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ABSTRACT 

Federal mandates require that all students participate in large-scale assessments.  

A population of students with learning disabilities and who are second language learners 

are emerging within the schools. The purpose of this descriptive study was to gain 

additional knowledge about accommodation use by determining what accommodations 

were provided and whether the accommodations used were related to student 

achievement. Information was collected on accommodation use by 6
th

 and 7
th

 grade 

students who participated in a large-scale assessment. A post hoc data analysis was 

conducted to investigate accommodation use during the AIMS-DPA reading assessment. 

A questionnaire completed by teachers provided additional data on accommodations use 

by English language learners. In this descriptive study, the frequency data indicated the 

type and number of accommodations received and any relation to reading scores. The 

collected data indicated a high percentage of accommodations were provided to English 

language learners, who have learning disabilities in 6
th

 grade than 7
th

 grade.  A higher 

number of non-linguistic accommodations were provided than language-related 

accommodations. Language-related accommodations were provided more frequently to 

6
th

 grade students.  Analyses indicated that reading performance and accommodations 

were not significantly related. Students who were identified with a learning disability and 

who were second language learners had the lowest reading scores among the student 

groups.  
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CHAPTER ONE 

INTRODUCTION 

Shaped by federal legislative mandates, accountability measures are used to 

document the educational achievement for all students with progress based on assessment 

outcomes. According to the Individuals with Disabilities Education Improvement Act 

(IDEA, 2004) and No Child Left Behind Act (NCLB, 2001), all students must have the 

opportunity to participate in standardized assessments. Student participation in 

assessments has resulted in measurable test scores that indicate the level of their 

knowledge on grade-level content standards (Thurlow, House, Scott, & Ysseldyke, 

2000). The use of large-scale assessments has raised concerns about the equity and 

fairness of test scores for distinct student groups. When low academic expectations exist 

for specific student groups, a collaborative process to make informed decisions is needed 

to ensure these student groups are appropriately assessed (Anderson, Minnema, Thurlow, 

& Hall-Lande, 2005; Elliott & Roach, 2002). A viable response to student diversity is to 

allow accommodations during assessments.  

With a larger number of students with disabilities and English language learners 

participating in large-scale assessments, the interpretation of scores must be comparable 

across all groups of students. Accommodations are used to help make content accessible 

and to support a student’s language and learning needs by reducing the effects of a 

disability or simplifying the complexity of the language (Abedi, 2006; Sireci, Scarpati, & 

Li, 2005; Wilde, 2007). The interactions among learning and language characteristics, 

item features and task demands help to interpret student performance (Ketterlin-Geller, 
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2008).  The resulting test scores are affected by construct irrelevant sources when 

accommodations do not address the student’s needs that prevent accurate measurement of 

ability (Abedi, 2009; Ketterlin-Geller, 2008). Teachers and administrators use the 

resulting test scores to make valid inferences of academic ability for different student 

groups.  

Test accommodations are minor changes in practices and procedures that fall into 

four categories: presentation, response, setting and timing/scheduling (Arizona 

Department of Education (ADE), January, 2007; Thompson, Morse, Sharpe & Hall, 

2005).  The Arizona accommodation policy (ADE, January, 2007) has listed allowable 

universal and standard accommodations, which are changes in the conditions under 

which a student accesses and demonstrates his or her learning.  For example, presentation 

accommodations include linguistically related supports such as reading directions, 

reading of items for math or writing, clarification of directions in English and use of a 

translation dictionary.  Response accommodations are changes in the student’s response 

to items. For instance, a student can orally dictate answers to a scribe instead of writing 

the answer.  Timing and setting accommodations are changes in the environments and 

considered non-linguistic accommodations. These accommodations include one-on-one 

testing, small group administration, more breaks and shorter sessions. These selected 

accommodations are permitted to make assessments fairer for all students and not to give 

any one group an advantage over another.  A valid inference of ability can be made based 

on test scores that allow comparable interpretations of skills attained on content 

assessments with necessary accommodations.  



  15 

 

Students with disabilities and English language learners may demonstrate 

difficulties in learning language or processing linguistic information, which requires 

accommodations for participation in assessments. The learning and language 

characteristics of these two groups tend to overlap. When participation of these two 

groups of students occurs in large-scale assessments, the assumption of how test 

accommodations “level the playing field” is unclear.  By using accommodations, 

improved academic performance should diminish the academic gap among general 

education peers, students with a disability status, and students with limited English 

proficiency (Abedi, 2006; Sireci et al., 2005).   

Researchers have raised several questions about accommodation use and the 

resulting academic performance. The first question is: How do different student groups 

respond to test accommodations?  Studies on accommodations used by students with 

limited English skills and students receiving special education services has provided 

encouraging results for specific accommodations (Abedi, 2006; Sireci  et al., 2005; 

Tindal & Fuchs, 2000). Several studies have revealed that accommodation decisions are 

based primarily on guidance provided to students with disabilities, even though the types 

of accommodations have different purposes and are designated for different student 

groups (Abedi, 2009; Albus, Thurlow, & Liu, 2009; Anderson et al., 2005). Literature has 

documented an academic gap among English language learners, students with disabilities 

and general education students based on test performance. Students with disabilities and 

who are second language learners tend to fall further behind other groups of same-grade 

peers (Abedi, 2009).  
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Considering the student’s level of academic ability, what interpretations can be 

made from scores obtained on an accommodated administration of an assessment (Sireci 

et al., 2005)?  The underlying assumption is that every student can demonstrate a level of 

academic competence, and usage of a reliable and valid assessment can help to reveal the 

student’s true academic ability. State accommodation policies have identified student 

groups and allowable accommodations for skills being assessed.  The use of identified 

accommodations on a standardized assessment helps with the interpretation of 

accommodated scores.  

Federal and State Accommodation Policies 

With an emphasis on student accountability, states are required to assess students 

in a valid and reliable manner and provide reasonable accommodations, if necessary. The 

regulations of No Child Left Behind Act of 2001 have stated that the use of test 

accommodations is neither required nor prohibited and the decisions to use test 

accommodations are left to the states (NCLB, 2001).  The regulations of the Individuals 

with Disabilities Education Improvement Act of 2004 state that a student with a disability 

should be included in state and district wide assessment programs with appropriate 

accommodations and modifications in administration, if necessary (IDEA, 2004).  Test 

accommodations are documented as part of the student’s Individualized Education 

Program. The term “accommodation” has not been clearly defined by federal law. 

Accommodations serve a different purpose for different types of students but should 

allow students to demonstrate content knowledge despite a disability or limited English 

skills without providing an advantage over same grade peers. 
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Several researchers have analyzed state accommodation policies for students with 

disabilities and English language learners. Their findings indicated that many States 

developed separate accommodations guidelines for each student group.  States did not, 

however, offer guidance on how the separate policies for students with disabilities and 

English language learners fit together. The separation of policies has ensured that lists of 

accommodations are clearly described for specific student groups. As accommodation 

use has increased for identified student populations, a few States have begun to recognize 

second language learners with learning disabilities as a subgroup and have initiated 

specific accommodation guidelines (Thurlow, Anderson, Minnema, & Hall-Lande, 

2005).   

For students with disabilities and who are second language learners, the 

guidelines for accommodations tend to address a student’s disability and not the student’s 

language needs (Thurlow, Anderson et al., 2005).  Some accommodations are not 

effective or valid with all students which points to accommodations based on individual 

needs. For English language learners with disabilities (ELL/D), one state reported an 

accommodation policy that considered the overlapping characteristics of English 

language learners and students with disabilities (Thurlow, Anderson et al., 2005; 

Thurlow, Minnema, & Treat, 2004; Stansfield & Rivera, 2002).  Most states do not report 

the identification of accommodations used by ELL/D students as a separate group.  

Accommodations for English Language Learners 

When English language learners (ELL) participate in the same assessments as 

their English fluent peers, their language ability and content knowledge are being 
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assessed simultaneously. The complexity of the language used on the assessments may 

affect performance and result in low scores (Muller & Markowitz, 2004). A study by 

Wilde (2007) found that linguistically based accommodations used by English language 

learners help to demonstrate content knowledge by simplifying the language. One 

concern recognized by researchers refers to a consistent decision-making process. The 

variability in a formal decision-making process used to determine accommodations for 

ELL students and how accommodations are documented tend to influence the type of 

accommodations assigned (Koenig & Bachman, 2004; Wilde, 2007).  Researchers have 

noted that most accommodations used by English language learners are based on 

accommodation guidelines for students with disabilities. 

Researchers have suggested that accommodations that benefit ELL students are 

identified by two categories. These accommodations have been classified as: linguistic 

and nonlinguistic accommodations (Shafer Willner, Rivera, & Acosta, 2008).  Linguistic 

accommodations help students to better understand content information presented in 

English. For example, direct linguistic support would include accommodations of oral 

translation of directions in English, translation dictionary, and reading items aloud.  

Linguistic support is not meant to help ELL students formulate a response to a test item 

but rather to process the English language more easily (Abedi, 2006).   

Non-linguistic accommodations change environmental conditions which are used 

by students with disabilities and frequently provided to ELL students.  These 

accommodations do not address linguistic needs but allow minor changes in testing 

conditions (Koenig, 2002; Shafer Willner, Rivera & Acosta, 2009). For example, 
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“extended time” helps to provide untimed conditions which allow students to process the 

language used to describe the test item and does not simplify the language used in the test 

item. 

Students with Learning Disabilities 

Appropriate accommodations help to reduce the performance gap between 

students with disabilities and typical learners. The IEP developed by team members 

provides guidance for accommodations used in assessment by students with disabilities. 

To comply with regulations, a student’s IEP has a statement of how the student might 

participate in state and district assessments and documents any necessary 

accommodations needed during testing. Accommodations provided for students with 

disabilities are classified into four types: presentation, response, timing/scheduling and 

setting (ADE, January 2007; Thompson, Blount, & Thurlow, 2002). Under these types of 

accommodations, it is assumed that accommodation use maintains test score validity and 

does not alter the construct being measured in students with and without disabilities 

(Clapper, Morse, Lazarus, Thompson, & Thurlow, 2005; Elliott & Roach, 2002; Koretz 

& Hamilton, 2000).  

Accommodations for English Language Learners with Disabilities 

Few states have reported data about English language learners with disabilities 

(ELL/D) because this information is not required by federal policy. In fact, many districts 

do not have a formal process in place to link data on special education students and 

English language learners to obtain relevant information (Albus & Thurlow, 2005; 

Keller-Allen, 2006; Muller & Markovitz, 2004; Zehler, Fleischman, Hopstock, Pendzick, 
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& Stephenson, 2003). Hopstock and Stephenson (2003) indicated that 6.3% of Arizona 

school districts identified a student group with a disability status and who were English 

language learners (ELL).  A number of states have inferred populations of ELL/D 

students as a separate group using both ELL and special education status. Albus and 

Thurlow (2008) reported in their review of state accommodation policies that a gap in 

accommodation use exists for ELL/D students and awareness is emerging regarding this 

student population.  

Most states lack an inclusive policy that addresses accommodations for English 

language learners with disabilities. Separate policies are available that require 

identification of students either as an English language learner or as a special education 

student when accommodations are selected (Thurlow et al., 2004). The intent of 

accommodation use on a standardized assessment is to allow for meaningful participation 

and reliable information about academic performance for students with disabilities 

(Burns, 1998) and English language learners (Wilde, 2007). Identifying accommodations 

that are appropriate for the learning and language needs of the ELL/D learner to 

participate in assessments can be a challenge (Anderson et al., 2005).  

Arizona Accommodation Policy 

Arizona accommodation policy (ADE, January, 2007) has provided separate 

accommodation guidelines for special education students and English language learners.  

Both students with disabilities and English language learners may receive 

accommodations from four different categories: timing/scheduling, setting, presentation 

and response.  Guidance on accommodations for English language learners with 
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disabilities (ELL/D) was not available. Rather, accommodations assigned are used by 

students with disabilities that may not address all linguistic needs exhibited by an ELL 

student. The policies for ELL students and for special education students should be 

reviewed when selecting accommodations for students with language and learning 

characteristics.  If the student has an ELL and disability status, the linguistic needs are 

evaluated in relation to language processing skills with services documented on the 

Individualized Education Program (IEP) (ADE, August, 2008). The IEP becomes the 

relevant source of documentation for a students’ learning and language needs and for 

participation in assessment with appropriate accommodations chosen. In Arizona, 

accommodations are classified as either universal or standard.  Universal 

accommodations are conditions that allow minor changes in test administration and 

standard accommodations are used to support specific conditions which ensure 

demonstration of knowledge and skills (ADE, January 2007). 

Statement of the Problem 

This study explores the use of accommodations during a reading assessment for a 

group of students with limited English skills who also have a learning disability.  When 

treated as separate groups, students with disabilities and English language learners are 

provided with accommodations to either reduce the impact of the disability or to meet 

their linguistic needs. Then, what types of accommodations are provided for this specific 

population of students with limited English skills and a learning disability? Most state 

accommodation policies do not have a formal decision making process to determine 

accommodations for students who are learning disabled and are second language learners 
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(Thurlow et al., 2004).  A concern noted is “Does the use of accommodations allow a 

student with learning disabilities and who is a second language learner to accurately 

demonstrate knowledge and skills in grade level content areas?”  By taking a closer look 

at the accommodations provided to ELL/LD students, it may be possible to determine 

whether accommodation use is supportive of student performance when ELL/LD students 

participate in large-scale assessments.  

Purpose of the Study 

The purpose of this study was to examine the relationship between 

accommodations and student achievement on an AIMS-DPA reading assessment for 

English language learners with learning disabilities (ELL/LD).  This study was conducted 

to determine (a) the type of test accommodations frequently used by specific students 

groups, ELL/LD, LD, ELL: (b) whether the number and type of test accommodations 

provided predicts a relationship with reading scores: and (c) whether there were 

differences in the mean reading scores of ELL/LD, LD and ELL students who used 

accommodations when compared to English speaking non-disabled students, who did not 

receive accommodations. 

This descriptive study adds to accommodation research by providing insight into 

predictors that may affect the relationship between accommodations and reading 

performance, if any, for students identified as ELL/LD. The findings of this study may 

contribute to the information available to educators and policymakers about 

accommodation use with ELL/LD students.  Additionally, this study was designed to 

assist in the identification of accommodations for ELL/LD students that allow 
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demonstration of knowledge and skills by supporting learning and language 

characteristics on a standardized measure.  Educators must understand how different 

types of accommodations may support demonstration of learning on standardized 

assessments for specific student groups.  

Research Questions 

The research questions were developed to (a) determine the types of 

accommodations and number of test accommodations used by different student groups, 

(b) compare mean scores among accommodated and standardized administrations of the 

AIMS-DPA reading assessment by group, and (c) determine whether a relationship exists 

between reading performance and accommodations provided for English language 

learners with learning disabilities. 

Research Question 1  

What types of test accommodations were provided to each student group 

(ELL/LD, LD, ELL) in the 6
th

 and 7
th

 grades? 

Research Question 2 

What number of test accommodations was provided to ELL/LD students in the 6
th

 

and 7
th

 grades? 

Research Question 3 

What test accommodations did teachers report that they implemented with ELL 

students, who participated in the reading assessment in the 6
th

 and 7
th

 grades? 
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Research Question 4 

Is there a relationship between the type of test accommodations provided and the 

reading score of ELL/LD students? 

 Research Question 5 

Is there a relationship between the number of test accommodations provided and 

the reading scores of ELL/LD students?  

Research Question 6 

Are there differences among the mean group scores of an AIMS-DPA reading 

assessment for the 6
th

 and 7
th

 graders when accommodations are provided for:  

1. ELL students with learning disabilities (ELL/LD),  

2. English speakers with learning disabilities (LD),  

3. ELL students with no learning disabilities (ELL), compared to 

4. English speakers with no learning disabilities (GENED) and no accommodations 

provided?    

Definition of Terms 

Accommodations-Changes in assessment materials or procedures addressing 

aspects of students’ disability that may interfere with valid assessments of their 

knowledge and skills (Thurlow, Lazarus, Thompson, & Morse, 2005).  

  Arizona Instrument to Measure Standards – Dual Purpose Assessment 

(AIMS-DPA)-A state-wide assessment administered each spring in grades 3 to 8 

(Arizona Department of Education, January, 2007).  
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  Criterion-referenced Test-Skill development is compared to a mastery level of 

that skill based on an assessment (Council of Chief State School Officers, 2003).  

Grade Level-Students are enrolled in the same grade of same-age peers and 

participate with their peers in the general education classroom (Council of Chief State 

School Officers, 2003).   

English Language Learners (ELL)-Students identified by an English language 

proficiency measure as demonstrating limited English skills (Arizona Department of 

Education, January, 2007).  

English Language Learners with Disabilities (ELL/LD)-Students with an 

identified disability with an Individualized Education Program; and are identified as 

limited English speakers based on a language proficiency assessment (Anderson et al., 

2005).  

Individuals with Disabilities Education Improvement Act (IDEA, 2004)-

Federal regulations used by for states and public agencies when addressing the 

educational needs of children with disabilities.  Participation of children with disabilities 

in large-scale assessments with appropriate accommodations produces a valid score and 

the assessment results are reported publicly (IDEA, 2004) 

Individualized Education Program (IEP)-An interdisciplinary team including 

the parents, that determines the learning needs of a student and identify accommodations 

for participation in large-scale assessments that result in a valid score. A statement of 

accommodation used during state and district assessment is noted in this legal document  

(IDEA, 2004).  
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Large-scale Assessments-A test that assesses targeted knowledge and skills of 

large groups of students within the district or states and is administered simultaneously 

which represents a one-time sample of student performance (NCLB, 2001). 

Learning Disability-A severe delay in academic achievement indicates a 

documented discrepancy between cognitive ability and achievement (IDEA, 2004). 

No Child Left Behind Act (2001)-Regulations that require districts and states to 

publicly report participation and performance of students by groups on large-scale 

assessments annually (NCLB, 2001). 

Norm-referenced Test-A rank order of performance based on assessments 

designed and validated by comparing the performance of the student to that of his/her 

peers (Council of Chief State School Officers, 2003).  

Standard Accommodations-Based on individual need, a student uses 

accommodations as part of daily instruction and used during standardized assessments. 

Standard accommodations are changes in the conditions of how a student accesses and 

demonstrates learning (Arizona Department of Education, January, 2007).   

Standardized-Comparison of scores where the procedures assure that the 

consistency of the administration of the test in test directions, testing conditions and 

scoring is conducted in the same manner for all students (Council of Chief State School 

Officers, 2003).  

Universal Accommodation-Minor changes occur in the environmental testing 

conditions to help with demonstration of learning and are deemed as necessary by the 

teacher (Arizona Department of Education, January, 2007).   
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Validity-Validity can be considered a series of judgments formulated from results 

that require validation (Messick, 1994).  To systemically collect and use evidence to 

evaluate student proficiency based on test scores.  

The following chapter is a review of the relevant accommodation literature that 

pertains to the academic performance of English language learners with learning 

disabilities, who participated in large-scale assessments.  
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CHAPTER TWO 

REVIEW OF LITERATURE 

Introduction 

Federal mandates require all students to be assessed meaningfully and fairly to 

measure academic progress. This focus on student accountability has drawn attention to 

students most at risk of not meeting grade-level content standards when participating in 

large-scale assessments. Student participation occurs during assessments in one of three 

ways: assessment with no accommodations, assessment with accommodations, or 

alternate assessments.  The nature of the assessment used to measure learning does not 

account for the diverse characteristics among student participants, specifically those 

students who exhibit learning and language processing difficulties. To ensure that these 

students groups are assessed fairly, state policies have provided guidelines for test 

accommodations available for designated student groups. The use of test 

accommodations has allowed students to fully participate in the assessment. The obtained 

test score is considered a valid indicator of academic performance.  

An increase in the population of ELL learners has occurred across school districts, 

but the growth is site specific.  A sampling of data representing schools and schools 

districts across several states indicates a high number of ELL/D students were enrolled in 

a small number of school districts (D’Emilio, 2003).  Zehler et al., (2003) noted that 

75.4% of ELL/D students participated in state-wide assessments using accommodations 

assigned from the student’s Individualized Education Program and 33% of the districts 

considered the level of English language proficiency when assigning accommodations.  
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As of recently, several states have reported English language learners with disabilities 

(ELL/D) as a subgroup when participating in statewide assessments and have collected 

this performance data (Albus et al., 2009).   

This student group known as English language learners with a learning disability 

(ELL/LD) exhibits unique characteristics.  The overlapping characteristics of learning 

needs and limited English skills may affect the selection of accommodations used during 

assessment.  For students who exhibit both characteristics, little guidance is available on 

how to select the types of accommodations needed or what are appropriate 

accommodations to use (Thurlow, Anderson et al., 2005).  However, several states have 

made positive strides and initiated accommodation guidelines to use with second 

language learners, who have learning disabilities (Thurlow, Anderson et. al., 2005).   

Researchers have agreed that accommodations are necessary for participation, but 

disagree on appropriateness of accommodations used by students with disabilities and by 

English language learners (Abedi, Hofstetter, & Lord, 2004; Bolt & Thurlow, 2004).  For 

English language learners, the selection of appropriate accommodations assigned is 

reflective of best practices used with special education students (Thurlow, Christensen, & 

Lail, 2008) and often does not address the linguistic characteristics (Minnema, Thurlow, 

Anderson, & Stone, 2005).  The nature of the disability does help to determine non-

linguistic accommodations but specific linguistic characteristics must be considered.  The 

level of language proficiency can help to determine the appropriateness of the language 

responsive accommodations assigned (Koenig & Bachman, 2004; Stansfield & Rivera, 

2002).   
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Given that test accommodations are used with English language learners with 

learning disabilities (ELL/LD), there is a need to evaluate the relationship of 

accommodation use on the reading performance. The intent of this review is to describe 

literature that pertains to the inclusion of ELL/LD students in large-scale assessments and 

to assess accommodation use.  

This review of the literature focuses on the areas essential to understanding test 

accommodations used by English language learners with disabilities. The search criteria 

used intersected the fields of special education, English language learning and legislation 

to find information related to student participation with accommodations in large-scale 

assessments.  Searches were conducted using EBSCOHOST indexes and used existing 

accommodations studies available online at http://www.cehd.umn.edu/NCEO.  The 

findings are summarized in four areas: (a) characteristics of English language learners 

with disabilities, (b) federal law and accommodation policies, (c) accommodation use, 

and (d) if any, research findings of accommodation use and academic performance.  

Related issues are also discussed in each area.   

Characteristics of English Language Learners with Disabilities 

Students identified as second language learners based on a language proficiency 

measure comprise nearly 9.6 % of the student population enrolled in public schools 

(Koenig & Bachman, 2004). These students, who demonstrate limited English skills, are 

not a homogeneous group and have developing levels of proficiency in English.  

Identified as an English language learner (ELL) and an identifiable disability, these 

students are described as English language learners with disabilities (ELL/D).  Enrolled 

http://www.cehd.umn.edu/NCEO
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in a small number of school districts, these ELL/D students comprised 57.4% of the 

special education population (Zehler et al., 2003).  Researchers have noted that several 

schools within different districts provide special education services to a large numbers of 

ELL/D students.  Researchers have reported an estimate of 7% to 9% of ELL students 

receive special education services (D’Emilio, 2003; Zehler et al., 2003).  Hopstock and 

Stephenson (2003) analyzed additional data which pointed out that ELL/D students 

represented an average of 7.9% of the second language learners population. Their 

findings further indicated that within this ELL/D group, 4.7% of the population was 

identified with a learning disability.   

Linguistic factors may be affected by the level of language skills and the nature of 

the identified disability.  A student may exhibit delayed language development or have 

difficulty processing language related to a student’s cognitive ability. The level of 

English language proficiency should be considered when a student is struggling to 

understand information presented in another language.  In addition, the processing of 

language can be difficult due to limited skill development.  This difference between 

language learning and language processing may affect accommodations responsive to 

language needs.  Accommodation decisions are documented as part of the Individualized 

Education Program for ELL/LD students and may show a higher number of non-

linguistic accommodations being provided than language responsive accommodations. 

Assigned accommodations may be based on disability while language needs remain 

unmet.  
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Limited knowledge and research is available on students with a disability and 

limited English skills who are placed in special education programs (Klingner, Artiles, & 

Mendez Barletta, 2006).  Zehler et al. (2003) conducted a national study and collected 

information on the identification process of ELL students in special education. Their 

findings indicated that 2.6 % of the districts routinely identified students for special 

education services rather than ELL services.  Minnema et al., (2005) reviewed the 

literature to determine the number of English language learners that received special 

education services. Due to the lack of published data, they based their estimate on the 

reported numbers of English language learners and students identified with a disability. 

Their findings illustrated the lack of agreement in the identification procedures across 

different states and in specific districts. When the terms for disability and English 

language learning were explored, the consensus of definitions referred to each 

identifiable group as separate and the significant student characteristics did not cross 

groups.  Since ELL/D students were not a subgroup for whom test scores were 

disaggregated, participation or performance data are not available.  

Previous research findings have shown that significant variability exists across 

school districts in identification procedures for English language learners with an 

identified disability (Albus & Thurlow, 2005; McCardle, Mele-McCarthy, & Leos, 

2005). Consequently, results about this student group are limited.  Many districts do not 

have procedures or formal processes in place to link data regarding special education and 

English language learners (Keller-Allen, 2006; Muller & Markovitz, 2004; Zehler et al., 

2003).  In 2003, D’Emilo indicated that nationally 9.2% of ELL/D students also received 
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special education services. Hopstock and Stephenson (2003) compared data from 

different states and found substantial variation (0-17%) in the proportion of middle 

school students identified as being special education and with limited English skills. The 

level of awareness displayed on the learning and language characteristics of ELL/D 

students by school personnel varied by state.   

Federal Regulations 

The regulations of the No Child Left Behind Act of 2001 have emphasized 

educational accountability for students and schools. As a revision of the Elementary and 

Secondary Education Act of 1965, this standards-based reform was to support all students 

in achieving grade-level content standards.  A framework of uniformity for grade-level 

content standards was established that directs the focus to use large-scale assessments to 

measure academic learning of student groups.  Each student group’s participation and 

achievement results are publicly reported.  A determination is made on the level of 

academic proficiency for each student group.  

Within each state and each district, two types of accountability have emerged. 

Student accountability is intended to motivate students to display knowledge and skills 

and perform their best. System accountability is meant to analyze the collected 

performance data to inform and improve educational programs.  A student’s academic 

test score obtained on the large-scale assessment is considered a one-time estimate of 

ability. Regardless of ability, all students are given the same test and are expected to 

perform effectively. Consequently for ELL/D students, accommodations may play a 

significant role in student success.  
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On a similar note, the Individuals with Disabilities Education Improvement Act 

(IDEA, 2004) outlined a legal framework that was student centered with individualized 

goals and instruction with an emphasis on procedural compliance.  A student receiving 

special education services, by definition, has a disability that interferes with his or her 

ability to learn. This student is provided an Individualized Education Program (IEP) that 

includes a set of attainable learning goals based on the student’s ability.  Regulations 

have stated that a student with a disability may participate in large-scale assessments and 

if necessary, is assigned appropriate accommodations and modifications (IDEA, 2004). 

Compliance with this regulation has required a statement about participation in large-

scale assessments. A formal decision-making process is followed by IEP team members 

in which allowable test accommodations are identified and recorded on the student’s IEP.  

The requirements of the Individuals with Disabilities Education Improvement Act 

of 2004 and No Child Left Behind Act of 2001 focused on academic progression of 

individual student groups.  Student learning is measured against grade-level content 

standards and the progress of students towards meeting those standards is recorded.  The 

intent of No Child Left Behind is that all students regardless of ability demonstrate 

academic proficiency over time. All student information is publicly reported, which helps 

schools and districts to analyze opportunities to learn and sustain educational 

accountability (Hamilton, Stecher, & Klein, 2002). The public reporting of student 

performance data is disaggregated by groups, which includes poverty level, ethnicity, 

disability status and limited English proficiency (NCLB, 2001).  Data on participation 
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and performance is reported separately for students with disabilities and English language 

learners.  

The goal of student accountability is for the public to be aware of the expectation 

that all students can learn. With the focus on opportunities to learn for all students, then 

performance gaps among student groups should diminish. The performance results, 

disaggregated by designated groups and grade-level, are compared to predetermined 

criteria and decisions are made about the progress of student groups considered at risk 

(Hamilton et al., 2002).  Any data detailing participation and performance for English 

language learners with disabilities as a group is neither evident nor considered part of the 

public reporting process (Albus & Thurlow, 2007).  

Accommodation Policies 

With an emphasis on student accountability, states are required to assess students 

in a valid and reliable manner and provide reasonable accommodations. The use of test 

accommodations is neither required nor prohibited and the decisions to use test 

accommodations are left to the states.  Accommodations policies differ among States in 

regards to type and number of accommodations allowable for specific student 

populations. Students who use accommodations and participate in accommodated 

assessment are recognized as part of a designated group. Accommodations are considered 

changes in assessment materials or procedures that address aspects of a students’ 

disability that may interfere with the valid assessment of their knowledge and skills 

(Thurlow, Lazarus et al., 2005).  Student participation provides information on their 

knowledge of grade-level content standards and with the use of accommodations should 
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yield an accurate and reliable test score.  For each designated student group, full 

participation in assessments is dependent upon allowable accommodations determined by 

each State’s policy.   

Most States have classified students considered ELL/LD as either a student with a 

disability or an English language learner and accommodations are assigned based on the 

characteristics of learning or language (Thurlow et al., 2004).  Thurlow et al. (2000) 

conducted an analysis of accommodation policies and found opportunities to demonstrate 

learning resulted in questionable test scores that targeted two student groups: students 

with disabilities and English language learners. Their findings acknowledged the 

importance of accommodations use and the influence of accommodations on academic 

performance for these student groups.  On an accommodated assessment, the benefit of 

using accommodations should help to improve the scores for the students for whom the 

accommodation was designed and should have no effect on the scores of the general 

student population.  

Accountability 

  Monitoring of the educational progress of all students involves an assessment 

system as a means of accountability.  An assessment system is comprised of a set of 

performance indicators, a content assessment that addresses the State’s educational 

standards and a proficiency scale that facilitates interpretation of the test data for all 

students groups. The content of the assessment is aligned with grade-level content 

standards and all students are expected to achieve a level of academic proficiency.  The 

content standards may evaluate grade-level material that all students should know. The 
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level of academic achievement is based on the degree of proficiency in demonstrating 

knowledge and skills.  The most relevant factor is the inclusion of all students in the 

assessment process.   

Student accountability can refer to whether opportunities to learn content have 

been offered and whether this opportunity has increased a student’s body of knowledge in 

specific content areas.  Participation of student groups is closely monitored and 

information is gathered on academic progress. For students at risk, their educational 

progress is compared to grade-level content standards and a level of academic proficiency 

is attained.  As an identified group, their participation and performance data are publicly 

reported. Hamilton et al. (2002) reported that schools and district used the participation 

and performance data to determine if a performance gap existed among groups and if 

these student groups have the opportunity to learn the content. If additional resources are 

needed by the school to assist with closing the performance gap, then a possible 

redesigning of instructional practices may occur to improve teacher instruction and 

student placement.  When participation requires the use of accommodations, the scores of 

students provided with testing accommodations are considered equivalent to scores of 

student provided with no testing accommodations (Sireci et al., 2005). 

Accommodations for English Language Learners with Learning Disabilities 

According to federal and State policies, there are no requirements to focus on or 

identify a subgroup of students as English language learners with disabilities. To be 

identified as English language learners, limited proficiency in English must be 

demonstrated by these students to meet the State’s criteria. The term “students with 
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disabilities” can be defined as students who have an identified disability that require an 

Individualized Education Program.  The majority of these ELL learners receiving special 

education services were identified as learning disabled. The percentage of identified 

students ranged from 7.8 to 9 % (D’Emilio, 2003; Zehler et al., 2003). The term “English 

language learners with learning disabilities” (ELL/LD) identifies a group of students who 

exhibit unique and overlapping characteristics that may create a knowledge gap for 

educators.  A challenge has been presented to the districts on how to effectively 

accommodate ELL/LD students in large-scale assessments using appropriate 

accommodations that support learning and language needs.  

A few districts have considered English language learners with disabilities a large 

enough group that they provided performance results (Albus & Thurlow, 2005). For most 

English language learners with disabilities, the resulting scores are not part of the school 

district’s disaggregated data for academic performance or participation nor are they 

identified by specific disability category.  An issue of concern was raised by some States 

that reported even if they wanted to disaggregate the data for this group, the small 

number of students would make the data identifiable (Thurlow, Anderson et al., 2005). 

These students’ test scores and the number of students who participated in the assessment 

are reported separately either as a student with a disability or as an English language 

learner.  

Overview of Test Accommodations 

An issue of concern was raised by some States that reported even if they wanted 

to disaggregate the data for this group, the small number of students would make the data 
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identifiable (Thurlow, Anderson et al., 2005). A few districts have considered English 

language learners with disabilities a large enough group that they provided performance 

results (Albus & Thurlow, 2005). For most English language learners with disabilities, 

the resulting scores are not part of the school district’s disaggregated data for academic 

performance or participation.  These student’s test scores and the number of students who 

participated in the assessment are reported separately either as a student with a disability 

or as an English language learner.  

Using allowable accommodations on a standardized assessment is an effective 

strategy to provide meaningful participation and show that students at-risk are making 

progress towards mastering content standards (Ketterlin-Geller, Alonzo, Braun-Monegan, 

& Tindal, 2007).  Theoretically, test accommodations help “level the playing field” 

among the ability levels of students without adding any additional benefits (Burns, 1998). 

Performance results may show that special education students achieve academically 

lower than same grade peers due to processing difficulties and limitations in skill 

development. The low performance of English language learners may be due to linguistic 

needs and a lack of understanding of the language used in the content assessment. 

Accommodations used to support learning needs and language proficiency should be 

implemented as part of the student’s daily instruction and continued as part of any 

assessment measure.  Based on policy guidance, the use of allowable accommodations 

has led to an increased level of participation in large-scale assessment by students with 

disabilities (Thurlow, Elliott, & Ysseldyke, 2003) and English language learners 

(Minnema et al., 2005).  
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Accommodations can be classified into four categories; 1) presentation 

accommodations, 2) response accommodations, 3) timing/scheduling accommodations, 

and 4) setting accommodations (ADE, January, 2007; Bolt & Thurlow, 2004).  In a 

review of the accommodation literature, the findings of Clapper et al. (2005) indicated 

that a high number of students received accommodations that created minor changes in 

the environment, whereas, a low number of students received accommodations that 

created changes in the conditions of the test.  Bolt and Thurlow (2004) reviewed the 

accommodations literature and found that professionals who were making decisions on 

assignment of accommodations needed guidance that is more explicit. The underlying 

rationale is that accommodations should support the specific student characteristics and at 

the same time consider the demands of the task presented on the assessment.  Test 

accommodation decisions are dependent upon teacher knowledge of accommodations 

and his or her understanding of how test accommodations align with instructional 

accommodations (Ketterlin-Geller, Alonzo et al., 2007).  Even though accommodations 

are based on policy, a discrepancy may exist in the planned accommodations (IEP 

documented) and the actual accommodations (used during testing) which may affect the 

academic performance of the student (Shriner & Ganguly, 2007).  

 Accommodations most consistently provided to students with disabilities and to 

ELL students are language responsive (linguistic) and non-linguistic that fall into the four 

accommodations groupings.  An ELL student’s responsiveness to accommodations can 

be classify by the accommodation groupings of timing, setting, presentation and 

response. Shafer Willner et al. (2008) published an overview of language responsive 
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accommodations with an explanation appropriate use with ELL students.  The 

accommodation policy for Arizona outlines similar accommodations and uses the same 

four accommodation groups that address both groups of students. Language responsive 

accommodations are classified into three areas: simplification, repetition and 

clarification.  Simplification is reducing the complexity of the language.  Repetition is 

direction or items read aloud.  Clarification refers to clarification of language in English.  

The non-linguistic accommodations are changes in the environmental conditions.  For 

example, extended time is the most common accommodation used by all student groups.  

A consideration is that both groups: students with disabilities and ELL students, are 

diverse learners and their accommodation needs differ based on the individual’s learning 

and learning needs.  A key factor is providing accurate accommodations to support 

knowledge and skills.  

Accommodations are designed to promote fairness in testing and used to 

accurately interpret scores across all subgroups. The accommodations that are 

implemented allow learning to be demonstrated that does not invalidate the test score.  A 

review of the literature by Sireci et al. (2005) found specific types of accommodations 

had a positive effect on specific groups of students.  It was further mentioned that when 

accommodations supported a specific skill, then construct-irrelevant variance 

surrounding the test score was reduced, resulting in a valid score. For example, a student 

with low reading skills may need the accommodation of “items read aloud in math and 

writing” and the resulting performance accurately reflects the construct being measured.  



  42 

 

By controlling the factors that are irrelevant to the construct being assessed, the 

interpretation of the score would be a true indicator of academic ability.   

For ELL/D students, the low level of language proficiency is impacted by linguistic 

factors and the development of skills is impeded by the nature of the disability.  Abedi 

(2009) stated that the linguistic complexity of the text and the student’s cultural 

background are confounding factors that affect the construct being measured resulting in 

a biased score. Thinking of these factors, the effect on the construct may be shown by an 

increase or decrease in the obtained scores for this group, which affects a valid 

interpretation of the scores.  Hollenbeck, Tindal, & Almond (1998) provided the example 

of allowing students with disabilities to use accommodations during a testing situation 

but not allowing other students with similar disabilities to be assessed under the same 

conditions.  

Arizona Accommodation Guidelines 

Federal and many State policies do not contain information that directly affects 

students identified as English language learners with disabilities.  The Arizona 

accommodation policy (ADE, January, 2007) has developed separate accommodation 

guidelines for students with disabilities and for English language learners.  To meet the 

State criteria for being labeled an English language learner, a student takes a language 

proficiency exam in English and obtains a low score.  The term “student with a 

disability” can be defined as a student who meets the eligibility criteria for a disability 

and requires an Individualized Education Program.  Both of these student groups are 

included in large-scale assessments. Specific accommodations are outlined for each 
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student group (ADE, January, 2007).  When provided universal and standard 

accommodations, the resulting test scores allow a comparison of student achievement to 

other same-grade peers. 

Universal and standard accommodations are used to allow participation in 

assessments and demonstration of acquired knowledge and skills.  Universal and standard 

accommodations are found in four categories: (a) timing/scheduling, (b) setting, (c) 

presentation and (d) response.  Universal accommodations are minor changes in 

conditions provided to all students as deemed necessary by the teacher. Standard 

accommodation guidelines indicate 15 standard accommodations for students with 

disabilities and six standard accommodations for English language learners. English 

language learners with disabilities are not classified as a separate group. For students who 

demonstrate both learning and language needs, then both non-linguistic and linguistic 

accommodations need to be considered. The test scores for members of identified student 

groups and use accommodations are aggregated into school and district summary results 

(ADE, January, 2007). 

Based on Arizona accommodation policy, the identification of accommodation 

use by these two student groups is dependent upon documentation completed at the 

school level.  Students with disabilities have accommodations identified and documented 

as part of their IEP. However, the documentation of accommodations used by English 

language learners was not available and this may be due, in part, to a lack of formalized 

procedures (Stansfield & Rivera, 2002; Thurlow et al., 2004).  Language responsive 

accommodations can assist ELL students with understanding the language used in the 
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content being assessed. The linguistic needs tend to play a role in the type of 

accommodation needed to demonstrate knowledge and skills.  To document what 

accommodations were provided, a questionnaire on the test accommodations was 

completed by teachers of English language learners. The questionnaire gathered the 

following information:  a) accommodation provided; b) percentage of students that 

received each accommodation; and c) the reason that each accommodation was necessary 

for participation.  

Conclusion 

Students with disabilities and English language learners are capable of 

demonstrating academic content but may need support to fully participate in large-scale 

assessments with their same grade peers. English language learners may be at a linguistic 

disadvantage due to the need to process and understand a second language. Special 

education students may demonstrate limitations in skill development that requires 

additional support.  However, there is no description at the state or district levels of a 

profile on the learning and language characteristics of English language learners who also 

have learning disabilities.  The field could benefit from the collection of information to 

determine the experiences of ELL/LD student’s participation in large-scale assessments 

and accommodation use. It would also be beneficial to generate a level of awareness of 

issues surrounding English language learners with disabilities.  
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 CHAPTER THREE 

METHOD 

Introduction 

This chapter describes the methodologies designed to answer the research questions.  The 

two models of research design used were (a) descriptive and (b) comparative. Post hoc 

data and descriptive data were examined to answer the research questions for this study. 

The first two questions addressed the type of accommodations and the number of 

accommodations used by three student groups by grade level. The next series of 

questions focused on whether the types of accommodations or number of test 

accommodations were predictors that supported learning and language characteristics for 

a particular student group. The final question addressed whether accommodations were 

related to a group’s mean reading scores across student groups for 6
th

 and 7
th

 grades.  

In this study, a post hoc data analysis was conducted on the reading scores 

obtained from the Arizona Instrument to Measure Standards-Dual Purpose Assessment 

(AIMS-DPA) for students in grades 6 and 7 assessed during the spring of 2007. 

Supplementary qualitative data on accommodations for English language learners were 

collected using a teacher questionnaire (Appendix A).  The questionnaire was comprised 

of six questions about accommodation use by English language learners. A yes or no 

response indicated administration of the accommodation by the teachers. The teachers 

(n=11) were asked for an estimated percentage of students who received 

accommodations. A reason about the necessity of the accommodation was asked of the 

teachers.  
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The first section of Chapter 3 specifies the population and sample groups of the 

assessment.  The second section provides a brief review of the AIMS-DPA assessment 

and general information related to the teacher questionnaire. The final section is a 

description of the procedures used to analyze the data.  

Population and Sample Groups 

An urban unified school district located in the southern region of the state of 

Arizona provided the group data.  According to district demographic data collected by the 

Arizona Department of Education (ADE, February 2007), this school district serves 

approximately 2,722 students in 6
th

 and 7
th

 grades. These middle schools serve an 

estimated population of 18.5% special education students and 14.94% English language 

learners. The district data disclosed an ethnically diverse middle school student 

population composed of 0.6% Asians, 2.0% Blacks, 4.0% Native Americans, 88% 

Hispanics and 5.3% Whites.  Among the middle schools, the district noted a high student 

count of free or reduced lunches that ranged from 82.03% to 87.23%. 

The participants were a purposive sample of 6
th

 (n = 1302) and 7
th 

(n = 1329) 

graders from five different middle schools. Participation of all 6
th

 and 7
th

 graders  

(N = 2631) in the AIMS-DPA is mandatory with the exception of those students who are 

exempted according to Arizona Department of Education policy.  A reading score was 

obtained for all participants from the reading segment of the AIMS-DPA during the 

spring 2007 test administration.  Participants met the requirements by being part of a 

sample group with a pre-designated label, such as (a) disability status; (b) disability and 

English language learner status; (c) only English language learner status; or (d) no 
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identified disability nor English language learner status. Participants were identified 

though the school district’s student information database for disability and English 

language learners status.  Individual students were not identified and data were reported 

as group data with no personal identifiers included.  
 

The four sample groups were: 

1. Students with learning disabilities (LD) who were identified as students with a 

disability status with an Individualized Education Program. 

2. English language learners with learning disabilities (ELL/LD) who were identified as 

students with a disability status with an Individualized Education Program and who 

were identified as an English language learner based on an English language 

proficiency measure.  

3. English language learners (ELL) who were identified by an English language 

proficiency measure that determined a level of language proficiency, such as the 

Arizona English Language Learner Assessment (AZELLA). 

4. General education students (GENED) who were identified as proficient English 

speakers, who did not have an English language learner status and were not identified 

with a disability condition. 

A purposive sample of teachers of English language learners (n = 11) who were 

knowledgeable about students with limited English skills were asked to voluntarily 

complete a 6-item questionnaire about accommodations.  In addition to the questionnaire, 

the teachers were provided with a disclosure form (Appendix B) and a cover letter 

(Appendix C) that described the purpose of the questionnaire. The questionnaire was 
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emailed to teachers of English language learners from the five middle schools by the 

district office. Confidentiality was assured because no personal identifier information was 

collected by the researcher. 

Instrumentation 

Information used in the development of the Arizona Instrument to Measure 

Standards Dual Purpose Assessment was derived from facts provided by the AIMS-DPA 

Arizona Technical Report (CTB/McGraw-Hill, 2006), an Alignment Analysis of Arizona 

Academic Standards and Assessments Report (D’Agostino, Welsh, & Cimetta, 2005), 

and The Terra Nova (CTB/McGraw-Hill , 2001).  Since 1999, the AIMS-DPA 

assessment has been used to assess student performance in content areas to determine 

whether students meet the standards of the Arizona curriculum.    

Description of AIMS-DPA 

 The Arizona Instrument to Measure Standards - Dual Purpose Assessment is a 

state-wide assessment administered each spring in grades 3 through 8
 
and contains both 

criterion-referenced and norm-referenced test items.  According to the AIMS-DPA 

Arizona Technical Report, the purpose of this assessment is to measure academic 

proficiency on grade level content standards in reading, writing, and mathematics 

(CTB/McGraw-Hill, 2006). Test items are either written by Arizona teachers or matched 

from The Terra Nova, which is based on the Arizona content standards and is a 

representative sample of content. Known as a norm-referenced assessment, the second 

edition of The Terra Nova contained test items that are both criterion-based and  
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norm-based (CTB/McGraw-Hill, 2001). Both the AIMS-DPA and The Terra Nova test 

administration manuals have considered accommodations for students with disabilities 

and students identified as English language learners as part of the administration 

procedures. The accommodations are used to support student characteristics and do not 

affect the content being assessed, resulting in a performance that produces a valid test 

score.  

Score Interpretation  

The performance score of students differed among grade levels and were reported 

as both scale scores and normative scores.  An individual student’s academic proficiency 

reflects a skill level based on the objectives derived from the content standards. The level 

of skill proficiency derived from the scale scores helps to provide data and information 

for instructional programs.  The normative score refers to the level of competence on the 

State content standards, which is compared to same grade peers and associates a level of 

knowledge within a content area (ADE, July, 2007).  For 6
th

 graders, the scale scores in 

reading can range from 250 to a maximum of 690. For 7
th

 graders, a reading score can 

start at 260 with a maximum score of 720.  When a group of students must meet the same 

common standard and are ranked accordingly, then score comparability is essential to 

compare group of students based on obtained test scores.  For score interpretation to be 

valid and meaningful, the principles of validity must continually focus on re-evaluation 

of data.  
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Description of Questionnaire 

 A questionnaire was developed to gather information regarding accommodation 

use with English language learners (ELL) (see Appendix A). The Arizona 

accommodation policy identifies six accommodations designated for use by ELL students   

(ADE, January 2007). Two open-ended questions asked teachers of ELL students (a) if 

specific accommodations were needed by ELL students in order to demonstrate 

knowledge and skills on standardized assessment and (b) to provide an estimated 

percentage of ELL students who used the accommodation.  Prior to distribution, this 

researcher, an experienced university researcher and two ELL teachers reviewed the 

questionnaire.  The content and format were evaluated for appropriateness and to provide 

evidence of content-related validity. The ELL teachers voluntarily completed the 

questionnaire.  The questionnaire contained six questions with a yes or no response, a 

statement of percentage of students that received the accommodation and a statement of 

necessity for participation (Appendix A).  The teachers self-reported an estimation of 

percentages for students receiving accommodations during assessment and a reason for 

the necessity for accommodations.  

Validity. Validity is an important and meaningful characteristic for a reliable and 

valid assessment. Student characteristics should be considered when assigning 

accommodations to support identified needs. The flexibility of presentation, delivery and 

administration allows the integrity of the content assessed to be maintained through 

accommodations that align with and support students’ needs (Ketterlin-Geller, 2008). A 

large-scale assessment will systemically collect and use scores to evaluate student 
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proficiency which results in valid inferences made about students’ knowledge and skills. 

Test score validation is an ongoing process where the validity is based on the proposed 

use of the content being assessed (Messick, 1994). For example, the purpose of the test 

items within the content being assessed is to elicit individual responses. The interactions 

among student characteristics, features of the test items and demands of the task 

presented are part of the content being assessed which either supports or negates the 

meaning attached to the resulting scores. Validity is systemically addressed and results in 

comparable interpretations of scores for different student groups. 

 The alignment analysis study of the AIMS-DPA with the Arizona State content 

standards found that selected test items aligned with the performance objectives specified 

for each content standard. The content areas were comprised of test items considered 

acceptable to evaluate academic knowledge and skills (D’Agostino et al., 2005).  The 

AIMS-DPA assessment contains 54 multiple-choice responses that provide a 

representative sampling of the reading domain. This reading assessment had 39 criterion-

based reading items and 15 reading and language arts norm-referenced items from The 

Terra Nova. The specific content areas being assessed has corresponding test items used 

to measure proficiency to obtain a performance based score.  This score has validity and 

is a reasonable, meaningful interpretation of academic proficiency. 

For students with disabilities and English language learners, the characteristics 

exhibited by these students in learning and language can introduce sources of construct 

irrelevant variance.  These characteristics may prevent interactions with the test items 

that affect accurate measurement of content knowledge and skills and influence the 
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validity of the score (Ketterlin-Geller, 2008). The appropriate use of accommodations to 

support individual needs can increase the validity of interference drawn from the scores 

and reduce sources of construct irrelevance.  For example, a student may have difficulty 

decoding or comprehending written text at grade level. Accommodations used might 

include using simplified language, reading aloud items, or using a dictionary. The focus 

of large-scale assessments derives a sampling of student skills and knowledge in each 

content area. With the variation in student sampling, unforeseen variables may affect 

accommodation use and possibly influence test scores.  

Data Collection and Analysis 

The school district’s Research and Assessment Office provided a data-set of 

reading scores for 6
th

 and 7
th

 graders at each of the five middle schools. Data from the 

spring 2007 administration of the reading segment of the AIMS-DPA were used to 

answer the research questions.  The data set included: grade (2006-2007), 

accommodation codes, reading scale scores, language status, and disability status.  This 

data-set represented five middles schools with a population of approximately 2,717 

students in grades 6
th

 and 7
th

 (ADE, February 2007). No personal identifiers were 

included.  Information about accommodations use by two student groups, students with 

learning disabilities, and students identified with learning disabilities who are English 

language learners, was collected from an accommodation checklist.  The accommodation 

checklist identified accommodations to be provided during large-scale assessments.  

A questionnaire was emailed to teachers of English language learners at the 

middle school level by the district office (Appendix A). No personal identifiers were 
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required because information regarding accommodations was not routinely collected for 

English language learners.  The purpose of the questionnaire was to ask the teachers of 

English Language learners directly about accommodations provided during large-scale 

assessments of their students, to estimate the percentage of ELL students who received 

accommodations and whether the teachers considered a specific accommodation as 

necessary for participation. The results of the questionnaire were used to describe 

accommodations provided to English language learners during the administration of the 

reading assessment. 

Research Design 

This study examined post hoc data comprised of reading scores from the 2007 

version of the AIMS-DPA assessment and descriptive data collected by a teacher 

questionnaire to investigate the research questions. For this study, a comparative group 

design was used to examine a sample of reading achievement scores (dependent variable) 

obtained from four student groups (independent variable) with information about other 

variables (type of accommodations, number of accommodations and identified disability 

with limited English skills).  The population sample included 6
th

 and 7
th

 grade students 

from five different middle schools within one school district who participated in the 

spring 2007 administration of the AIMS-DPA assessment.  Participants were divided into 

four student groups based upon predetermined status (ELL, LD, ELL/LD, or GENED). 

Teachers of English language learners from the five middle schools were surveyed about 

accommodations for their student group (Appendix A). A descriptive analysis was chosen 
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because of the need for a description and documentation of accommodation use for an 

unknown student group. 

Descriptive data were tabulated for analysis based on type and number of 

accommodations provided with additional qualitative data collected from the ELL teacher 

questionnaire. SPSS 16.0, a statistical software program, was used to conduct the analysis 

of the data involving different sample groups. An analysis of variance (ANOVA) was 

conducted to explore differences in the mean reading scores and whether accommodation 

use and the reading performance of student groups had any significance. A multiple 

regression and appropriate statistical correlations were conducted to assess the 

relationship between the reading score and grouping of test accommodations and number 

of accommodations.   

Variables 

 The independent variables in this study were (a) student groups: students with 

learning disabilities (LD), English language learners with learning disabilities (ELL/LD), 

English language learners (ELL), and English speakers from the general student 

population (GENED), (b) type of accommodations; and (c) number of test 

accommodations.  The dependent variable was the student reading scores obtained on the 

AIMS-DPA reading assessment.  

Three types of analysis were conducted to answer the research questions:  

Analysis 1 

1. What test accommodations were provided to each student group (ELL/LD, LD and 

ELL) in the 6
th

 and 7
th

 grades? 
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2. What number of test accommodations was provided to ELL/LD students in the 6
th

 and 

7
th

 grades? 

3. What accommodations did teachers implement with ELL students who participated in 

the reading assessment in the 6
th

 and 7
th

 grades? 

To formulate a response to questions 1-3, descriptive data were gathered from an 

accommodations checklist for LD students and for students labeled as both ELL and LD. 

A questionnaire was completed by teacher of ELL students regarding accommodation use 

(Appendix A). A frequency distribution of accommodations identified the type of 

accommodations and the number of accommodations provided to specific student groups.  

The ELL teachers self reported an estimated percentage of accommodations provided and 

a reason of necessity for an accommodation.  These individual comments made by ELL 

teachers indicated whether accommodations were necessary or not necessary for 

participation in large-scale assessments.     

Analysis 2 

4. Is there a relationship between the type of test accommodations provided and the  

 

reading score of ELL/LD students? 

 

5. Is there a relationship between the number of test accommodations provided and the 

reading scores of ELL/LD students?  

The school district provided the data set that included fields necessary to answer 

the research questions: special education status, English language learner status, reading 

scores, accommodation code (standard or none).  Descriptive data of type of 

accommodations and number of test accommodations provided for ELL/LD students was 
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collected by the researcher.  A multiple regression and additional correlation analyses 

were used to explain what variables (timing, setting or presentation and the number of 

accommodations) helped to predict if accommodations were related to the dependent 

variable (reading score).  

Analysis 3  

6. Are there differences among the mean group scores on an AIMS-DPA reading 

assessment for the 6
th

 and 7
th

 graders when accommodations are provided for:  

1. ELL students with learning disabilities (ELL/LD),  

2. English speakers with learning disabilities (LD),  

3. ELL students with no learning disabilities (ELL), compared to 

4. English speakers (GENED) with no learning disabilities and no accommodations 

provided?  

The school district provided the data set that included fields necessary to answer 

the research questions: special education status, English language learner status, reading 

scale scores and accommodation code (standard or none). An analysis of variance 

(ANOVA) model was used to examine the differences among the reading mean scores by 

student groups and the amount of variation that might have existed within and among the 

student groups.  

Summary 

A post-hoc research design was used to analyze data previously collected by the 

school district. A comparative group design with descriptive statistics and statistical 

procedures was used to investigate six research questions. Analysis of variance 
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(ANOVA), multiple regression and correlation analyses were used to explore the fixed 

variables. These variables are defined as four different student groups, a mean score in 

reading for each group and accommodation use was analyzed by student group and by 

grade level. Data were collected from an accommodations checklist for those student 

groups where documentation was available. Students identified with learning disabilities, 

marked as being limited English proficient, and used accommodations documented as 

part of their Individualized Education Program.  The accommodation use by ELL 

students required additional information due to inconsistent documentation.  This 

accommodation data was obtained from a questionnaire completed by teachers of ELL 

students.    
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CHAPTER FOUR 

RESULTS 

Purpose of the Study 

The purpose of this study was to examine post hoc data on accommodations used 

by students with learning disabilities who were second language learners and their 

performance on a reading assessment. The reading assessment was part of the Arizona 

Instrument to Measure Standards-Dual Purpose Assessment (AIMS-DPA) for students in 

grades 6 and 7, who were participants during the spring of 2007.  

The first three questions of the study dealt with the frequency of accommodations 

provided to different student groups, including English language learners with learning 

disabilities (ELL/LD) and English language learners (ELL). Questions 4 and 5 

investigated accommodations used by ELL/LD students and whether type or number of 

accommodations made a difference on reading performance. The final question of the 

study compared the mean differences among reading scores for each student group. 

Listed below are the research questions followed by the findings from the data analyses.  

Test Accommodations 

Question 1 

What accommodations were provided to each student group (ELL/LD, LD and 

ELL) in the 6
th

 and 7
th

 grades?  The accommodations that were provided to students 

identified as English language learners with learning disabilities (ELL/LD), students 

identified with learning disabilities (LD) and students identified as English language 

learners (ELL) used on a standardized assessment were either previously documented or 
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data were compiled from a questionnaire completed by ELL teachers.  The data received 

from the school district included both universal and standard accommodations for 

ELL/LD and LD students. No information was available for the ELL students regarding 

use of universal accommodations.  The Arizona accommodation policy identified six 

standard accommodations for use by ELL students. The standard accommodations data 

was collected from the questionnaire on accommodations provided to ELL students. The 

accommodation information was transferred into the SPSS 16.0 program. The frequency 

by percentages was derived for each identified accommodation by total number of 

students in each group.  Percentages were rounded to the nearest whole number.   Any 

comparison among student groups was not based on statistical differences, but was a 

description of the relative percentages of accommodations used by each student group.  

The student groups were separated by grade level and by designated grouping. Test 

accommodations were rank ordered in frequency by each student group and by grade 

level.  

 Universal accommodations were provided to 73 students identified as ELL/LD 

and 46 students identified as LD in the 6
th

 grade (Table 1) and to 66 students identified as 

ELL/LD and 70 students identified as LD in the 7
th

 grade (Table 2).  For ELL students, 

information was not available regarding Universal accommodations provided at either the 

6
th

 or 7
th

 grade. The two universal accommodations provided frequently to either ELL/LD 

or LD students regardless of grade level were extended testing time and repeat directions. 
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Table 1  

 

Frequency of Universal Accommodations Received by Two 6
th

 Grade Groups 

_______________________________________________________________________ 

 

                                                                ELL/LD                              LD 

                                                            ___________                  ___________         

 

Accommodations                                n=73        %                    n=46         % 

_______________________________________________________________________ 

 

Change in Timing or Scheduling 

     Extended time 

 

   72     98.6       45 97.6 

Change in Test Setting 

     Administer in a separate  

     location; Use a study carrel 

 

   19     26.0       10 21.7 

    Student given preferential 

    seating 

 

   18     24.7       11 23.9 

    Administer test under   

    special lighting 

 

     1       1.4         0     0 

Change in Test Presentation 

     Repeat directions 

 

   63     86.3       38 82.6 

     Familiar administrator    38     52.1       22 47.8 

 

_______________________________________________________________________ 
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Table 2 

 

Frequency of Universal Accommodations Received by Two 7
th

 Grade Groups 

 _______________________________________________________________________ 

                                                                     

                                                                   ELL/LD                                LD 

                                                             ____________                  ___________  

 

 Accommodations                                  n=66          %                    n=70        % 

_______________________________________________________________________ 

 

Change in Timing or Scheduling  

    Extended time 

 

   65     98.5     68    97.1 

Change in Test Setting 

      Administer in a separate   

      location; Use a study  

      carrel 

 

   21     31.8       9    12.9 

      Student given  

      preferential seating 

 

   16     24.2     13    18.6 

      Administer test under 

      special lighting 

 

     0       0       0      0 

Change in Test Presentation 

      Repeat directions 

 

  57     86.4     61    87.1 

      Familiar administrator 

 

  32     48.5     37    52.9 

 _______________________________________________________________________ 

 

Standard accommodation use in 6th grade was 60
%

 or higher for all three student 

groups (see Table 3).  Six accommodations were identified for 73 ELL/LD students. The 

accommodations provided most often were: 

1. more breaks (89.0%);  

2. read items for math or writing in English (72.6%);  
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3. administer in shorter session (71.2%);  

4. administer in a small test group (69.9%);  

5. read or sign directions (65.8%); and  

6. clarify or simplify language in directions in English (61.6%).  

For the 46 students identified as having learning disabilities, five accommodations 

were used by 60% or more of the students. The accommodations provided most often 

were:  

1. more breaks (82.6%);  

2. administer in shorter session (78.2%); 

3. administer in a small test group (73.9%);  

4. read or sign directions (65.2%); and  

5. read items aloud in math or writing in English (60.9%).   

For the 204 students identified as ELL learners, three out of six standard 

accommodations were used by more than 60% of the students. These three 

accommodations were (a) exact oral translation of directions as needed upon student 

request (82.0%), (b) read items aloud in math or writing in English (82.0%); and (c) more 

breaks (64.0%).  
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Table 3 

 

Frequency of Standard Accommodations Received by 6
th

 Grade Student Groups 

________________________________________________________________________  

 

                                      ELL/LD                  LD                    ELL 

                                                        __________         __________      __________ 

 

Accommodations                         n=73   %            n=46    %        n=204    % 

________________________________________________________________________ 

 

Change in Timing or Scheduling  

 

       

      More breaks 

 

65  

 

89.0 

 

38  

 

82.6 

 

131 

  

 64.0 

      Administer in shorter sessions  

 

52 71.2 36 78.2   

Change in Test Setting  

       

      One to one testing 

   

  8 

 

11.0 

   

  3 

   

  6.5 

   

  73 

 

 36.0 

      Administer in a small group 

 

51 69.9 34 73.9 

Change in Test Presentation  

      

     Read or sign directions 

 

48 

 

65.8 

 

30 

 

65.2 

  

     Exact oral translation of directions   

     in English 

21 28.8 11 23.9 167   82.0 

     Student uses place marker 25 34.2 20 43.5   

     Clarify or simplify language in  

     directions  

45 61.6 24 52.2   94   46.0 

     Provide translation dictionary 11 15.1   4   8.7 112   55.0 

     Read items aloud in math or writing 

     in English 

53 72.6 28 60.9 167   82.0 

     Exact sign language interpretation of  

     math and writing 

 

  1   1.4   0   0   

Change in Response to Test Questions  

      

     Read or dictate responses to a scribe  

  

  4   

   

  5.5 

   

  2 

   

  4.3 

  

 

________________________________________________________________________ 
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Standard accommodations used by 7th grade students are presented in Table 4.  

For 66 ELL/LD students, two accommodations were used by more than 60%. The 

accommodations provided most frequently were: administer in a small test group  

(81.8 %), and more breaks (66.7%).   For the 70 students identified with learning 

disabilities, four accommodations were received by 60% of the students. These 

accommodations were:  

1. more breaks (72.9%);  

2. read items for math or writing in English (62.9%);  

3. administer in shorter session (61.4%); and  

4. administer in a small test group (60.0%).  

For the 206 students identified as ELL students, three out of six standard 

accommodations were used by more than 60% of the students.  The accommodations 

were exact oral translation of directions as needed upon student request (82.0%), clarify 

or simplify language in directions in English (82.0%), and more breaks (64.0%).  More 

6
th

 grade ELL/LD students used a greater number of accommodations. Percentage 

differences by student group were noticed regarding accommodations use. The additional 

accommodation use ranged from 5.0% to 1.4%, which differed by student group and 

grade.  
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Table 4 

 

Frequency of Standard Accommodations Received by 7th Grade Student Groups  

________________________________________________________________________ 

 

             ELL/LD                  LD                   ELL  

                                     ________       __________        _________ 

  

Accommodations                                n=66     %          n=70     %        n=206    %  

_______________________________________________________________________ 

 

Change in Timing or Scheduling  

 

       

      More breaks 

44 66.7   51 72.9 132 64.0 

      Administer in shorter sessions 

 

38 57.3   43 61.4   

 Change in Test Setting  

       

      One to one testing 

  3   4.5     3   4.3   74 36.0 

      Administer in a small group 

 

54 81.8   42 60.0 

Change in Test Presentation  

       

      Read or sign directions 

27 40.9   19 27.1   

      Exact oral translation in English 12 18.2     5   7.1 169 82.0 

      Student uses place marker   9 13.6     6   8.6   

      Clarify or simplify language in 

      directions  

31 47.0   28 40.0 169 82.0 

      Provide translation dictionary   7 10.6     3   4.3 113 55.0 

      Read items aloud in math or writing 37 56.1   44 62.9   95 46.0 

      Exact sign language interpretation of   

      math and writing 

 

  0   0     0   0   

Change in Response to Test Questions  

      

      Read or dictate responses to a scribe  

   

  4 

   

  6.1 

 

    1 

 

  1.4 

  

 

________________________________________________________________________ 
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Number of Test Accommodations 

 

Question 2 

 What number of accommodations was provided to ELL/LD students in 6
th

 and 7
th

 

grades? The number of accommodations and corresponding percentages of 6
th

 and 7
th

 

graders who received 1-16 accommodations are shown in Table 5.  Percentages have 

been rounded to the nearest tenth.  For 6
th

 grade ELL/LD students, a consistent number of 

students were noted for each range of accommodations with similar corresponding 

percentages which reflected a normal distribution. A total of 22 (30.1%) students 

received 4-6 accommodations. Twenty-four (32.8%) students received 7-9 

accommodations and 22 (30.1%) students received 10-15 accommodations. One student 

received 16 accommodations, which included a change in response format to test 

questions.  

The greatest percentages of 7th grade ELL/LD students were given 4 to 6 

accommodations. Generally, a skewed distribution occurred with a large percentage 

found in 4-6 accommodations and decreasing percentages followed. The highest number 

of students (28) or 42.5% of the group received 4-6 accommodations.  Twenty students 

were provided 7-9 accommodations for 30.2%.  Eleven students were provided with 10-

15 accommodations, which accounted for 16.6% of the student group.  
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Table 5 

 

Number of Accommodations Received by 6
th

 and 7
th

 English Language Learners with 

Learning Disabilities  

________________________________________________________________________ 

 

                    6
th

 Grade                              7
th

 Grade 

                        ________________           ________________ 

       Number of 

   Accommodations               n= 73             %                     n= 66               %    

________________________________________________________________________ 

     
1 – 3    4  5.5      7          10.6 

     
4 – 6   22 30.1    28          42.5 

     
7 – 9  24 32.8    20          30.2 

     
10 – 15  22 30.1    11          16.6 

     
16    1  1.4     0            0 

 

  _______________________________________________________________________ 

 

 

For each grade, five accommodations were consistently identified as being 

provided to students. These five accommodations were (a) more breaks; (b) administer in 

shorter sessions; (c) administer in a small group; (d) read or sign directions; and (e) read 

items for math or writing in English.  Available to all students was the accommodation 

“to clarify or simplify language in directions in English.” Students received this specific 

accommodation as part of a combination when four or more accommodations were 

assigned.  Additional accommodations provided were “use of a place marker,” “exact 

oral translation of directions as needed upon request,” and use of a “translation 

dictionary.”  For the ELL/LD group, the most frequently provided accommodations were 
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“extended testing time,” “preferential seating,” and “repeat directions,” and were 

provided in combination with other accommodations.    

English Language Learners Accommodations 

Question 3 

What accommodations did teachers implement with ELL students who 

participated in the reading assessment in 6
th

 and 7
th

 grades?  Teachers of English 

language learners (n=11) reported information about the administration of 

accommodations provided to ELL students.  The questionnaire contained open ended 

questions regarding an estimated percentage of administration for specific 

accommodations and a rationale as to why an accommodation was necessary for 

participation. Two teachers marked a 0% and did not write any comments.  The majority 

of teachers either marked a “yes” or “no” and the written comments were generally 

positive remarks with a few negative remarks.  A discrepancy emerged which is based on 

the percentages of accommodations provided by each teacher.  

On Table 6, the teachers reported percentages of students, who received specific 

accommodations. Each teacher reported a percentage ranging from 0% to 100% for each 

of the six accommodations selected for ELL students. At least 95% of the ELL students 

were allowed the accommodation of “more breaks.” The second most frequent 

accommodation administered by nine teachers was “to clarify or simplify in English.” 

The third accommodation recognized “small group administration and one-one-testing” 

and the fourth accommodation was “oral translation."  Five teachers allowed students 

usage of a “translation dictionary” and “read items in math or writing” with varying 
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percentages of accommodation use.  The estimated percentages provided by each teacher 

indicated a discrepancy among teachers. Two teachers did not provide any 

accommodations to their students, whereas, five teachers provided all six suggested 

accommodations to their students. 

Table 6 

Estimated Percentage of Accommodations Provided to English Language Learners  

by Teacher 

________________________________________________________________________ 

 

Accommodations         Teachers’ Individual Response of Estimated Percentage (n = 11)                                                                                       

________________________________________________________________________

            

             1         2        3       4       5       6       7      8      9     10    11      

________________________________________________________________________ 

 

More breaks 

 

100 

 

100 

 

100 

  

95 

  

95 

  

50 

   

20 

  

  0 

  

  0  

  

 0   

  

0 

 

Small group 

administration or one-

on-one testing 

 

 

  98 

 

 

  90 

 

 

  90 

 

 

80 

 

 

10 

 

 

  0 

 

 

  0 

 

 

  0 

 

 

  0 

 

 

 0 

 

 

0 

 

Clarify or simplify 

language in directions 

in English 

 

 

 

100 

 

 

100 

 

 

100 

 

 

 

 

95 

 

 

 

 

95 

 

 

 80 

 

 

25 

   

 

25 

 

 

10 

 

 

 0 

 

 

0 

Read aloud math or 

writing items in English 

 

 

 

100 

 

 

100 

 

 

  70 

 

 

50 

 

 

50 

 

 

  0 

 

 

  0 

 

   

  0 

 

 

  0 

 

 

 0 

 

 

0 

Provide a word for 

word published paper 

translation dictionary 

 

 

 

100 

 

 

  50 

 

 

  50 

 

 

10 

 

 

  3 

 

 

  0 

 

 

  0 

 

     

  0 

 

 

  0 

 

 

 0 

 

 

0 

Exact oral translation of 

directions as needed 

upon student request 

 

 

 

  95 

 

 

  95 

 

 

  95 

 

 

50 

 

  

25 

 

  

10 

 

 

  0 

    

      

  0 

 

 

  0 

 

 

 0 

 

 

0 

________________________________________________________________________ 
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Reasons provided by the teacher on why accommodations were necessary for 

ELL students are presented in Table 7 and Table 8.  A “yes” response indicated that a 

specific accommodation was provided and the teacher provided a rationale “why the 

accommodation was necessary” in Table 7. For example, “more breaks” was marked 

“yes” and the comment was “tests (especially reading) are long and overwhelming to 

students.”  Reasons provided for “clarify or simplify language in directions in English” 

referred to “understanding” the task presented.  Testing in a “small group or in a one-on-

one situation” provided reasons related to a comfort level of “feeling safe and more 

open,” and “lowered affective filter.” The accommodation “exact oral translation of 

directions needed upon student request” was interpreted by one teacher to “clarify 

directions” or “ask for assistance” which could be considered a positive trait that 

indicated desire and effort on the part of the student.   

On Table 8, a reason was stated for why the accommodation was necessary even 

though the teacher marked “no” to administering the accommodation. For example, 

“translation dictionary” was marked “no” for use during assessment but this teacher used 

a translation dictionary during instruction to assist with understanding language concepts.  

Another example of accommodations not used during assessment is “more breaks” but a 

rationale for necessity of breaks referred to the time needed to translate test items. This 

teacher commented “because they have to try to translate most of the test components. 

This is tiring and exhausting.”  For accommodations of “small group administration or 

one-on-one testing,” there were no written comments. 
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Table 7 

 

Teacher Rationale for Providing Accommodations to English Language Learners  

________________________________________________________________________ 

 

Accommodations        Rationale for Using Accommodations (Yes)   

________________________________________________________________________ 

 

More breaks 

 

Increased task demands (language) mean more effort is required.  

Results in greater fatigue. Tests are long and overwhelming. 

Reduces stress level. Anxiety relief is essential for accurate 

testing. Need extra time to decipher the questions being asked of 

them.  

 

Small group 

administration or 

one-on-one testing 

They feel safer and more open to answering without worrying.  

Need one-on-one testing.  It is imperative that non-English 

speakers be in a small group in order to process things better.  It 

takes some of the fear and stress away from the testing 

experience. The affective filter for ELL’s is lower.  

 

Clarify or simplify 

language in 

directions in  

English 

Make sure they understand the process and directions. 

Understand the assignment. ELL students are not accustomed to 

hearing some of the vocabulary in the directions and need more 

clarification.  They could misinterpret the directions and what or 

how they need to know to complete the assessment. All students 

are vulnerable to error due to poor or incorrect reading of 

directions. 

 

Read aloud math 

or writing items in 

English 

They understand the questions better when someone else reads. 

Often ELL’s cannot pronounce an item, they lose its meaning 

when they know the meaning.  

 

Provide a word for 

word translation 

dictionary 

The test focuses on content not language. They can locate 

difficult words to read or write. Students may know what Spanish 

word to use, but not know its English translation. 

 

Exact oral 

translation of 

directions as 

needed upon 

student request 

They could look up the words in Spanish and translate them into 

English (used in writing only). Used only for directions – to 

reinforce what needs to be done. Clarify the directions. 

 

________________________________________________________________________
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Table 8 

 

Teacher Rationale for not Providing Accommodations to English Language Learners 

________________________________________________________________________ 

 

Accommodations        Rationale for not Using Accommodations (No) 

________________________________________________________________________ 

                                         

More breaks 

 

 

Testing is exhausting. They finish early, so I do not feel the need 

to provide additional breaks.  

Because they have to try to translate most of the test 

components. This is tiring and exhausting. 

 

Small group 

administration or 

one-on-one testing 

 

 

 

Clarify or simplify 

language in 

directions in 

English 

 

Language patterns in the test are very sophisticated and difficult. 

Distracts from their ability to demonstrate content area 

knowledge. 

 

 

Read aloud math 

or writing items in 

English 

The test is not assessing students’ reading skills: Reading the 

question allows students to focus on content of question. They 

understand instructions better when they both see it and hear it at 

the same time. 

 

 

Provide a word for 

word translation 

dictionary 

(In class) Dictionary is used 100% during instruction; The use of 

this tool correlates with good thinking. It may help to clarify key 

concepts or terms being used in the test questions. 

 

 

Exact oral 

translation of 

directions as 

needed upon 

student request 

 

Asking for assistance is a positive student skill that indicates 

desire and effort and is in my observation an indicator of better 

performance.   

________________________________________________________________________ 
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Test Accommodations and Reading Scores 

Question 4 

 Is there a relationship between the type of accommodations provided and the 

reading scores of ELL/LD students? Multiple regression and correlation analyses were 

conducted to determine whether the predictor variables were related to reading 

performance in English language learners with learning disabilities.  The data included 

the reading scores from the standardized reading assessment and the accommodations 

grouped into the following categories: timing, setting, and presentation. One case was 

eliminated from the analyses because this participant’s score was reported incorrectly in 

the data-base (i.e., was above the ceiling score of this reading assessment).  

Pearson’s correlation coefficients were calculated to determine if reading 

performance and accommodations by category were related: timing accommodations  

(M = 1.43, SD = 25.21); setting accommodations (M = .83, SD = .53); and presentation 

accommodations (M = 1.57, SD = 1.27).  All three predictor variables (timing, setting and 

presentation) were entered simultaneously into the analysis. Accommodations in the 

“timing” (r = .01, p = .44) and “setting” (r = -.07, p = .20) categories were not 

significantly related to reading performance, but timing had a modest positive trend and 

setting had a small negative trend. The “presentation” accommodations were negatively 

related to reading performance (r = -.15, p = .04).  The following “presentation 

accommodations” were negatively (but not statistically) related to reading performance: 

“reading or sign directions” (r = -.10, p = .10) and “clarify or simplify language used in 

directions in English” (r = -.10, p = .10). Two accommodations were significantly 
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negatively related to reading performance: “repeat directions” (r = -.22, p = .004) and 

“read items for math and writing” (r = -.14, p = .05). Thus, the assumption that a single 

accommodation or a group of accommodations in the categories of “timing,” “setting,” or 

“presentation” were correlated with reading performance was not supported.     

The overall contribution of each of the three predictor variables (timing, setting, 

and presentation accommodations) to reading performance was examined with a multiple 

regression analysis.  The results indicated that the three predictor variables in the 

categories of timing, setting, and presentation explained only 2.5% of the variance in 

reading performance (R = .16, R² = .025, p = .33).   

Question 5  

Is there a relationship between number of accommodations provided and the 

reading scores of ELL/LD students? Correlations and multiple regression analyses were 

conducted to determine whether there was a relationship between the number of 

accommodations provided and reading performance for ELL/LD students.  The data 

included reading scores from the standardized reading assessment and the number of 

accommodations allowed each student in three categories: timing, setting, and 

presentation. One case was eliminated from the analyses because the participant’s reading 

score was reported above the ceiling score of the reading assessment.  

Pearson’s correlation was used to help compare the association between reading 

performance (M = 431.51, SD = 25.21) and number of accommodations (M = 7.59, SD = 

3.46).  As each predictor variable was analyzed, the number of accommodations and the 

predictor variables (timing, setting, and presentation) were statistically relevant and 
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strongly correlated to reading performance. The number of “timing accommodations” 

was positively correlated with reading performance (r = .48, p < .001) as was the number 

of “setting accommodations” (r = .60, p < .001) and the number of “presentation 

accommodations” (r = .88, p < .001).   

An additional analysis investigated the relationship between number of each 

category of accommodations and the reading scores using Spearman rank order 

correlations.  The Spearman’s Rho results revealed a strong positive correlation among 

the predicator variables: timing, setting, and presentation.  The number of “timing 

accommodations” (rs = .49, p < .001); “setting accommodations” (rs = .55, p < .001); and 

“presentation accommodations” (rs = .82, p < .001) were positively related to reading 

scores. 

   A multiple regression analysis examined whether the number of accommodations 

in the categories of timing, setting, and presentation were significant factors in reading 

performance. The number of accommodations found within each category (timing, 

setting, and presentation) (M = 7.59, SD = 3.45) and reading scores (M = 431.51, SD = 

25.21) were not significantly related to reading performance (R = .085, R² = .007, p = 

.32). The number of accommodations in each category (timing, setting, and presentation) 

and the reading scores together accounted for 8.5% of the variance in reading 

performance.  

Question 6 

 Are there differences among the mean group scores on an AIMS-DPA reading 

assessment for 6
th

 and 7
th

 graders when accommodations are provided for:  
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1. ELL students with learning disabilities (ELL/LD),  

2. English speakers with learning disabilities (LD),  

3. ELL students with no learning disabilities (ELL), when compared to 

4. English speakers (GENED) with no learning disabilities and no accommodations 

provided?  

An analysis of variance (ANOVA) was used to test for mean differences in 

reading performance among four student groups by grade level.  The means and standard 

deviations for reading scores by student group and grade level are presented in Table 9.  

Each group had a mean reading score that differed from another group and differed 

between grades.  The total mean differences are noted for a combined student grouping of 

both 6
th

 and 7
th

 graders.  In general, 6
th

 grade total reading scores (M = 476.61, SD = 

43.29) were lower than the mean reading scores for 7
th

 grade total (M = 492.39, SD = 

45.62).  The 6
th

 grade ELL/LD group obtained lower reading scores than the 7
th

 grade 

ELL/LD group. 
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Table 9 

 

Mean and Standard Deviations of Reading Scores for Four Student Groups  

by Grade Level 

________________________________________________________________________ 

 

Grade        N                   Student Group             M                  SD 

________________________________________________________________________ 

 

  6   204   ELL     444.52    32.26 

  112   LD     453.26    35.68 

    83   ELL/LD     422.43    21.75 

  903   GENED      491.74    38.33 

 

1302 

 

6 TOTAL 

 

    476.61 

 

   43.29 

     

  7   211   ELL     454.15    29.31 

  120   LD     468.27    40.51 

    79   ELL/LD     438.44    25.48 

  919   GENED      508.96    40.12 

 

1329 

 

7 TOTAL 

 

    492.39 

 

   45.62 

     

 

 6 & 7 

TOTAL 

  415   ELL     449.42    31.13 

  232   LD     461.02    38.90 

  162   ELL/LD     430.24    24.90 

1822   GENED      500.43    40.17 

 

2631 

 

  TOTAL 

 

    484.59 

 

   45.17 

________________________________________________________________________ 

 

Table 9 shows the reading scores for 6
th

 and 7
th

 graders by student group. Overall, 

the general education group obtained the highest reading scores (see Figure 1;  

M = 500.43, SD = 40.17) than the other three groups and the ELL/LD group had the 

lowest reading scores (M = 438.44, SD = 25.432).  
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______________________________________________________________________ 

ANOVA’s were conducted to compare two independent variables, grade level (6
th

 

or 7
th

) and students groups (ELL, LD, ELL/LD, GENED), with the dependent variable, 

reading score. All assumptions for normality and absences of outliers were met. The 

assumption of the homogeneity of variances was not met so a more stringent alpha level 

of .01 was used.  The reading scores of the four student groups differed significantly (F 

(3, 2,623) = 380.17, p < .001) (r = .32), partial η² = .30.  The ELL/LD students obtained a 

lower mean group score (M = 430.24, SD = 24.90) than the general education students 

(M = 500.43, SD = 40.17).  The reading scores also differed statistically by grade level 

and by student group (F (1, 2,623) = 45.08, p < .001) (r = .32), partial η² = .01. Thus, the 
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reading scores of each student group differed significantly from one another and by grade 

level.  The effect size was high among the student groups, but it was low when the groups 

were compared at grade level. The interaction effect between student groups and grade 

level was not statistically significant (F (3, 2,623) = 1.184, p < .31) (r = .32), partial  

η² = .00.  With a medium effect, 32% of the variance was explained by the difference 

among student groups and by grade level (see Table 10). 

Table 10 

Analysis of Variance on the Relationship Between Accommodations for Student Groups 

and Reading Performance 

________________________________________________________________________ 

 

Source    Sum of Squares          df      Mean Square        F               p        ES 

________________________________________________________________________ 

                        

Grade          62242.17          1   62242.17   45.08  .00 .017 

       

Student Group      1574598.26          3 524866.08 380.16  .00 .303 

       

Grade and 

Student Group 

 

           4902.40          3     1634.13     1.18  .31 .001 

Error 

 

         21354.52    2623     1380.61    

Total  623186480.0    2631     

________________________________________________________________________ 

 

Each of the four student groups (ELL/LD, ELL, LD, GENED) differed 

significantly from one another (one-way ANOVA; (F (3, 2,627) = 364.60, p = <.001). 

Overall, the reading performance of the general education students (M = 500.43, SD = 

40.17) was higher than that of the English language learners (M = 449.42, SD = 31.13) as 

well as students with learning disabilities (M = 461.02, SD = 38.90) and English language 
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learners with learning disabilities (M = 430.24, SD = 24.90).  A Tukey post-hoc 

comparison revealed statistically significant mean differences for each of the four student 

groups at p = <.05. Students who were English language learners with learning 

disabilities (M = 430.24, 95% [426.38-434.10]) obtained significantly lower reading 

scores than students who were English language learners (M = 449.42, 95% [446.41-

452.42]), students with learning disabilities (M = 461.02, 95% [455.99-466.05]), and 

general education students (M = 500.43, 95% [498.58-502.27]).    

Summary 

The data and the results of the statistical analyses for each research question were 

presented.  The frequencies of the various accommodations differed among the student 

groups. The accommodations frequently provided to ELL/LD students were the universal 

accommodations of “extended testing time” and “repeat directions” and two standard 

accommodations; “more breaks” and “administer in a small test group.”  By grade level, 

the pattern of accommodation frequencies differed among the ELL/LD groups. The 

accommodation “to clarify or simplify language in directions in English” was used by 

61% of the 6
th

 grade ELL/LD students and 47% of the 7
th

 grade ELL/LD students.  The 

accommodation “exact oral translation of directions as needed upon student request” was 

given to 28.8% of the 6
th

 grade ELL/LD students and 18.2% of the 7
th

 grade ELL/LD 

students.  For the ELL student groups, “exact oral translation” was provided to 82% of 

the 6
th

 grade students and to “clarify or simply language in directions in English” was 

provided to 46% of the 6
th

 grade students, whereas both accommodations were used by 

82% of the 7
th

 grade students.  
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A normal distribution of accommodations ranging from 4-15 was assigned to 6
th

 

grade ELL/LD students. The 7
th 

grade ELL/LD student group was clustered and spiked at 

4-6 accommodations. For both grade levels, five accommodations consistently provided 

were (a) more breaks; (b) administer in shorter sessions; (c) administer in a small group; 

(d) read or sign directions; and (e) read items for math or writing in English.  

The teacher responses indicated a rationale for necessity, regardless of whether 

the accommodation was used during testing or not.  One teacher used an accommodation 

as part of daily instruction; however, the accommodation was not provided during 

assessment.  Each teacher determined an estimated percentage of students who received 

the accommodation during testing. This percentage of accommodations provided varied 

among teachers who supported accommodation use to those teachers that did not support 

accommodations used during testing. For the majority of respondents, the 

accommodations were deemed necessary for participation by ELL students in order to 

demonstrate knowledge and skills.  

The predictor variables of timing, setting and presentation accommodations were 

weakly correlated with reading scores. In addition, the type of accommodations was not 

related to reading performance. However, the number of accommodations was positively 

and strongly correlated with reading performance.  Even though a strong correlation 

exists, a statistically significant relationship was not supported. Lastly, the mean scores 

for the four student groups indicated statistical significance based on the ANOVA. Each 

student groups’ mean reading score differed from the other and each student groups’ 

reading score also differed significantly from one another by grade level. The English 



  82 

 

language learners with learning disabilities presented lower reading scores when 

compared to learning disabled, English language learners, and general education students. 

The interaction among student groups and grade was not significant and indicated no 

relationship.  
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CHAPTER FIVE 

DISCUSSSION AND CONCLUSIONS 

The nature of the large-scale assessments used to measure academic learning does 

not take into account the diverse learning or language needs expressed by its participants. 

Limited studies on the identification of students, who are considered learning disabled 

and are second language learners, have inferred overlapping characteristics in learning 

and language needs. Selected accommodations used during assessment can either 

interfere or support the demonstration of knowledge and skills on a language-based task. 

Research on accommodation use by groups of students who have varying disabilities or 

are English language learners has produced mixed findings that either verify or question 

the accommodations provided (Abedi, 2006; Bolt & Thurlow, 2004; Shriner & Ganguly, 

2007). A variety of factors can influence student performance, especially for those 

students who have dual classifications. This chapter presents a brief summary of the 

results, followed by a discussion of the findings related to accommodations, reading 

scores and group comparisons.  Limitations of the study are noted and recommendations 

for future research are offered.  

Summary 

The purpose of this descriptive study was to gain additional knowledge about 

accommodation use by students with learning disabilities who are second language 

learners by determining what accommodations were provided and whether the 

accommodations used were related to reading performance.  In the school district where 

the study took place, the Individualized Education Program (IEP) included a document of 
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planned accommodations for students identified with a learning disability. An additional 

category was marked on the IEP, if the student met the criteria for an English language 

learner.  These second language learners with learning disabilities were assigned 

universal and standard accommodations as part of their IEP.  District documentation was 

unavailable for universal and standard accommodations provided to individual ELL 

students. A 6-item questionnaire based on the Arizona Accommodation Policy for 

English language learners reflected accommodation use with ELL students (see Appendix 

A). This questionnaire was completed voluntarily by the teachers of ELL students. The 

teachers’ perception of the necessity to provide specific accommodations to ELL students 

was self-reported.  Accommodations used during assessments were reported by the 

teachers administering the assessments and they also provided an estimated percentage of 

accommodation use with their ELL students.  

A post hoc analysis of reading scores obtained for 6
th

 and 7
th

 graders and 

accommodation data were used to examine accommodations assigned to ELL/LD 

students and outcomes in relation to their test scores. Six research questions were 

addressed in this study. The first question was about the accommodations provided to 

three different student groups (LD, ELL, ELL/LD).  Descriptive statistics were based on 

the frequencies of documented accommodations.  Accommodation information for ELL 

students was reported by ELL teachers. The next two questions referred to whether the 

type of accommodation or the number of accommodations provided to ELL/LD students 

were linked to the obtained reading scores.  Multiple regression analyses were conducted 

to determine whether reading performance was related to a specific type or a specific 
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number of accommodations for ELL/LD students.  The mean reading scores for four 

student groups (LD, ELL, ELL/LD, GENED) were analyzed to determine whether each 

group’s mean scores were statistically different. An analysis of variance was used to 

determine mean differences in reading performance among the four student groups by 

grade level. Several unexpected results were found based on the variability in the data.    

Discussion 

Accommodations 

 Descriptive statistics were used to compare the frequencies of accommodations 

assigned to each student group. The frequency of each type of accommodation varied by 

grade level and reflected differences in the use of accommodations by ELL/LD, LD, and 

ELL students. Separate accommodation guidelines set forth by the State of Arizona were 

implemented by the district for special education students and English language learners. 

At the time of data collection, there was no written guidance on how to integrate the 

guidelines for special education and ELL students and a formal decision-making process 

to address the dual needs of ELL/LD students.  Researchers have suggested that a lack of 

a formal process to make accommodation decisions often creates an inconsistency in the 

appropriateness of accommodations.  Albus and Thurlow (2007) reviewed state 

accommodation policies and found that many States were in the beginning stages of 

identifying the needs of English language learners with disabilities.  Recently in Arizona, 

guidance was published to help determine language acquisition services for ELL students 

with disabilities with the IEP team member determining the services provided and 

making accommodation decisions (ADE, August, 2008). Using a multi-disciplinary team 
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approach, the IEP document should address services, accommodations, assessment and 

recommendations.  

An unexpected finding of this study was the large variation in the type of 

accommodations assigned to student groups by grade level. A greater proportion of 

accommodations (timing, setting, presentation and response) were assigned to 6
th

 graders 

than to 7
th

 graders. ELL students received a high percentage of language related 

accommodations in the “presentation” category. ELL/LD and LD students were 

frequently assigned non-linguistic accommodations found in “timing” and “setting” 

categories.  ELL/LD and LD students were assigned a low percentage of “presentation 

accommodations.”  

The percentages of “presentation accommodations” that support language-based 

tasks varied considerably by student group and by grade level. Three language-related 

accommodations were evenly distributed among 6
th 

grade ELL/LD students. The 6
th

 

grade LD students were assigned language-related accommodations, but a much lower 

percentage.  When compared to 7
th

 grade ELL/LD students, these students were assigned 

even fewer language-related accommodations.  The most common accommodation 

assigned to 7
th

 grade LD students was “read items aloud in math and writing.”  The 6
th

 

and 7
th

 grade ELL students were assigned a high percentage of language-related 

accommodations.  This trend of high and low percentages points out that a variety of 

factors may influence the assignment of the type of accommodation. These factors 

included language proficiency, teacher knowledge, student preference and reading 

abilities.  
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Low language proficiency may affect student performance with the emergence of 

a performance gap.  Comprehension of language used in a content area may require 

linguistically based accommodations. These language-related accommodations may be 

needed to help make content accessible to the student. Researchers have supported the 

use of language-related accommodations to help ELL students demonstrate their 

knowledge in specific content areas (Abedi, 2009; Abedi, Hofstetter, & Lord, 2004) and 

these students performed better when individual language needs were addressed (Wolf, 

Griffin, Kao, Chang, & Rivera, 2009).  There are limited research studies on the 

accommodations used by ELL/LD students participating in large-scale assessments and 

few studies are available on the appropriateness of the accommodations assigned (Albus 

& Thurlow, 2008; Minnema et al., 2005; Minnema, Thurlow, VanGetson, & Jimenez, 

2006a).  The level of language proficiency needs to be considered part of the linguistic 

factors required to access language-based tasks.  For this group of ELL/LD students, the 

level of language proficiency was an unknown factor. An indicator of ELL status was a 

categorical reference noted in the data.  

The teachers’ levels of knowledge and judgment have a role in the assignment of 

accommodations (Ketterlin-Geller, Alonzo et al., 2007). Familiarity with individual 

students and their skill levels are an integral part of the teachers’ judgment in determining 

the type and number of accommodations to be assigned. The language and linguistic 

characteristics of an ELL/LD student should be supported by appropriate 

accommodations. Teachers may select accommodations based on their personal 

understanding of the accommodation. The selected accommodations need to be 
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reasonable or align with the student’s learning and/or language needs. In this study, the 

ELL/LD and LD students received a high number of the non-linguistic accommodations. 

Research has shown that non-linguistic accommodations are selected more frequently 

because of the ease of implementing them.    

Teachers should be aware that not every accommodation is appropriate for every 

student and students may benefit from different accommodations grouped together. In the 

selection of accommodations, Salend (2009) emphasized three points: (a) learning is 

supported by instructional accommodations, (b) compliance with state and district 

accommodation policies and (c) students’ awareness may require responsive 

accommodations.   Based on this study’s results, a high percentage of language-related 

accommodations were provided for 6
th

 and 7
th

 grade ELL students and remained high for 

6
th

 grade ELL/LD students.  The assumption could be made that the teachers considered 

language-related accommodations based on language/learning needs for the majority of 

these students. The rest of the student groups displayed lower percentages of language- 

related accommodations, which may suggest the consideration of only specific language-

related accommodations.   

 As the students grow older and progress through the grades, their level of 

awareness about their skill development may increase. The acceptability of 

accommodations may depend on the individual’s response to specific accommodations. 

The planned accommodations on a student’s IEP are assigned early in the school year and 

may not be the appropriate accommodations to use when the student’s skill development 

changes later in the school year. These assigned accommodations on the IEP may not be 
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revisited until the next annual review. The Arizona accommodation policy stated that the 

listed accommodations on the IEP are available during assessment with the understanding 

that “students may choose not to use accommodations” (ADE, January, 2007, p.8).  

Salend (2008) suggested that acceptability of accommodations should include both the 

student and the teacher as decision makers in selecting accommodations that are fair, 

useable, and age appropriate. Most importantly, the accommodations should not 

embarrass or isolate the student during instruction and assessment. For example, the 

student may prefer to take the assessment with his same-age peers in the general 

education setting or to use accommodations with a familiar teacher who has been 

consistent in providing accommodations as part of his or her instruction.  In this study, 

documentation was unavailable for accommodations used on the day of testing. The 

AIMS-DPA test booklet for each student was marked to indicate whether accommodated 

assessments were provided.   

  The last variable to consider is the different reading levels among the student 

groups.  Poor middle school readers may demonstrate limited academic progress due to 

difficulties with word reading and word meaning, and they have limited oral vocabularies 

(Denton, Wexler, Vaughn, & Bryan, 2008). Their ability indicated by a reading score 

may be below an acceptable level and infer poor achievement, which could create an 

academic gap.  Significant reading difficulties were evident in older student readers and 

appropriate accommodations were required (Denton et al., 2008; Fletcher et al., 2007).  

Reading can be fatiguing when students’ struggle to decode text. Likewise, engaged 

reading may occur for those readers who interact with the text and use learned reading 
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strategies.  However, some readers demonstrate attention difficulties and need more 

structure in untimed situations (Fletcher et al., 2007).  By structuring reading tasks to 

assist with attention and fatigue, these irrelevant variances are controlled to ensure a valid 

test score.  The selection of accommodations by teachers may be influenced by the level 

of reading skills demonstrated by students. As the results showed, more accommodations 

from all three categories were assigned to 6
th

 grade ELL/LD students than to 7
th

 grade 

ELL/LD students.  The 6
th

 grade students demonstrated a much lower reading level than 

did the 7
th

 grade students.  

The variability in the percentages of accommodation assigned was associated with 

the number of accommodations provided to ELL/LD students. The results indicated that 

the number of accommodations differed at each grade level. The percentage of 

accommodations in the 6
th

 grade ELL/LD students was normally distributed; thus, a 

student might have been assigned 4-15 accommodations at one time.  However, the 

distribution of accommodations used with the 7
th

 grade ELL/LD students was skewed. 

This spike of accommodations for a high number of students fell within the range of 4-6 

accommodations. For ELL learners, this information was not part of the questionnaire, 

which indicates the need for future documentation to determine whether accommodations 

would make a difference for this group.  

In making decisions about accommodations, there appeared to be tendency for 

teachers to “bundle” a group of accommodations together to use consistently with 

students. Based on the distribution of linguistic and non-linguistic accommodations for 

the ELL/LD 6
th

 graders, it appeared that the learning and language needs of the students 



  91 

 

were considered by the teachers.  However, the 7
th

 grade ELL/LD students received more 

non-linguistic accommodations and fewer language-related accommodations overall. 

This finding corresponded with the view presented by Salend (2008) that teachers tended 

to choose accommodations that corresponded with their philosophy, and were easy to 

use, practical and effective. For example, “bundled” accommodations were often subsets 

of commonly provided accommodations or the students’ demographics influence the 

selection, and/or accommodations were emphasized as all or one (Belinski, Ysseldyke, 

Bolt, Friedebach, & Friedebach, 2001; Fuchs, Fuchs, & Capizzi, 2005; Shriner & 

Destefano, 2003).  When many accommodations are assigned at once, the difficulty lies 

in determining the consistency and appropriateness of the accommodations.  The 7
th

 

graders received fewer numbers of accommodations overall. Does this mean that specific 

individual needs were taken into account? With greater numbers of students participating 

in large-scale assessments, the obtained test score must accurately represent the students’ 

skill levels.  

Decisions about the selection and implementation of accommodations appeared to 

be driven by policy and teacher knowledge. Teacher knowledge of accommodations can 

be inconsistent, resulting in students that are either over accommodated and/or under 

accommodated for those accommodations used for instruction and assessment (Shriner & 

Destefano, 2003).  For some students, the assigned accommodations may introduce 

barriers that unintentionally prevent demonstration of learning or become distracting and 

confusing (Brynes, 2008; Hollenbeck et al., 1998). The selection of accommodations 

should be based on best practices used with special education students in which the IEP 
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team makes the decision for student participation in assessments (Thurlow et al., 2008).  

In Arizona, the IEP team members determine the accommodations for students with 

disabilities and those who are second language learners. Lists of accommodations used 

by students with disabilities and used by English language learners are noted in separate 

policies.  Members of the IEP team may need guidance on accommodation selection with 

ELL/LD students. 

In light of this study’s findings, a collaborative process for decision-making may 

help with the selection of accommodations for individualized needs in learning and 

language. Salend (2008) made three clarifications for teachers where accommodations 

should help students access the test, teachers should be familiar with accommodation 

policies, and continual evaluation of accommodation use is needed which considers the 

effectiveness of the accommodation, validity, and teacher perception of necessity for 

accommodations.  When accommodation information is presented, these teachers need to 

find the information presented as useful. By increasing familiarity with accommodations, 

clarifying the definitions, understanding how the accommodations support characteristics, 

and identifying for whom accommodations may be appropriate can help further develop 

the base of knowledge.  Variations in teacher’s accommodation practices for English 

language learners and for English language learners with disabilities have occurred over 

time (Anderson et al., 2005; Wolf et al., 2009). In the school district where this study 

took place, the special educators tended to make the selection of accommodation 

documented on the IEP.  For ELL students, documentation of accommodations has not 
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been consistently recorded. Then, the difficulty in making comparisons across student 

groups lies in sufficient documentation of accommodations. 

As part of this study, a questionnaire was developed to elicit information from 

teachers of English language learners on their use of accommodations with ELL students 

(Appendix A).  The six accommodations were listed in the Arizona accommodation 

policy for English language learners (ADE, January 2007).  Two open-ended questions 

queried teachers on their perceptions on the necessity of accommodations and asked for 

an estimated percentage of ELL learners who were provided a specific accommodation.  

The questionnaire was reviewed by this researcher, two teachers of English language 

learners and an experienced university researcher. The appropriateness of the 

questionnaire’s content and format was evaluated for content-related validity. Based on 

feedback, revisions were made and the questionnaire was distributed. This self-reported 

information was provided by a small sample of teachers and provided informal 

documentation of accommodation use during assessments. The teachers who responded 

positively to using accommodations may have been more motivated and better informed 

about the needs of their student population. A negative response could possibly imply 

that circumstances occurred which were beyond the teacher’s control.   

 Proposition 203, the English for the Children law, was passed by Arizona voters 

in 2000 (Napolitano, 2001).  During this period, a ruling from the lawsuit of Flores vs. 

the State of Arizona proposed changes in language acquisition services and the delivery 

of these services to English language learners (Flores v. Arizona, 2000). The basic 

principle was that language acquisition support for second language learners would be in 
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English. Many changes occurred in 2006 when the No Child Left Behind Act of 2001 and 

the State of Arizona passed more stringent regulations. In Arizona, House Bill 2064 was 

passed and the provisions were codified into law (Arizona Revised Statues, 2006). The 

regulations of the No Child Left Behind Act (2001) were amended and affected programs 

for ELL students.  In sum, the federal guidance informed states that ELL students must 

be included in academic achievement assessments and provided appropriate 

accommodations.  As with students with disabilities, ELL students were to participate in 

state assessments with necessary accommodations and their performance data made 

publicly available.  The Office of English Language Acquisition Services was established 

by the Arizona Department of Education and offered guidance to school districts 

regarding implementation of the new regulations. In a letter to the Superintendent of 

Public Instruction, the U.S. Office of Education recommended additional linguistic 

accommodations for the ELL population when participating in the AIMS-DPA 

assessment (Johnson, 2006).  

The school district followed the policies available at that time about ELL student 

participation in assessments with accommodations but there appeared to be mixed 

understanding about the use of accommodations by the teachers of ELL students. The 

data collected in this study appeared to convey this mixed understanding. The teachers 

estimated their use of accommodations as 0% for one accommodation and 100% percent 

for another accommodation even though both were allowable accommodations. The 

estimated percentages of accommodations indicated that 50% of the teachers provided 

accommodations with a positive reason for selection. Several teachers responded “no” 
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that they did not assign an accommodation but gave a positive reason for its necessity. 

The remainder of the teachers said “no” to all accommodations and did not respond to 

any questions about the necessity for accommodations. Different teacher perspectives 

may have been influenced by the uncertainty of the accommodations to use with this 

population, which may have allowed teachers to form their own opinions. The responses 

that ranged from 0% to 100% suggested that a teacher’s knowledge of accommodations 

and understanding their students’ needs were instrumental in the selection of 

accommodations used.  The positive teacher comments reflected a very strong rationale 

for accommodations to assist students with understanding the language-based task. The 

majority of comments implied a willingness of the teachers to use accommodations with 

ELL students even if the accommodation was not used. Differences in the teachers’ 

responses indicated that teachers supported or almost supported the use of all designated 

accommodations or did not support the use of any designated accommodations.  

Test Accommodations and Reading Scores 

 This study’s results indicated that the types of accommodations were not related 

to students’ reading scores. “Setting” and “presentation” accommodations were 

negatively correlated with the reading scores. “Timing” accommodations were slightly 

positively correlated with reading scores, but this trend was not significant.  Individually, 

one could infer that each type of accommodation could not support reading performance. 

The type of accommodations that was productive in supporting reading still needs to be 

determined. Research on oral presentation accommodations has indicated an advantage of 

this accommodation in assisting with the comprehension of items with high language 
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complexity in specific content areas (Abedi, 2006; Elbaum, 2007; Ketterlin-Geller, 

Yovanoff, & Tindal, 2007; Zenisky & Sireci, 2007).  However, others have suggested a 

more direct view of studying the interaction between language characteristics and the 

language demands of the items.  In this district, the ELL/LD students presented no 

defined pattern of learning and language characteristics that could be used to control for 

extraneous factors and used as a baseline of information.  Based on the findings, a more 

controlled study that isolated extraneous factors, such as the level of language proficiency 

(test score) and the specific nature of the students’ disabilities, would help control for 

irrelevant variance. For example, what area of academics (reading, writing or 

mathematics) is most problematic and where does the skill limitation occur? Additional 

data that identified and documented specific accommodations used on the day of the 

testing need to be completed for each student participant. An interaction effect may occur 

when a specific accommodation supports the learning and language characteristics 

resulting in a valid test score (Sireci et al., 2005). To verify the effect of the 

accommodations, students who participated in assessments with accommodations could 

be compared to students who did not use accommodations. 

An unexpected result was the lack of a significant relationship between the 

number of accommodations assigned and the reading performance of ELL/LD students.  

However, each of the three accommodation types (timing, setting, and presentation) was 

positively correlated with reading performance. In particular, “presentation 

accommodations” were highly correlated with reading performance which may imply 

that the number of “presentation” accommodations may provide the strongest support for 
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language-related tasks. Because, the actual matching of individual students to a specific 

number of accommodations was not information that was collected in this study, a 

“specific number” could not be determined.  Shriner and Destefano (2003) found 

variability in assigned accommodations from year to year and noticed all students were 

given the same set of accommodations.  There was a tendency for teachers to increase 

“presentation accommodations” during instruction and decrease accommodations when 

assigning them for use during assessment. Using “presentation accommodations” as a 

solid predictor, one would have to ask, “What variable might affect language-based 

tasks? The logical answer is linguistic factors.  

Accommodations that are responsive to language needs can assist with 

comprehension of language-based tasks.  The accommodations categorized as 

“presentation accommodations” may offer choices that support learning or language 

characteristics. Researchers have noted that students benefited from multiple language 

responsive accommodations (Abedi, 2006; Fletcher et al. 2009; Helwig & Tindal, 2003; 

Ketterlin-Geller, Yovanoff et al., 2007).  For all student groups, the most common 

accommodation provided was “read item aloud in mathematics and writing.” This 

accommodation corresponds positively to studies where students with disabilities and 

ELL students made gains in a content area (Abedi, 2009; Elbaum, 2007).   

Reading Scores and Student Groups 

 The differences in the mean scores among the four student groups were analyzed. 

The 6
th

 graders had lower reading scores than the 7
th

 graders. The ELL/LD students had 

the lowest reading scores compared to their same- grade peers, creating a significant 
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performance gap.  The reading scores of four student groups were all significantly 

different from one another. This finding corroborates the research of Albus, Thurlow and 

Liu (2009) who noted that ELL students with disabilities were performing far below an 

acceptable level compared to their general education peers, ELL students, and students 

with disabilities.  However, the ELL/LD reading scores were considerably lower than 

expected.  A possible explanation might be that the level of language proficiency differed 

among ELL students and when clustered into different subgroups, each subgroup 

performed significantly different from each other (Minnema, Thurlow, VanGestson, 

Jimenez, 2006b). Students in this group may have had both high and low language skills, 

in which the higher skilled subgroup performed better than the lower skilled subgroup, 

but this difference was not detected because all the students were combined into one 

group for analysis. Another cause might be low academic skills across content areas, 

especially in reading compared to their peers who are fluent in English (Klingner et al., 

2006; Denton et al., 2008).  Possible reasons might be related to vocabulary development, 

limited awareness of word reading and decoding skills, or low motivation to actively 

engage with text. In this study, the ELL/LD students performed more poorly than 

students with disabilities and ELL students, possibly due to low language and reading 

skills, which limits the mastery of the skills needed for reading comprehension.  

Low language skills affected by linguistic and cultural factors may be part of the 

profile for ELL students with disabilities (Abedi, 2009).  Control of the extraneous 

factors through accommodations can help reduce language-related variability surrounding 

the test scores and does not affect the construct being measured.  In practice, a teacher’s 
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knowledge is the basis for making accommodation decisions. A weak link may occur 

between the IEP selected accommodations and the delivery of accommodations used 

during testing (Shriner & Destefano, 2003).  The inconsistency of accommodation 

decisions can affect the resulting test score.  The validity of the score refers to the 

characteristics of inferences or how the proposed accommodations work with individual 

students (Hollenbeck, 2005).   Some students may be prevented from demonstrating their 

knowledge and skills which can affect the comparability of scores across subgroups. 

Abedi (2009) and Hollenbeck et al. (1998) both mentioned that the assessed construct is 

not affected by the presence of irrelevant factors, but that these factors may decrease or 

increase the test scores, affecting score interpretation.   

The AIMS-DPA used to measure student performance on Arizona content 

standards had high internal consistency, but a lower internal consistency compared to The 

Terra Nova, a norm-referenced test that has fewer items (CTB/McGraw-Hill, 2006). In 

the Arizona Linking Study, the score interpretation was comparable across norm-

referenced tests such as the Terra Nova and the Stanford Achievement Test, Ninth 

Edition in grades 2 and 9 (CTB/McGraw-Hill, 2005). The AIMS-DPA construct validity 

correlations ranged from moderate to strong with stable percentile ranks. This snapshot 

indicates a representative sample of appropriate content that forms the basis to make 

valid conclusions about academic results. Validation is an ongoing process, in which 

educators, the testing company, and the Arizona Department of Education continually 

monitor test items following a cycle used in test development (ADE, October, 2008).   
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 A summary of the results indicate that the accommodations provided to ELL/LD 

students differed by grade level, type, and the number of accommodations compared to 

other student groups. However, reading performance was not significantly associated 

with accommodations. The number of accommodations provided was more positively 

correlated with reading performance than the type of accommodations provided. For 

ELL/LD students, a high percentage of non-linguistic accommodations were provided 

and linguistic accommodations differed between 6
th

 and 7
th

 graders. When teachers 

follow best practices associated for students with disabilities, the emphasis is on 

supporting learning needs. However, the number of language-related accommodations in 

6
th

 grade may infer that this group consisted of poor readers and needed more 

accommodative support than the 7
th

 graders. The number of accommodations was 

positively correlated with reading scores in all three categories of accommodations: 

timing, setting and presentation.  Linguistic accommodations in “presentation” category 

were most correlated with reading performance. However, there was no documentation 

during testing to identify what specific accommodations or exact numbers of 

accommodations were implemented for the different student groups. Having additional 

documentation may have changed the results from non-significant to possibly significant 

when accommodations were compared with reading performance because group and 

grade level were significant.  

The results for ELL students indicated high use of language-related 

accommodations, which was expected but were inconsistently implemented. Additional 

data on accommodations used during testing would strengthen the reasons provided by 
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the ELL teachers. The majority of ELL teachers reported a positive rationale for 

providing accommodations which suggested a willingness to assist students’ with 

understanding the content.  A comparison of reading scores among student groups 

indicated that the ELL/LD students performed far below their same-grade peers which 

created a significant performance gap. Linguistic skills and reading abilities may be 

considered factors affecting the performance gap. The data collected in this study 

indicates a need for a collaborative process in making accommodation decisions and to 

document accommodations used in testing situations.  ELL/LD students need support in 

language and learning, which requires assignment of appropriate accommodations when 

participating in large-scale assessment. 

Limitations 

This study was exploratory and limited to the participants of a specific population 

of students attending a specific school district in a specific assessment year.  The findings 

cannot be generalized to other school districts and are limited to the middle school grades 

of 6
th

 and 7
th

 in this school district. The ELL population is heterogenic with different 

subgroups with varying levels of English skills. The same idea holds true for students 

with disabilities who demonstrate diverse learning needs based on the nature of their 

disability. Some of the information gathered on the use of accommodations was 

voluntarily and self-reported by teachers from this sample of middle schools.  

Factors that might have influenced a student’s performance include differences in 

accommodations used, student preference, and literacy development.  The planned 

accommodation noted on the IEP may not have been the actual accommodation used on 
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the day of testing which implies a need to document the actual accommodations used. 

The norm of using traditional accommodation groupings (timing, setting, presentation, 

and response) has created difficulty in determining if a pattern of accommodations exists 

for specific groups of students (Shriner & Ganguly, 2007). Valid accommodations that 

are easy to implement and reasonable may depend on the resources available.  The 

willingness to accept the accommodation during instruction and testing depends on the 

student’s perspective. At times, students may voice a preference to remain with their 

general education peers or refuse the option to use assigned accommodations.  Ensuring 

that accommodations to support student learning are fair, do not provide an additional 

advantage and are age appropriate need to be considered.  For many students, literacy 

skills are in continual development. Struggling readers find that the readability of text 

depends on their foundational skills which can affect comprehension.  Difficulty with 

phonological skills and poor vocabulary development contribute to problems with 

reading words and understanding word meaning. Students lose interest in text when 

struggling to read for information and the lack of motivation impacts reading 

performance (Fletcher et al., 2009). 

Implications 

Accommodations assigned by traditional categories were used to describe the 

performance of ELL/LD students participating in large-scale assessments. An attempt 

was made to determine the type and numbers of accommodations related to performance, 

but additional information was needed to determine a profile of student characteristics. 

The learning characteristics specific to special education students could help to determine 
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accommodations used to support skill development.  Identified linguistic needs for ELL 

students would help determine useful language-related accommodations. The basis for an 

ELL/LD profile would combine both learning and language characteristics. In this school 

district, the assigned accommodations were part of the IEP documentation and there was 

inconsistent documentation for ELL students.  

A best practice would be to link the accommodations used as a daily learning tool 

in the classroom with assessments. This linkage would benefit both teacher and student 

by accurately depicting what accommodations help to support the demonstration of 

knowledge and skills.  The generalization of the accommodations across settings would 

help to develop familiarity and the student’s learning would be supported. However, a 

student has the option of acceptance or the accommodation may not have been provided.  

For any given accommodation, the possibility of finding investigations that either 

support or contest accommodation use exists (Shriner & Ganguly, 2007). Researchers 

have noted the lack of empirical data that are needed to make appropriate decisions about 

accommodations for different groups of students. Unintended consequences might be a 

lack of a consistent decision-making model used by teachers and the depth of teacher 

knowledge about accommodations. Also, at what point does performance on a content 

assessment becomes meaningful? More research is needed to define variables that 

indicate difficulties are related to language and to collect data in skill development that is 

affected by language processing.  Gathering additional information on language-related 

accommodations that are responsive would assist with identifying relevant linguistic 

factors. As a whole, the results were preliminary and further investigations are needed.  



  104 

 

Recommendations 

Information on ELL/LD student performance or participation in large-scale 

assessments is limited because data are not readily available on these students (Minnema 

et al, 2005).  This lack of data illustrates the need for accommodation research with this 

student group. The expected consequences of accommodation decisions are that the 

teachers will consider the language-based demands of the task and the needed language 

skills to perform the task.  Most likely, however, accommodations are randomly chosen 

from a list related to either disability or language without a process for matching the 

accommodation to the student’s unique needs in learning and language (Fletcher et al., 

2009). This focus implies that teachers need to understand the learning characteristics and 

the language exceptionality of their students when choosing accommodations. Salend 

(2008) stated that the selection of test accommodations required the identification of the 

person who will implement the accommodation, resources available and training for both 

student and teacher in using the accommodation. Using a framework to assist with the 

decision-making process (e.g., set of questions to ask, fact sheets) based on the Arizona 

accommodation policy as a means for selecting accommodations for ELL/LD students 

would provide this point of reference.  

The evaluation of accommodations and resulting data would help to determine if 

accommodation remains useful, requires revision, should be terminated, or should be 

faded out (Ketterlin-Geller, 2008).  The accommodations used in testing situations should 

be the same accommodations used by students in the classroom on a daily basis. Working 

together, the teacher and student can judge whether the accommodations work and are 
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appropriate. By identifying accommodations used during classroom tests and those used 

in state assessments, the student will become familiar with test conditions and the 

demands of the test (Salend, 2008).  

Recording the accommodations received and comparing them to the planned 

accommodations noted on the IEP can isolate specific accommodations used during 

testing. For example, simplified language was used as an accommodation during testing 

and it was noted on the IEP. By using this accommodation, the language is more easily 

understood by the student and does not affect the construct being measured.  The 

construct remains stable so that a comparable score can be obtained.  This 

accommodation supports learning and does not reduce the rigor of the test.   

Future Research 

The passage of the federal laws has enhanced the accountability requirements 

with a breakdown of options for conducting assessments based on the populations being 

assessed.  Future research needs to isolate and identify specific accommodations used by 

ELL/LD students. For example, I suggest a qualitative study on teachers’ knowledge of 

the learning and language characteristics of ELL/LD students and their corresponding 

knowledge about accommodations that could be assigned to this group based on current 

state policy. Using questionnaires and district data as part of a mixed quantitative and 

qualitative study on ELL/LD students’ participation in accommodated testing situations 

would address types of language responsive accommodations provided. To duplicate this 

study, an analysis by school site population rather than lumping the population into one 

large group would help create an ELL/LD profile. Knowledge of learning and language 
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characteristics may be determined through either interview or self-report by teachers of 

special education students and ELL teachers. Gathering additional educational 

information (i.e., language proficiency level, accommodation knowledge) and targeting 

accommodations implemented per site would address specific student characteristics and 

assigned accommodations.  To determine if accommodations were valid, the 

accommodated version must be compared to a standardized version.  Noting the 

effectiveness of the accommodations when the student participated in a reading 

assessment is necessary to determine the appropriateness of the accommodation.  

At each site, the teachers’ knowledge of accommodations would be assessed for 

both ELL and ELL/LD students to determine the definition of a specific accommodation, 

purpose of an accommodation, and appropriate assignment of accommodation to a 

student. The data should also reflect what accommodations were assigned by teachers, 

their decisions to use the accommodation, and what accommodations were actually used 

during assessment.  Based on the research findings, collecting more specific data 

collection would provide more substantive information.   

Conclusion 

Research on the effects of accommodations used by specific student groups is 

growing, but several factors about the appropriateness of accommodations and linguistic 

factors are coming to the forefront. Professional development is needed to update the 

knowledge base of teachers who assign accommodations based on learning and language 

characteristics for specific populations. Teachers use their best-reasoned judgment based 

on their knowledge to make decisions about accommodations. Teachers who understand 
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the population that they teach and the student’s specific needs rather than generalized 

needs have an advantage over teachers who do not.   

Questions have been raised about the students who participated in large-scale 

assessments and their performance in relation to accommodation use. These questions 

require further investigation on what is needed to create a meaningful testing 

environment and the selection of appropriate accommodations to yield meaningful test 

scores. Accommodations are meant to assist students in demonstrating their learning, 

which is presented as a one-time sample of student performance on a standardized 

assessment.  For students with a learning disability who also have limited English skills, 

the resulting test scores need to be interpreted with caution. The factors that may affect 

the test scores need to be identified or clarified and supported or reduced. Closing the 

performance gap that exists between ELL/LD students and their same-grade peers 

depends on those factors that create difficulty in interpreting scores. Students have the 

right to appropriate and reasonable accommodations, but the questions remains, “What is 

appropriate?” and “What is reasonable?”  The challenge lies in determining the type and 

number of accommodations that “level the playing field.”   
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APPENDIX A 

 

QUESTIONNAIRE FOR TEACHERS OF ENGLISH LANGUAGE LEARNERS 

 

Test Accommodations Provided to English Language learners 

_______________________________________________________________________ 

Purpose 

The purpose of this 6-item questionnaire is collect information on test accommodations 

provided during the administration of a large-scale assessment to English language 

learners. 

 

Background Information 

Accommodations can be defined as assisting students with equitable access to instruction 

and to provide an opportunity to demonstrate learning.  The Testing Accommodations: 

Guidelines 2006-2007has defined Standard test accommodations as conditions that do not 

change the instruction, content or student performance. Standard accommodations are 

available for English language learners, who have been identified with limited English 

skills based on a language proficiency measure, based on state accommodation policy. 

 

The following six Standard accommodations can be provided when deemed as necessary 

(ADE, January, 2007). 

 more breaks 

 small group administration or one-on-one testing 

 clarify or simplify language in directions in English 

 read aloud math or writing test items in English 

 provide a word-for-word published, paper translation dictionary 

 Exact oral translation of directions as needed upon student request 

 

General Instructions 

The information provided will provide insight into the following areas: 

 To find out what standard accommodations were provided 

 To find out what percentage of students received each accommodation 

 To find out why you think that accommodation was necessary 

 

Your information is CONFIDENTIAL and valuable in determining the type, percentage 

and reasonableness of test accommodations provide to English language learners. 

 All items in questionnaire must be completed.  Please return by October 15, 2008. 

 Use the percentage scale (range 0% to 100%) to assist with your estimate of 

students provided with each accommodation. 

 

Percentage Scale 

----------0 ---------------25 ------------------50 ------------------75 ------------------ 100 
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APPENDIX A - Continued 

 

Six Standard Test Accommodations                    Provided during testing 

 

1. More Breaks                 (  )  Yes          (  )  No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because_________________________________  

 

2. Small group administration or one-on-one testing        (  )  Yes  (  )  No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because ________________________________ 

 

3. Clarify or simplify language in directions in English     (  )  Yes (  )  No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because________________________________ 

 

4. Read aloud math or writing test items in English      (  )  Yes (  )  No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because_________________________________ 

 

5. Provide a word-for-word published, paper translation dictionary   

                                                                                                    (  ) Yes        (  ) No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because ________________________________ 

 

6. Exact oral translation of directions as needed upon student request 

                                                                                              (  ) Yes        (  ) No 

 

I estimate that I provided this accommodation to _______percent of my students. 

 

I think this accommodation is necessary because_______________________________ 
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APPENDIX B 

DISCLOSURE LETTER 

You are being invited to voluntarily participate in the above-titled research study.  

You are being asked to read this disclosure form to ensure you are informed of the nature 

of the research study and how you will participate in it, if you consent to do so.  

 

The purpose of the student is to conduct a post hoc data analysis that examines 

test accommodations and the relationship to student performance on a standards based 

reading assessment for English language learners with learning disabilities (ELL/LD) in 

grades 6 & 7. You are eligible to participate because you are a teacher of English 

language learners.  

 

If you agree to participate, your participation will involve answering a 6-item 

questionnaire to estimate the percentage and type of test accommodation given and the 

necessity of the accommodation provided.  The questionnaire can be completed at your 

convenience and will last approximately 10-15 minutes in length.  Your responses to the 

questionnaire will be confidential. No personal information is asked.  

 

Any questions you have will be answered by contacting the researcher.  If you 

choose not to participate, there is no penalty.  You may withdraw from the study at any 

time. There are no known risks and no direct benefit from your participation.  There is no 

cost to you except for your time and you will not be compensated for your participation.  

 

On the principal investigator will have access to the information that you provide. 

In order to maintain your confidentiality, any personal information such as your email 

address will not be revealed in any reports that result from this project.  Questionnaire 

information will be locked in a cabinet in a secure place. 

 

You can obtain further information from the principal investigator, Monica One 

Feather, Ph.D. candidate at (520) 869-3031 or by email: monicao@email.arizona.edu. If 

you have questions concerning your rights as a research subject, you may call the 

University of Arizona Human Subjects Protection Program office at (520) 626-6721.By 

completing the questionnaire, you are giving permission for the investigator to use your 

information for research purposes.  

 

Thank you, 

 

Monica One Feather 

Ph.D. Candidate     Version date: 21 August 2008 

 

mailto:monicao@email.arizona.edu
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APPENDIX C 

COVER LETTER 

Dear Teachers of English language learners, 

As a fellow educator and current doctoral candidate, I am in need of your 

educational assistance. My request is for your confidential and honest opinion of test 

accommodations provided to students, who are English language learners.     

Additional information is needed regarding accommodations that are provided to English 

language learners with no identified disability.  The benefits of your participation will 

help with identifying the type and number of accommodations provided and necessity of 

accommodations to English language learners that can be compared to other groups of 

students. 

 

The purpose of this study is to investigate test accommodations and the 

relationship to student performance for English language learners, who have Learning 

Disabilities (ELL/LD).  Further, this study is intended to add to existing research on test 

accommodations provided to ELL/LD students during large-scale assessments. 

 

With your permission, I have a 6-item questionnaire that will take approximately 

10-15 minutes to finish.  I ask that you answer all of the questions. Participation is 

voluntary. If you choose to not to participate, the questionnaire need not be returned.  

There are no known risks from your participation.  There is no cost to you except for your 

time and you will not be compensated for your participation.   

 

You will receive this cover letter, disclosure and questionnaire as an email 

attachment.  The materials can be downloaded or printed out. You can either email the 

completed questionnaire or return to the special education district office.  Please 

complete the questionnaire and return it by October 15, 2008.  

 

If you have any questions about participating in the study, please call the principal 

investigator, Monica One Feather at (520) 869-3031 or by email:  

monicao@email.arizona.edu. If you have any questions concerning your rights as a 

participant, you may call the University of Arizona Human Subjects Protection Program 

Office at (520) 626-6721. 

 

Thank you for your time,  

 

Monica One Feather,  

Ph.D. Candidate 

University of Arizona 

 

mailto:monicao@email.arizona.edu
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