a good athlete seemed to enhance
his social attractiveness, the fact that Jbseph was the best athlete in
the class didn't seem to increase his social attractiveness. Joseph's
membership in the lowest reading group can be viewed as a contributing

factor in lessening the social attractiveness of his athletic ability.
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Third Grade Number Two

In the fall both Leroy and Johnathan were relatively popular
compared to other members of the Towest reading group. In fact, Leroy
had a social attractiveness score that was higher than the average score
for the second highest reading group (see Table IX). At the first of the
year the white students seemed somewhat interested in the novelty of
having black students in the classroom. As in the other third grade
classroom, "Sharing Time" was a vehicle for students to gain the recog-
nition of their peers. On one afternoon early in-the year I observed

Leroy telling the rest of the class about some of his experiences:

(October 30, 12:25 p.m.)

Leroy, one of the black students, is the first to get up in
front of the room. He talks about playing with a friend of his
named Buddy who is 13 years old. He is talking in a low voice
and the teacher tells him to speak up. His voice is louder
now and he talks about shooting birds with a b-b gun. He says
that he and his friend Buddy also shoot at each other. This
remark draws some ohs and ahs from the class. Leroy goes on to
say that he and Buddy jump from roof top to roof top while
they are shooting at each other. Leroy really seems to be
enjoying himself while he is telling of his experiences. The
class is really attentive.

After Leroy has talked for about seven minutes, Mrs. Young
says, "That's enough, let's have someone else talk." As soon
as Leroy sits down, Mrs. Young comes over to me and says, "Did you
get all that down? I know most of it wasn't true, but it
was interesting so I kind of wanted him to tell it anyway."

After the first of the year however, I never observed Leroy or
Johnathan participate in "Sharing Time." Part of: the reason for this
was that Leroy and Johnathan were often taken out of the room for
special reading sessions during this period. "Sharing Time" took place

after the students returned from lunch (12:20-12:50 p.m.).
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TABLE IX

SOCIAL ATTRACTION SCORES BY READING GROUP:
THIRD GRADE NUMBER TWO

Fall : Spring

Group I (highest reading group) Group I

S1 F 32 : S1 F 35

S2 F 24 s2 F -4

S3 F 31 ‘ S3 F 32

sS4 F 30 S4 F 30

S5 F 34 S5 F 36

S6 M 22 S6 M 36

s7 F 32 S7 F 28

S8 F 29 ' s8 F 35

s F 32 S9 F 24

SI10 M 36 ' S10 M 32 )

S11 F 29 Average = 30.09 - - S11 F 24 Average = 30.09

Group II ‘ .Group II

S12 M 23 Ss12 M 27

S13 M 29 S13 M 37

S14 M 25 s14 M 23

S15 -F 28 S15 F 30

S16 F 22 - S16 F 29

S17 M 25 S17 M 24

s18 M 38 S18 M 28

S19 F 23 s19 F 27

S20 M 32 Average = 27.22 S20 M 29

‘ ‘ *S26 M 28 Average = 28.2
Group III Group III
**S21 M 27 **S21 M 27

S22 M 18 : S22 M 29

S23 M 12 ' - S23 M 10

S24 M 35 S24 M 42

**525 M 29  Average = 17 *%G25 M 26 Average = 26.8

White Average = 21.67 White Average = 27
Black Average = 3.28 Black Average = 26.5

* New student
** Black student
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(January 24, 12:45 p.m.)

Mrs. Young then came over to where I was sitting. I

asked her where Johnathan and Leroy were. She said that

they were in.their remedial reading session. I then asked
her how often they were taken out of class for these special
reading sessions. She said that they were taken out of class
four days a week (Monday, Wednesday, Thursday, and Friday),
between 12:30 and 1:00 p.m. for special reading instruction.

(March 26, 12:30 p.m.)

Johnathan gets up from his chair and says, "Leroy, it's time ..

to go." Leroy is working on his math assignment and asks

Mrs. Young if he can take his math book with him.

Mrs. Young says, "Yes." The two then leave the room. Terri

is now in front of the class talking about a trip she has
recently taken to Mexico with her family.  She demonstrates

how a matador fights a bull. Mrs. Young then came over to

me and said, "Can you believe it, two and a half weeks in Mexico!
Boy, I sure could use something like that."

By the spring, the‘nove1ty of having a couple of black students in
the classroom seemed to have worn off a little. Leroy's social attrac-
tiveness score dropped from a high of 29 in the fall to a low score of
26 in the spring. By the spring the average social attractiveness score
of the two black students was lower than the average social attractiveness
score of the white students in the lowest reading group (see Table IX).

As mentioned earlier, the lowest reading group in this classroom
was unique in that it was made of all mé]es and was more socially
cohesive than the Towest reading groups in the other two classrooms. The
data show that the overall.social attractiveness of the lowest reading
group improved over the course of the school year (see Table IX).
Consequently, any negative effect of reading group membership on the

social attractiveness of black students appears to have been very slight.
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Fourth Grade

At the beginning of the year there were three black students,

Jameson, Sally, and Joey, in this classroom. Joey dropped out of school

1 Consequently, for most of the year there were only two

in November.
black students in the room.
In the fall it became clear that the black students were, for
the most part, socially unattractive in this classroom. Jameson and
Sally respectively had the Towest and second lowest social attractiveness
score in the c]qssroom (see Table X). Both Jameson and Sally were
loners. Jameson established no consistent friendships during the whole
year. Sally had something of a friendship with Gloria, the other girl
in the lowest reading group. However, I often observed her playing
alone on the playground. I never observed either Jameson or Sally
participate in "Sharing Time." The following account is typical of
their withdrawal from classroom activities:
(February 13, 12:20 p.m.)
Mrs. Frank tells the class, "We have not had any reports
this week; who wants to give a report?" Most of the students
raise their hands. The teacher calls on Henry, a boy from
the lowest reading group. Henry talks .about a recent cross-
country skiing trip that he had been on and then asks the
class, "How many of you have gone cross-country skiing?"
About half the students raise their hands. Sally and

Jameson are both very withdrawn. Sally is playing with some
paper strips and paying no attention to what's going on in

1

When I asked Joey's teacher why he had stopped coming to Garland
she said that she didn't know why. She said that all she knew was that
she was "supposed to drop a student from the class list after they have
been absent for eleven straight days."



TABLE X

SOCIAL ATTRACTIVENESS SCORES BY READING GROUP:

Fall

Group I (highest reading Group)

S1
S2
S3
sS4
S5
Sé

T TTTMm=EX

Group II

S7
S8
S9
S10
ST1
S12
S13
S14
S15

ZEXETTTMIZE=EX

Group ITI

S16
S17
- S18
S19
S20
S21
S22
S23

ETMEZEEZNTE

Group IV

*524
S25
S26

*S27

**528

EX=EXTT

28
40
26
37
29
31

Average = 31.83
Average =:29.11
Average = 29.75
Average = 19.4

White Average

Black Average

* Black student )
** Black student that dropped out of school in the fall

nu

24
16.33

FOURTH GRADE

Spring
Group I
ST M 35
S2 M 43
S3 F 27
S4 F 37
S5 F 19
S6 F 36
Group II
S8 M 24
SI0 M 34
S11 F 6
SI3 M 34
S15 M 29
Group III
S7 M 31
s9 M 21
S12 F 3]
S14 M 31
"S16 M 29
S17 F 32
S18 F 30
S19 M 28
S20 M 23
S21 M 25
S22 F 33
S23 M 40
Group IV
*S24 F 19
S25 F 19
S26 M 30
*S27 M 13

White Average
Black Average

. Average = 32.83
Average = 25.4
Average = 29.5
Average = 20.25
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24.5
16
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class. Jameson is slumped down in ‘his chair with his coat

over his head. Jule is now reporting about a book she had just
read, She says it's a story about a dog and a cat that become
friends.

Sally did not seem to fit in with the rest of the girls in the
classroom. Her clothes tended to Took sloppy and non-feminine compared
to the other girls in the -class. - The enly other girl she associated
with, Gloria, also tended to dress in a s1o§py manner:

(May 9, 1:50 p.m.)

Sally is sitting with Gloria now. Gloria is the other

- girl in the lowest reading group. Sally has her hair in
pigtails as usual, and Gloria, who usually wears sloppy jean-
overalls, isn't wearing them today. She's wearing her camp-
fire girl outfit. As I look at them both from the back,
Gloria has stringy, dirty hair and a dirty blue campfire girl
sweater on, and Sally is wearing a pair of old tennis shoes
that are untied.

Jameson was a disciplinary problem in the classroom. On a number
of occasions (six that I was aware of) throughout the year, he was sent
to the principal's office for disciplinary action. Towards the end of
the year, he would get paddled when he was sent to the principal's
office. Mrs. Frank's perception of Jameson was that he did not have the
ability to do fourth grade work and so he became frustrated and
disruptive in class: 4

(February 11, 3330 p.m.)

Then we started talking about Jameson and Mrs. Frank said,
"You can tell that Jameson always gets frustrated when the
class is doing something he can't do." I then asked her if
the class ever does something that Jameson can do. Mrs. Frank
replied, "Yes, Tike in the mornings when they're going over
multiplication tables, he can repeat those along with the
rest of the class. In fact one day he even did a page of
fourth grade math, but it was mostly just copying down numbers,
it wasn't that difficult. He was real happy after he did that
page of math, but the problem is that most of the time the
class is doing something way above his head and he gets
frustrated and becomes a disciplinary problem.”
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Jameson's aggressivenéss in the classroom made him socially unattractive
to other students.

In the spring, the social attractiveness scores of Sa]]y.andA
Jameson improved somewhat from what they had been in the fall. However,
their average score remained far below the average social attractiveness
score of the white students in the lowest reading group (see Table X): .
Although the personalities of Jameson and Sally seemed to be paramount
in determining their social unattractiveness, their membership in the
16west reading group caﬁ be viewed as a contributing factor. Both
Sally and Jameson needed access to social activities that would allow
them to appear spcia11y attractive.. As brought out ear1ief, students_
in the Towest reading group were not allowed to engage in as many

different learning-social activities as were other students.

Summary

The data indicate that reading group membership is not the
primary determinant of social attractiveness among black students. In
some ﬁases, the personality of the black student clearly was the
dominant determinant of social attractiveness. In other cases, the
effect of reading ability grouping on social attractiveness was
obviously weak or unclear. However, the role that reading group member-
ship played in the social attractiveriess of the biack students in these |
desegregated classrooms was not inconsequential.

Rather than being the primary determinant of social attractiveness
among black students, reading group membership acted as an inhibition -

against an increase in social attractiveness among black students. In



72
third grade number one,vJoseph's mempership in the Towest reading group
worked.agafnst his becoming socially attractive due to his athletic
abilities, 1In third grade number two, membership in the lowest
reading group worked against the persistence of student interest in fhe
personalities of Leroy and Johnathan. In the fourth grade, membership
in the Towest reading group restricted the opportunities of Sally and
Jameson to engage in socially attractive activities and thus maintained
their social unattractiveness. In these cases reading group membership
" was not the creator of social attractiveness but rather acted as a
barrigr to ‘the improvement of social attractiveness among black

students in three desegregated classrooms.
READING ABILITY GROUPING AND IMAGE OF SUCCESS AMONG BLACK STUDENTS

As mentioned before, the average achievement level at Garland
was drastically higher than the achievement levels at the schools from
'which the black students.were bused. The disparity in achievement levels
between black and white students was exacerbated by the high level of
academic competition present at Garland. The black students who were
bused to Garland found themse]ve§ in a very competitive atmosphere:
(October 17, 12:4djp.m. ) |

The teacher begins to ask questions about what the students
have just read in their health books. It seems as though each
time the teacher asks a question every student raises his or
her hand. Every student has a hand raised now except
Johnathan and Leroy. Finally Leroy raises his hand. It
seems as though he raised it because everybody else had their
hand up and he felt out of place having his down. Mrs. Young
calls on Leroy as soon as he raises his hand. She asks him what
color his bones are. Leroy doesn't answer. The teacher then
calls on another student. ~
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(12:45 p.m.) The teacher is still asking questions about
different parts of the body. Johnathan now raises his hand.
Leroy is the only student not raising a hand. The teacher
calls on Johnathan. He gives a wrong answer and the
teacher calls on another student who answers correctly.
Leroy is not raising his hand anymore, he just looks
around the room.

(12:50 p.m.) Every time the teacher asks a question, every
student except Johnathan and Leroy raises a hand. Some
students are sitting on ‘the edge of their chairs and waving both
hands. Both Johnathan and Leroy are not ‘raising their:
hands. Every once in a while, Leroy will raise his hand
for a few seconds and then take it down. He doesn't hold
" it up long enough to get called on. It seems as though
he wants to join in with the rest of the class and raise
his hand, but he doesn't want to get called on because he
doesn't know the answer.
Although the corre]ations between reading group. membership and
peer perceived succeés wefé ﬁot strong in every case (see Table VII),
reading group membership tended to be a major contributor to a student's
image of success, accounting for 45 percent of the variation in peer
perceived success in the fourth grade. Consequently, a close look at
the effect of reading group membership on the image of success/failure

among black students is in order.

Third Grade Number One

Teacher's Perception. Mrs. Douglas felt that Joseph was capable

of doing satisfactory work at the third grade level. However, she also
- felt that his motivat{on was such that he would try to avoid work
whenever possible:

(October 23, 12:40 p.m.)

About this time Mrs. Douglas walked into the room. I
asked her how Joseph was doing. She said, "Joseph is ok, but
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I have to watch him. He's been copying lately. He has the
ability to do third grade work, 1t's just a matter of
"~ making sure he doe$ it. :

Students' Pefception; In terms of peerspércéived success, dJoseph

fared neither better nor worse than other members of the lowest reading
group (see Table XI).. However, his peer-perceived success score was
Tower in the spring than it had been in the fall, one student
referring to him as doing poorly in class. Consequently, it is likely
that his membership in the lowest reading group was a contributing
factor to his image as a failure. This is perhaps more crucial than
it may seem on the surface. As mentioned above, the teacher felt that
Joseph was capable of success at the third grade level although his
motivation was weak at_times. in 1ight of this, Joseph's continued
membership in the Towest reading group could have weakened further his
motivation to learn, particularly if his peers began to view his

reading group membership as a sign of failure.

Third Grade Number Two .

Teacher's Perception. Mrs. Young felt that Johnathan was capable

of doing passing work at the third grade level. On the other hand,
she said that Leroy shouldn't have been placed in the third grade:
(October 23, 12:10 p.m.)

Mrs. Young then started talking about the black students
in her class. She said that Leroy was slipping fast. She
mentioned that Leroy shouldn't be in the third grade because
he was doing first grade reading and second grade math. She
also said that if she had anything to say about it, Leroy
would be held back at the end of the year.



Group I (highest reading.group)

*S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
ST1
S12
S13
S14
S15

Group II

S16
S17
S18
*S19
S20
- 821

Group III

S22
S23
**S524
S25
S26
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TABLE XI

PEER PERCEIVED SUCCESS SCORES BY READING GROUP:
THIRD GRADE NUMBER ONE

Fall

Average

Average

Average

1

26.53

25.7

22.6

Spring
Group 1
s2 M 25
S3 M 25
S4 M 24
S5 F 28
s6 F 31
S7 F 30
S8 M 26
- S9 F 27
S10 F - 27
S1T F 25
S12 F . 25
S13 M 31
S14 M 25
S15 F 31
S16 M 26 Average = 27.07
Group II
S17 M 18
S18 F 20
S20 M 30
S21 M 24
S22 M 26
S25 M 13
***%527 F 26 Average = 22.43
Group III
S23 M 28
**S24 M 24
S26 F 15 Average = 22.33

* Student dropped out of school by spring

** Black student (Joseph)

*** New student arriving in January
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I then asked Mrs. Young about how Johnathan was doing.
She said that Johnathan was doing "about average." She
then clarified her statement by saying that in terms of
the rest of the class, Johnathan was doing below average
work, but he was able to work on the same material the
rest of the class was working.

Students' Perception. In the fall, all of the students in the

lowest reading group were perceived by other students as "doing poorly
in class (see Table XIIJ!. An image of failure among students in thé
lowest reading group seems to have been established early in the school
year. Both Leroy and Johnathan cbntributed heavily to this group image,
Leroy having the second lowest peér-perceived success score in the
class (see Table XII).

By the spring, Leroy's and Johnathan's peer-perceived success
scores had improved. However, they were still perceived as doing
poorly in school (see Table XII). In the spring members of the lowest
reading group continued to be looked updn by their peers és doing
poorly in class. Being included in this group contributed to an image

of failure for Johnathan and Leroy.

Fourth Grade

Teacher's Perception. In the fall Mrs. Frank expressed concern

over the fact that Jameson wasn't achieving up to his.potentia1. She
said that he was absent often and when he was in class it was hard to
get work out of him. Mrs. Frank felt that he could do fourth grade work,
but a high absentee rate and lack of motivation produced poor results.

After the first of the year however, Mrs. Frank changed her opinion:



TABLE XII

PEER PERCEIVED SUCCESS SCORES BY READING.GROUP:
THIRD GRADE NUMBER TWO

Fall

Group I (highest reading groﬁﬁ)

ST F 29

s2 F 37

S3 F 27

S4 F 26

S5 F 25

S6 M 26

S7 F 30

S8 F 31

s9 F 3

s10 M 31

S11 F 23 Average = 27.36
Gropu II

S12 M 25

S13 M 27

S14 M 18

S15 F 25

S16 F 28

S17 M 25

S18 M 28

S19 F 24 o

S20 M. 25 Average = 25
Group III

*S21 M 22

S22 M 22 -
S23 M . 14 Average = 19.8
S24 M 24 White Average = 20
*525 M 16 Black Average = 19

* Black student
** New student

Spring
Group I
S1 F 29
. S2 F 33
~S3 F 25
S4 F- 28
"S5 F 26
Ss6 M 27
S7 F 26
S8 F 30
S9 F 34
S10 M 31
S11 F 24
Group II
S12 M 25
S13 M 25
S14 M 15
‘S15 F 25
S16 F 26
S17 M 14
S18 M 28
S19 F 24
S20 M 26
**S26 M 25
Group III
*S21 M 24
S22 M 24
S23 M 6
S24 M 28 .
*S25 M 24

Average = 28.45

Average = 23.3

Average = 21.2
White Average
Black Average

]
2

8.
4
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83
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(January 16, 1:30 p.m.)

At that time Mrs. Frank came over and started talking to
me. She said that Jameson had been very disruptive lately.
She then said that the principal had Jameson take an I.Q.
test and he (Jameson) scored very Tow. I asked her what
his score was and she said that he had scored within the
mentally retarded range. Mrs. Frank went on to say that
her expectations of Jameson had been too high and that
she wouldn't expect much out of him in the future.

Cdnsequent]y, from January on, the teacher's perception of Jameson was
that he was not capable of success at the fourth grade level.
Mrs. Frank felt that Sally, unlike Jameson, could do fourth grade
Work. She also felt that Sally lacked motivation:
(October 24, 12:05 p.m.)
I then asked Mrs. Frank how Sally was doing. She said
that Sally was doing ok. She then said that, "By ok I
mean she's getting by." Mrs. Frank felt that Sally was doing

better in her school work than Jameson.

Students' Perception. Other students in the class perceived

Jameson and Sally as failures. In the fall they respectively had the
“10west and second lowest peer-perceived success score in the class (see
Table XIII). In the Spring Sally's score was a Tittle better but
Jameson's was worse. Considering that the average peer-perceived success
score for the lowest reading group was way below that of the other
reading groups, the black students'identifiéation with the group

served as a reference point of failure.
SUMMARY

By the spring, all of the black students in these three classrooms

had a negative peer-perceived success score. Everyone of them was



Group I

S1
S2
S3
S4
S5
S6

Group II

S7
S8
S9
510
ST
S12
S13
S14
S15

Group III

S16
S17
S18
S19
S20
S21
S22
S23

Group IV

*524
S25
S26

*527

**528

ZTEEZTTTIZREXZ=R T2

ETNMEREETTXE

X=X

79
TABLE XIII
PEER PERCEIVED SUCCESS SCORES BY READING GROUP:
FOURTH GRADE
Fall Spring
(highest reading group) Group I

30 Ss1 M 28
42 s2 M 45
29 S3 F 32
35 - S4 F 39
24 S5 F 25
27 Average = 31.17 . S6 F 27 Average = 32.67
Group II
22 ‘ , S8 M 24
25 - S1I0 M 26
24 S11 F 22
27 S1I3 M 26
24 S15 M 27 Average = 25
26 A
25 Group III
24
26  Average = 24.78 S7 M 24
S9 M 26
S12 F 25
S14 M 22
25 . S16 M 25
25 S17 F 25
25 S18 F 24
21 S19 M 24 ‘
25 20 M 25
25 S21 M 23
26 S22 F 26
26 Average = 24.75 S23 M 24 Average = 24.42
Group IV
21 *S24 F 23
24 S25 F 19 Average = 19.5
24 Average = 21.6 S26 M 25 White Average = 22
16 White Average = 24  *S27 M 11 Black Average = 17
23 Black Average = 18.5

* Black student
** Black student that dropped out of school in the fall
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perceived by at least one other students as doing poorly in school.
The fact that these black students came to Gar]qnd with an average
achievement level markedly below that of their white peers obviously
had a Tot to do with them being perceived as doing poorly. Also, there
is no reason to expeét that during their first year in a desegregated
school they should close the achievement gap between themselves and
the white students. However, it is also important to recognize that
certain practices in the classroom worked to maintain an image of
failure among these five black students and therefore inhibited their
. development of a successful image.

Teachers indicated that three of the five black students in these
classrooms were capable of being successful students at their grade
levels. However, as mentioned above, all five black students had a
negative peer-perceived success scores at the end of the year. Their
membership in the lowest reading groups contributed to their persistent
image of failure. As described earlier, the practice of reading ability
grouping in these three classrooms worked to maintain an image of failure
among these black students by not giving them equal opportunity to
engage in activities that present students as being successful and
competent. Moreover, the practice of reading ability grouping placed
these five black students in situations where they were constantly

identified with other students who were doing poorly in school.
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CHAPTER VIII
SUMMARY

One aspect of the process of school desegregation in‘the three
classrooms studied was the practice of reading abi]iﬁy grouping. The
practice of reading abifity grouping in these classroons revealed
consistent routines. The highest reading groups tended to be instructed
first_and the lowest reading groups last. In addition, régding ability
grouping, as it occurred in these classrooms, involved differential
social behavior on the part of teachers and students. Students in
the higher reading groups engaged in a greater variety of learning
activities and were given a greater opportunity to appear competent
than students in the lowest reading groups. The teachers exhibited a
differential preference for the various reading groups, preferring to
meet with the higher groups first. Also, the teachers seemed to
concentrate more and were less prone to distraction when working with the
higher reading groupé than when working with the Towest reading groups.
The observed routine and differential behavior associated with reading
ability grouping presumably contributed to a situation where reading
group membership was associated with a student's social attractiveness
and image of success. These consequences were not totally verified by

the quantitative data.
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Although the practice of reading ability grouping in the three
classrooms under observation revealed distinctive routines and
differentfa] social behavior, reading group membership was not strongly
correlated to a stﬁdent's sécia] attractiveness. ‘Whereas, Rist (1974)
reported that students in.the highest reading groups appeared socially
attractive and students in the lowest reading groups appeared to be
" socially unattractive, these data failed to indicate a strong relation-
ship between reading group membership and social attractiveness. How-
ever, unlike Rist's study, there was not a clear case of social class
cleavage between reading groups in these classrooms. Social'class was
not a salient factor in the composition of reading groups in the three
classrooms observed in this study. Consequently, it appears that when
the different reading groups gg_ggg_represent different levels of social
class, the relationship between reading}group'membership and social
attractiveness is somewhat tenuous. In the absence of a social class
é]eavage between reading groups, variables such as gender bias and
personality traits can override reading group membership in determining
a student's social attractiveness.

Readifng~group -membership ~in‘the" three*classrooms-studied was-more -~=-
strongly associated with an image of success or failure than with
social attractiveness. The structure, composition, routine, and
differential behavior associated with the practice of reading ability
grouping in these classrooms contributed more to a student's image of
competence (among his or her peers) than to his or her social appeal.

The relationship between reading group membership and peer-perceived
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success Qas strongest in the classroom (fourth grade) wherein the
" size of the highest reading group, along with differential behavior on
the part of the teacher and students;‘produced a situation in which the
highest reading group resembled a small social clique. ‘

By the spring, a]]gofmthewblack“students in the classrooms studied
had a negative peer—perceived'success score. Every one of them was
perceived by at least one other student as doing poorly in échoo1. The
fact that these black students came to Garland with an average achieve-
ment level markedly below that of their white peers undoubtedly had
much to do with their being perceived as doing poorly. Also, it may
be unreasonable to expect that during their first year in a desegregated
school, black students should close the achievement gap between themselves
and the white students. However, it is also important to recognize that
the practice of reading ability grouping worked to maintain an image of
failure among the five black students and thereby inhibited them from
-deve1op1ng an image of competence.

If, as was the case in this study, black students are placed in
reading groups which deny them equal opportunity to engage in activities
that present:them as-being.successfulsand: competents: ¢hen they,::along:with i+
other students in the lower reading group, are more likely to be
perceived by classmates as doing poorly in school regardless of their
capability for performing at their grade level. A1l five black students
had negative peer-perceiQed success scores at the end of the year, yet
the teachers indicated that three of the five were capable of being

successful at their grade Tevel. Under the assumption that peer
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perceptions of failure operate tolréinforce a lack of self confidence
in those perceived as failing, reading ability grouping may offer a
partial explanation for the failure of school desegregation to achieve
higher levels of self confidence among black students. Furthermore,
insofar as feelings of self confidence are .important foréattaining
higher achievement levels, the increase in achievement levels among
blacks sought through desegregation may also be partially thwarted by
reading ability grouping. The absence of such within classroom practices
as feading ability grouping may be a necessary condition for successful
school desegregation since we have yet to see:evidence indicating that
increasing achievement Tevels and greater self confidence among black

students has been attained with the use of such practices.
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APPENDIX A

RAW SCORES USED TO COMPUTE
CORRELATION COEFFICIENTS

Reading Social Peer-Perceived

Sex Classroom Group Attractiveness ~  Success
Fall Spring Fall Spring
S1 M . Third #1 4 23 24 22 25
S2 M Third #1 4 25 19 21 25
S3 M Third #1 4 28 25 23 24
S4 F Third #1 4 25 24 27 28
S5 F Third #1 4 27 37 28 31
S6 F Third #1 4 35 30 26 30
S7 M Third #1 4 29 29 27 26
S8 F . Third #1 4 32 26 31 27
S9 F Third #1 4 34 38 27 27
S10 F Third #1 4 28 28 25 25
ST1 F Third #1 4 30 29 27 25
S12 M Third #1 4 - 49 49 31 31
S13 M Third #1 4 28 28 25 25
S14 F Third #1 4 23 25 32 31
S15 F Third #2 4 36 35 29 29
S16 F Third #2 4 24 4 37 33
$17 F Third #2 4 31 32 27 25
S18 F Third #2 4 30 30 26 28
S19 F Third #2 4 34 36 25 26
S20 M Third #2 4 22 32 26 27
S21 F Third #2 4 32 28 30 26
S22 F Third #2 4 29 35 26 30
S23 F Third #2 4 32 24 36 34
S24 M Third #2 4 36 32 26 31
S25 F Third #2 4 29 26 23 24
S26 M Fourth 4 28 34 30 28
S27 M Fourth 4 40 43 42 45
S28 F Fourth 4 26 27 29 32
S29 F Fourth 4 37 37 35 39
S30 F Fourth 4 29 19 24 25
S31 F Fourth 4 31 36 27 27
S32 M Fourth 3 26 24 25 24
S33 M Fourth 3 37 34 24 20
S34 F Fourth 3 14 6 24 22
S35 M Fourth 3 28 34 25 26
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APPENDIX A

RAW SCORES USED TO COMPUTE
CORRELATION COEFFICIENTS

(continued)
Reading Social .. Peer-Perceived
Sex Classroom Group - Attractiveness = Success
Fall Spring Fall Spring

S36 M Fourth 3 36 29 26 27
S37 M Third #1 2.5 25 24 23 18
S38 F Third #1 2.5 27 14 23 20
S39 M Third #1 2.5 40 43 29 30
S40 M Third #1 © 2.5 32 29 25 24
S41 M Third #2 2.5 23° 27 25 25
S42 M Third #2 2.5 29 37 27 25
S43 M .Third #2 2.5 25 23 18 15
S44 F Third #2 2.5 28 30 25 25
F Third #2 2.5 22 29 28 26

S46 F Third #2 2.5 25 24 25 14
S47 M Third #2 2.5 38 28 28 28
. S48 F Third #2 2.5 23 27 25 24
S49 M Third #2 2.5 32 29 25 26
S50 M Fourth 2 30 29 25 25
S51 F Fourth 2 35 32 25 25
S52 F Fourth 2 25 30 25 24
S53 M Fourth 2 26 28 . 21 24
S54 M Fourth 2 25 23 25 25
- §55 M Fourth 2 25 25 | 25 23
S56 F Fourth 2 40 33 | 26 26
S57 M Fourth 2 32 40 26 24
S58 M Third #1 1 32 30 | 26 28
S59 M Third #1 1 25 28 . 26 24
S60 F Third #1 1 1 11 22 12
S61 M Third #2 1 27 27 22 24
S62 M Third #2 1 18 29 22 24
S63 M Third #2 1 12 10 14 6
S64 M Third #2 1 35 42 16 28
S65 M Third #2 1 29 26 24 24
S66 F Fourth 1 13 19 21 23
S67 F Fourth 1 21 19 24 19
S68 M Fourth 1 27 30 24 25
S69 M Fourth 1 10 13 16 11



APPENDIX B
SOCIOMETRIC QUESTIONNAIRE

If you had a chance to sit by any s{udent in the classroom, who
would by your first choice? Second choice? Third choice?

Is there any student in the classroom that you particularly do
not want to sit next to? Anyone else?

Can you name for me someone who you}think is doing very well in
class? Anyone else? |

Can you name for me someone who you think is doing very poorly in

class? Anyone else?
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