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ABSTRACT

The purpose of the present investigation was to design,
implement and evaluate a tutoring program using pupils from higher
grades as tutors for children in the early elementary grades who
require additional instruction in basic word identification skills.

The tutoring program was implemented and tested in three
elementary schools from the Edmonton Public School System. Ninety-
eight grade five and six students from four different classrooms were
trained to serve as tutors. A total of forty-nine pupils selected
from seven grade two and three classrooms were included in the experi-
ment and tutorqd on a systematic basis. Three teachers from grade six
and one from grade five participated in the study as sending teachers;
the project also involved seven receiving teachers (five from grade tuwo
and two from grade thres), three school coordinators and the experi-
menter (program coordinator). Each of the various personnel involved
in the tutoring program cooperated by completing specified tasks before
and throughout the project.

The grade two and three tutees were tutored over a three-month
period in twenty minute sessions four days each week. Direct and con-
tinuous monitoring of sach tutee's correct and error rates in oral
reading was done in each session with the aid of the Precision Teaching
measurement system. In addition, three separate questionnaires were
adninistered at the conclusion of the project to collect informétion
concerning the reactions of the tutees, tutors and the participating

school staff.



Tho oxporimental design provided for five Uifferent phases:
(1) Before (classruom instruction only - throo wocks duration), (b)
During 1 (classroom instruction plus tutoring - six weeks duration),
(c) Betueen (classraom instruction only - two weeks duration), (d)
During II (classroom instruction plus tutoring with points and candy
revards - two weeks duration), and (e) During III (classroom instruc-
tion plus tutoring - two weeks duration). Comparison of tutee perfor-
mance in the various phases revealed that all tutees performed better
under the tutoring procedures, and that, for some tutees, the added
incentives of points and candy rewards further improved their perfor-

mances.
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Chapter 1
INTRODUCTION

Reading is one of the most important skills required for
academic success. While in the future it is conceivable that students
may learn from other sources besides textual presentations (for example,
films, recordings, television), the fact remains that much of what a
student presently learns in school depends on his ability to read.
Moreover, student performance on school-related tasks is svaluated
primarily through the use of written material. Therefore, it sesms
that a student's academic success would be seriously hampered if
adequate reading skills are not developed in the early school years.
Dawsan (1967), for example, has pointed out that a high positive
correlation exists betwsen poor reading performance, poor academic
success and subsequent school dropout.

The problem of reading failure has received a great deal of
attention in recent years. Mortimer Smith, a spokesman for the Council
for Basic Education, has pinpointed this problem with the following
statement:

Reading, of course, is the essential first skill and the

child who has an inadequate grasp of it is doomed to academic
failure all along the line. It is hardly necessary to point
to the failure of most of our schools in teaching this skillj
indeed, published (and unpublished) test scores show that the
failure amounts to a scandal. CBE believes that the root cf
the trouble is the faulty whole-word method in beginning
reading that has predominated in American schools for so many
years. Until fairly recently, organized phonics, or what is
becoming fashionable to call decoding, has been frowned on by

almost all the reading specialists. Those who wanted to improve
reading had to buck a monopoly and had to try to persuade



schoolmen to stop being intimidated by the "experts" and to

try neu approaches. Nou there is reason for cautious optimism
about reading improvement. In recent years a half dozen
different phonics-based reading systems have come into success-
ful use. Our very rough estimate is that 15 per cent of
american school children are now learning to read by these
systems. Enough comparative studies of the old and the new
systems have been made to indicate the overuhelming superiority

of the latter (1969, p.3).

The research to which Smith refers is axhaustively reviewed in
Jeanne Chall's (1967) well-documented analysis of the meaning emphasis
(whole-word) versus code emphasis controversy. Ffram her review, Chall
concluded that the code emphasis programs produce better over-all
reading achisvement than do the meaning emphasis programs, especially
in the early grades. Since 1967, a number of longitudinal research
studies have been published supporting Chall's earlier conclusion that
the phonics approach is superior to the look-say or uhole-word method
of teaching reading (e.g., Dykstra, 1968; Hayes & Wuest, 1969).

One of the more successful phonics-based reading systems which
has been published in recent years is the DISTAR program (S.R.A., 1969)
by Siegfried Engelmann and his associates. In his widely publicized

text, Preventing failure in the primary grades, Engelmann (1969)

maintains that the controversy between the look-say method and the
phonic approach is really based on an arqument over what reading is:

Is it an experience, with the uhele child participating in it meaning-
fully? Or is it a mechanical code-cracking skill? Engalmann says that
there are tuo ways to resolve the controversy between the tuo approaches.
The first is to conduct experiments with the tuo approaches and note
which approach produces better results. The second is to analyze the
controversy and see which arguments are more reasonable. Research has

already provided the empirical answer as to which of the approaches is



superior. Cngelmann's excellent logical analysis of the issue provides
the same answer:

The code-cracking, mechanical skills are logically prior to
the gross experience of meaningful reading. To see why they are
logically prior, consider the child who is asked to read the
statement The horse is on the ridqe. The child may read the
statement correctly, or he may not. He may or may not understand
what he reads. There are a number of possible combinations.

The most publicized possibility is that the child may read the
statement correctly and not be able to demonstrate in any way
that he understands what he has read. Housver, an equally
interesting possibility is that he may not read the statement
correctly and yet demonstrate that he understands what he has -
incorrectly read. For example, he may read "The horse is on the
bridge," and when he is asked to draw a picture of what he has
read, he may draw a picture of a horse on a bridgs. Does he
understand what he read or doesn't he? If we say that he doss,
we are giving both "reading" and "comprehension" rather strange
meanings. If we say that he doesn't, we are admitting that code
cracking (the ability to translate uritten symbols into approp-
riate word sounds) is logically prior to comprehension. Ue are
saying that the child cannot possibly demonstrate that he under-
stands the statement unless he first reads it correctly. Ths
most basic question is not "Can he understand what he reads?"
but "Can he read what is written?" Before he can comprehend,

he must correctly identify the words that appear in a statement.
The first step in reading, therefore, must be to teach the child
how to identify words correctly. This step has nothing to do
with)meaningful experiences or with total involvement (1969,
p.82).

Comprehension, argues Engelmann, is not really a reading problem.
If a child cannot handle statements verbally, he will not be able to
handle them in written form. Therefore, the child cannot be expected
to pass tests of reading comprehension unless he is able to pass
comparable tests of oral language comprehension. The remedy implied by
a child's failure of such a language test is language instruction, not
reading instruction. When a child cannot correctly identify the words
that are presented, a reading remedy is required. In this situation,
there is no possibility that the child can comprehend what is uritten;

he must first learn to translate the written symbols into appropriate
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sounds. The implication from the foregoing analysis is that in reading

instruction the first step is to teach the child to identify words

correctly.

In order to identify words correctly, a child must master the
subskills involved in word identification. These subskills consist of:
(a) learning the relation between individual letters and verbal sounds,
(b) blending, and (c) learning that there are "regular" and "irregular"
words (Engelmann, 1969, p.83). Since thess subskills appear essential
for word identification, and word identification is prerequisite to
reading comprehension, it follows that children must master these
decoding skills before proficient reading can be expected.

If some children fail to learn these essential skills in the
course of their regular classroom instruction in reading, it would seem
that additional instruction would be required to bring these children
to an acceptable level of performance. Furthermore, to prevent such
children from falling progressively further behind, it would appear
highly desirable to implement "catch-up" programs in the early grades.
The classroom teacher, houever, often does not have sufficient time to
provide the necessary remedial instruction for these low-performing
children. One answer to this dilemma would be to train pupils from
higher grades as tutors in reading. Potentially, these older students
represent a convenient and economical solution to the problem of
providing the additional instruction which the low-performing child
requires.

In summary, it would seem that a worthwhile goal for applied
research would be the development and evaluation of tutoring programs

designed to increass reading proficiency. Therefore, the purpose of



the investigator in the present study was to focus on the problem of
developing, implementing and evaluating a tutoring program using pupils
from higher grades as tutors for children in tho early clementary grades
who require additional instruction in basic word identification skills.
The following chapter raises certain key guestions related to this
problem and presents a summary of how the tutoring programs reviewed

have dealt with these concerns.



Chapter 1I
RELATED RESLARCH

The problem of devising, implementing, and svaluating a tutoring
program is a complex task. Analysis of this problem reveals that
certain key questions must be considered. What are the specific objgc-
tives for the different personnel involved in the tutoring program?
Uhat procedures are required to select and train the tutors? Uhat
provisions are necessary to ensure the tutors' cooperation and moti-
vation? What procedures should the tutors follow? Uhat administrative
details must be anticipated and planned for? How can the project best
be evaluated to dstermine its effectivensss?

In this chapter, studies reporting on tutoring programs are
revieved. Since the uriter was unable to find any published reports of
tutoring programs using pupil tutors conducted in Canada, the revieu
describes only those projects carried out in the United States. The
focus throughout this review is on how the various programs dealt with

the foregoing guestions.

Objectives of the Tutoring Program

In many of the studies reviewed, the stated purpose of the
tutaring program was to increase the reading skills of the tutee (e.g.,
McCleary, 19713 Norris & Wantland, 1972; Rossi, 19693 Schoeller &
Pearson, 1970). Other studies, hawever, indicated that tutoring was
provided in a variety of subject areas (Bell, Garlock & Colella, 1969;

Fleming, 1969; Goodman, 1971; Gross, 1968). A series of tutoring



programs described by Staats and his associates (1965, 1967, 1970) were
conducted with tuo major objectives for the tutee: (a) to increase
reading skill, and (b) to increase appropriate classroom behavior.

Certain programs have emphasized potential gains for the tutor
rather than gains for the tutee. For instance, many of the large-scale
tutoring programs presently operating in the United States, such as the
Youth-Tutoring-Youth and Mobilization for Youth programs (Gartner,
Kohler & Riesmann, 1971), assume that disadvantaged, academically
rctarded high school tutors will "learn through teaching" and hence
acquire the necessary skills for the completion of high school. Three
other programs following this rationale have employed grade six students
who were retarded in reading as tutors for younger elementary children,
with the objective of increasing the reading skill of the tutor as well
as that of the tutee (Frager & Stern, 1970; Harris, 1970; Rime & Ham,
1968).

Finally, authors such as Lippitt (1969) and Thelan (1969) have
expressaq their objectives in more subjective terms. These uriters
have generally stressed the attitudinal changes which might occur as a
result of a cross-age tutoring program. These authors contend that
cross-age tutoring may serve to increase motivation and help build self-
esteem in both the younger and the older child. Ffurthermore, they say,
the older child will learn to accept responsibility, to communicate more
effectively with teachers and peers, and to assume leadership.

It would scem that future research involving the design (and
evaluation) of tutoring programs would be greatly facilitated if the
objectives were more clearly defined. According to Vargas (1972},

specific objectives can perform three functicns: they help the planner
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select appropriate learning experiences; they communicate to others what
is expected; and, they give sveryone involved standards for evaluating
progress. In view of the foregoing, it appears that a desirable first
step to be taken in setting up a tutorial program would be to describe
the tasks to be performod by the various personnel involved. Once these
objectives have becn established, appropriate tutoring procedures could

be spocified and suitable materials selected.

Tutor Preparation

Programs funded by the United States National Commission on
Resources for Youth (e.q., Youth-Tutoring-Youth, Mobilization for Youth)
have generally conducted both pre-service and in-service training
reograms for their tutors. For instance, Cloward (1967) describes a
Mobilization for Youth program in New York which had four pre-service
training sessions over a two week period, followed by two~-hour weekly
seminars during the twenty-six week tutoring program. A summer Youth-
Tutoring-Youth program in Philadelphia (Gartner, Kohler & Riesmann,
1971) reported no pre-service training, but held six hours of training
sessions each week during the tutoring program, for which the tutors
uere paid their regular wage. None of these government-funded programs,
however, stated specific objectives for their tutor training sessions.
Similarly, a program described by Anderson (1970) indicated that high
school tutors were involved in three training seminars each week, but
details of what was done during these seminars were not provided.

Lippitt (1969) has published a training package for training
older elementary school students as tutors for younger pupils. Lippitt's

progrem consists of records, filmstrips and textual materials which are




presented by an adult seminar leader in a series of ten pre-service or
in-service sessions. The program concentrates almost entirely on
developing interpersonal communication skills in the tutor, but fails
to mention any criteria for asssessing the tutor's behavior. The Lippitt
training program has been used by Paicoma Elementary School (1969) in a
schoul-wide tuturial project during which grade six students tutored
grade three children, who in turn tutored grade one children.

A more vbjective attempt at tutor preparation was done by
Nicdermeyer (1970). Niedermeyer developed a Tutor Observation Scale to
evaluate the results of a training program designed to teach the
fullowing scquence of tutor behaviers: (a) engages pupil in instruc-
tional, friendly conversation, (b) verbally confirms correct pupil
responses, (c) praises pupil, (d) tells or shows pupil correct respunse
when incorrect response is given, (e) elicits correct response before
cuntinuing, (f) repeats question or direction in different words follow-
ing nonresponse to initial question or direction, and (g) avoids
attempting to elicit correct response by prompting. Niedermeyer found
that grade five tutors trained in the above behaviors were more effec-
tive as tuturs than a group of untrained grade five students.

While Niedermeyer's results are not definitive, it seems
rcusonable to conclude that a tutor training program would be a desir-
able and necessary component of future tutoring projects. Properly
truined persunnel should be able to function more cffectively in their
role as tuters. Moreover, if the tutors were trained to follow system-
atic tutoring procedures, the effects of different tutoring techniguos

could be experimentally compared.
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Tutor Motivation

Certain authors (Lippitt, 1969; Thelan, 1970) assume that
children will be motivated to act as tutors because the tutoring experi-
ence allows theh to help another individual. The young tutor, states
Thelan (1970), will develop his oun academic skills through tutoring,
will furm better attitudes towards learning, and will find now intercsls
and commitments in life.

Several studies have reported attempts to use volunteers as
tuturs. The use of volunteer tutors, however, seems to have certain
disadvantages. Problems with recruitment, training, communication and
absenteeism are frequently encountered. For example, Rossi (1969) has
described a program in Jersey City entitled HELP, in Jhich one hundred
high school volunteers tutored disadvantaged elementary children in
reading, as suffering from tutor absenteeism and lack of communication
between tutors and elementary school personnel. Other programs enlist-
ing volunteers from the community have expressed similar concerns
(Gross, 1968; Jones, 1968; Schoeller & Pearson, 1970).

some programs have dealt directly with the problem of tutor
mutivationlby paying the tutors an hourly wage. For example, an onguing
Homework Helper Program in New York employs over 1,500 tutors at $1.50 -
$2.00 per hour to work with approximately 4,500 tutees (Gartner, Kohler
& Ricsmann, 1971) and a Youth-Tutoring-Youth program described by
Cloward (1967) paid tutors eleven dollars a week for conducting six
huurs of tutoring and attending a two-hour meeting. GSovernment-funduil
programs such as those above could  serve the dual function of
providing jobs for youths from low-income, disadvantaged familics and

o learning situation for both tutors and tutees.
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Another approach to ensuring tutor cooperation was to give
academic credit for acting as a tutor. Two such programs were reported
by Anderson (1970) and Goodman (1971). They described studies in uhich
high school students réceived academic credit for tutoring pupils from
elementary and junior high. In these programs, the tutors were enrolled
in a "service option" course which included tutoring as one of the
possible assignment choices.

Giving academic credit to students who participate in a tutoring
program would appear to be one economical way of providing motivated
and cooperative tutors for those students requiring additional instruc-
tion. In any event, the question of how to motivate the tutors is an

important consideration for further efforts in this area.

Tutoring Procedures

The great majority of the programs revieued by the present
investigator either did not have systematic procedures for the tutors
to follou or failed to report them in sufficient detail to permit
replication. Houever, the problem of devising and evaluating the
relative effectiveness of different tutoring procedures has been exten-
sively investigated in one series of experiments conducted by
Arthur Staats and his associates.

Staats and Butterfield (1965) developed a set of systematic
procedures for tutoring on a one-to-ong basis which they called
"programmed tutoring". Their program included specific tutoring pro-
cedures, continuous evaluation and reinforcement for appropriate
responses. Staats and his associates successfully used token systems with

preschoolers and educable retardates (aged eight to eleven) to teach reading
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(Staats, Finley, Minke, Wolf & Brooks, 1964). On the basis of
preliminary findings, they reasoned that a similar reinforcement system,
together with very specific procedures, might comprise an effoctive
remodial reading program for older children demonstrating severc
behavior problems and academic failure. Ina later study reported by
Gtaats and Butterfield (1965), the following tutoring procedures were
described (for use with the SRA reading laboratories):

1. Neu vocabulary uas presented on separate cards and practiced until
each word was read without prompting.

2. Each paragraph from the SRA story uas read orally, until it vas
read without mistakes. Paragraphs were presented in the order in which
they appearaed in the story.

3. The entire story was read silently by the tutee. He then urote
out answers to comprehension questions.

In this pioneering venture, Staats and Butterfield developed
and tested an slaborate reinforcement system using tokens of high,
niddle and low value. Tokens were given for individual words read
correctly (step ons), for completing paragraphs uithout errors (step
two), for attending behavior during silent reading, and for correct
ansuers to comprehension questions (step three).

The above procedures were initially employed with a fourteen-
year-old Mexican boy exhibiting many behavior problems and very poor
reading performance. After four and a half months of tutoring by a
probation of ficer, the boy had advanced 2.3 grade levels in reading
(from 2.0 to 4.3) and was achieving passing grades in school for the

first time in his life.
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The procedures were subsequently applied to eighteen additional
children of junior high school age, using nine average high school
students and nine adult volunteers as tutors (Staats, Minke, Gooduin &
Landeen, 1967). In a later study employing Negro high school students
and adults as tutors, thirty-two tutored Negro ghetto children achieved
significantly higher results on standard reading tests than a control
group (Staats, Minke & Butts, 1970). The investigators concluded that
it was not necessary to have persons highly trained in education to
administer the tutoring procedures, and suggested that delinquent
children might even teach each other. Similarly, Becker, Thomas and
Carnine (1971), after using Staats' procedures with grade two children,
decided that the program could be carried out by persons with very little
technical training in remedial reading.

Ellson, Barber, Harris and Adams (1968) have also developed a
systematic tutoring program. Their program, the Ginn Tutorial, features
commercially prepared tutoring materials and outlines highly specific
procedures for the tutors to follow. The Ginn Tutorial has been widely
used in recent years, both as a remedial reading program and as a part
of the regular reading program (Ellson, Harris & Barber, 1968). For
instance, in Lenoir County Public Schools, North Carolina, a preven-
tative program was begun with first graders scoring below forty-four on the
Metropulitan Reading Readiness Tests (McCleary, 1971). The Ginn tutor-
ing sessions are conducted on an individual basis in fifteen-minute periods
every day by nonprofessionals following very structured lesson plans.
However, the complex format of the program necessitates the use of adult

tutors. None of the other tutoring programs revieued, except that
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described by Niedermeyer (1970), detailed the specific procedures
employed during the tutoring sessions.

It seems highly unfortunate that the large majority of the
tutoring prugrams roportod did not follow systematic tuturing procudurcs.
Both evaluation of procedural effectiveness and systematic replication
are practically impossible under these conditions. Systematic tutoring
would thus appear to be essential if conclusive statements concerning
the relative effectiveness of different tutoring procedures are to be

made.

Administrative Considerations

Generally, the tutoring programs reviewsd were conducted in
close association with the schools. Volunteers from the community,
college students, or pupils from higher grades tutored pupils during
school time in sessions lasting from twenty minutes to one and a half
hours (Anderson, 19703 Frager & Stern, 1970; Gross, 1968; Niedermeyer &
Cllis, 1971). The funded tutoring programs, however, usually operated
independently of the schools, with sessions being conducted after school
and during the summer months (Gartner, Kohler & Riesmann, 1971). [Many
of the after school programs, in fact, began as summer programs
(Hassinger & Via, 1969; Squires, 1971) in cooperation with the Neighbour-
hood Youth Corps, and la*rr extended their operation throughout the
school year (Cloward, 1967, Landrum & Martin, 1970).

The government sponsored tutoring programs have often attempted
to recruit supervisory personnel from within the immediate area served
by the tutoring program. Evidently this practice helped to provide

needed employment and also ensured a greater amount of cooperation from
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- the community. School-operated programs obvicusly regquire supervision
by the school staff. However, of the tutoring programs reviewed, none
elaborated on the specific duties of the various school personnel
involved in the tutoring program.

The administration of a tutoring program would undoubtedly
involve the joint efforts of several different school personnel. In
view of this fact, it would seem highly desirable to have a specifi-
cation of the tasks (responsibilities) for each of the people involved.
Thus, misunderstandings could be avoided, and, presumably, more efficient

planning would be possible.

Measurement and Evaluation Procedures

Approximately tuo-thirds of the sixty-one studies reviewed did
not attempt any objective form of evaluation concerning the effective-
ness of their tutoring program. Consequently, any conclusions regarding
the methods used in these programs would be extremely difficult to draw.
Ten studies reported using some form of standard achisvement test on a
pre- and posttest basis, but only six of thess studies (Gartner, Kehler
& Riesmann, 1971; Hassinger & Via, 1969; Hill & Tolman, 19703 Landrum &
Martin, 19703 Schoeller & Pearson, 1970; Staats & Butterfield, 1965)
provided actual data. The results from these six studies showed signi-
ficant academic gains for the tutees.

Cloward (1967) reported an interesting finding frem a twenty-six
week Mobilization for Youth program: although both tutors and tutees
showed significant reading score gains, no difference was found in
either group's school marks or attitudes towards school and school-

related activitiss. Schoeller and Pearson (1970), on the other hand,
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Fopoebed quesibionnniee resulbs fur 115 tubeos which indicabod o yuneral
improvement in (a) attitudes toward scheol, (b) work habits, and (c)
reading enjoyment. These pupils also made significant gains in reading
skills, according to pre- and posttest measures from the Spache Diagnos-
tic Reading Scales (1963). Gartner et al. (1971) have advised that
gains reported from cummer tutoring programs should be interpreted
cautiously, since "test-uiscness" would likely occur when only six weeks
intorvuna betwsen testing poriods.

Two of the tutoring studies reported using more direct forms of
mensuroment than standard achievement tests. Frager and Stern (1970)
duscribed a program in which grade six students tutored kindergarten
children with the Mcheil ABC Learning Activities readiness
program. The tutored kindergarten children performed significantly
better than a control group on the McNeil criterion test. A study by
Niedermeyer and Ellis (1971) also employed criterion tests corresponding
to the materials being used in the tutoring sessions. These tests were
administercd to the tutored and non-tutored children every three weeks.
The children tutored by the grade five and six studerts did signifi-
cuntly better than pupils who were not tutored. ;

le tutoring procedures developed by Staats (programmed tutnring)
and the program produced by Ginn required a form of measurement which
was bath direct und continuous. Both programs took daily measurements
uf pupil progress which were directly related to the instructional
progeam.  Staats, for instance, recorded the following for each tuturing
sesuivns (a) number of words read incorrectly on first presontation,

(b) number of words read incorrectly after training, and (c) retention

o words learned ten to fifteen days previously. The first measurement (u)
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refers to words presented on individual word cards; the second measure-
ment (b) refers to the number of these words read incorrectly in the
oral paragraph reading after training.

The Ginn program requires that the tutors also recard daily
errors and subsequent tutee performance after training. Specified
exercises completed by the tutee during the tutoring session are kept
in the child's individual folder, but these exercises are not considered
to be criterion tests. The emphasis in the Ginn program, as in the
Staats' procedure, is on recording errors before and after tutoring.

No record was kept of the total number of words read correctly during
each training session in the Ginn program. |

In summary, the evaluation procedures used by the various tutor-
ing programs could be categorized as follows: (a) indirect and infrequent
(standard achievement tests), (b) direct but infrequent (Frager & Stern,
19703 Niedermeyer & Ellis, 1971), and (c) direct and continuous
(Ellson, Harris & Barber, 1968; Staats & Butterfield, 1965). It seems
that one of the most important questions that should be asked about any
tutoring program is "Was the program successful?" McGinnis (1972)
stressed the importance of evaluating tutoring programs when she said:

If the schools decide to use non-professionals as tutors,

careful and unbiased evaluations of their effectiveness must be
made . . . The answer to the question "Should tutoring be
encouraged?" can come only from a series of well-controlled
studies of tutorial programs (p.1).

tvaluation, however, is difficult if program objectives and
procedures are not clearly defined. Mager (1962), in fact, has stated

that when clearly defined goals are lacking it is impossible to evaluate

a course or program efficiently. Furthermore, he says, without specific
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objectives there is no sound basis for selecting appropriate materials,
content, or instructional methods.

In addition, direct and continuous evaluation within each
tutoring session could provide particularly relevant infarmation about
the daily progress of the tutee toward the program's objectives. Such
evaluation might possibly be carried out by upper elementary school
tutors if the measurement techniques used were relatively easy to

administer and the recording procedures were simplified.

summary and Conclusions

In this chapter, various tutoring studies were reviewed and
questions posed as to how the different investigators dealt with the
problems of devising, implementing, and evaluating their tutoring
programs. Since these studies differed widely in terms of goals,
subjects, size, tutoring procedures, and scientific rigor, conclusive
statements regarding optimal approaches to this problem are difficult
to make at this time. Howsver, on the basis of the present review, it
would seem that, in general, tutoring programs can be successful if the
tutors are given adequate training and follow systematic procedures
uithin the tutoring sessions. On the other hand, many of the tutoring
programs conducted to date may be criticized because of their lack of
experimental rigor.

In summary, it seems highly desirable that additional research
on the effectiveness of tutorial programs should be characterized by:
(a) precise ubjectives; (b) provision for training the tutors to some
specified criteria of performance; (c) arrangements for some form of

incentive for the tutors; (d) systematic procedures far the tutors to
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follow; (e) specification of the tasks to be performed by the various
suppart personnel involved in the adninistrative aspects of the program;
and (f) a more precise measurement and evaluation system to determine

the effectivensss of the progran.
PURPOSE OF THE STUDY

The general purpose of the present study was to design, implement
and evaluate a tutoring program employing grade five and six students
as tutors for younger elementary children who required additional

instruction in word identification.

Specific Objectives of the Study

Objective 1. To detail the behavioral objectives (specific
tasks) to be completed by the various personnel involved in the tutoring
program: (a) tutors, (b) tutees, (c) grade five and six teachers (sending
teachers), (d) grade two and thres teachers (receiving teachers), and
(e) the experimenter (program coordinator).

Objective 2. To delineate systematic tutoring procedures to
teach word identification skills to beginning readers.

Objective 3. To devise a training program to teach the tutors
to (a) administer the tutoring procedures, and (b) measure and record
oral reading performance.

Objective 4. To monitor the effects of the tutoring procedures
on the oral reading performance of each tutee on a daily basis.

Ubjective 5. To compare the effects of specified procedures on
the oral reading performance of each tutee.

Objective 6. To determine the reactions toward the tutoring

program of the tutees, the tutors and the participating schaol personnel.
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In the following chapter, a conceptual and procedural framework
is described which appears to hold considerable promise as a measurement

system for evaluating tutoring programs in reading.



Chapter 111
THE PRECISION TEACHING SYSTOM

fhe Proclsion Teaching System s an adoptation uf the vperant
Lechnolugy duseribed by Skinner (1953). Both Procision feaching and
aperant tochnulogy employ standard data collection maturials, functional
definitions, and completc, continuous recording of individual data. The
fundamental difference between the two paradigms lies in the development
by Lindsley (1965) of a language which can be used and understood by
disciplines outside the basic research laboratory. Precision Teaching,
says Lindsley, is not an "approach", but an casy, inexpensive measure-
ment technique for monitoring daily improvement (1971, p.119). Gaashult
(1970b) describes the basic "tools" of Precision Teaching as being:
(a) rate of performance on an observable behavior, (b) a standard six-
cycle chart, and (c) a planning formula called the IS Plan which
includes the major components in an individual's environment which

could uffect his bchavier.

Rate of Performance

As with opcrant technology, performance rate is the busic dalum
fur the Precision feaching System.  Performance rate is preferred wver
percentage as a descriptive measure of academic behavior since rato
~upplivs infuemation about the gquantity, accuracy and speed of a
behavior, whervas percentage describes only accuracy of behavior.

Pinpointing. The identification and description of a behaviur

Lu be measured is referred to as "pinpointing". In pinpointing a
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bahavior, there are a number of criteria by which the adequacy of the
description may be assessed. First, the behavior must be directly
observable and described in terms which would allow any observer to
identify its ocburrence accurately and reliably. The observer should
not have to make subjective decisions as to whether or not a particular
behavior observed is an .instance of the bshavior being counted. Second,
the behavior should involve movement. Acts such as "sitting", "resting"
and "being quiet" are really the absence of observable bshavior and are
noticeabls only because some octher behavior is not occurring. Third,
the behavior should be cyclical (i.e., terminate in a state of affairs
such that the behavior may be repeated). If a behavior cannot be
repeated, then it cannot be altered. Because of these last two criteria,
the identified behavior is called a movement cycle.

Calibration. Calibration involves assuring that the standard
units of measurement employed are the same. The response unit identi-
fied should convey as precisely as possible the amount of information
covered and the approximate length of time necessary to emit each
response. for example, pinpoints which may be identified for oral
reading range from "books read" to "letters scanned". However, units
.such as books, chapters, pages and letter forms are non-functional units;
words and syllables, on the other hand, are considered to be appropriate
units for measurement purposes (Starlin, 1970, p.17). Although %
"syllables read" would be the more completely calibrated pinpoint, the
most practicai unit for recording purposes appears to be whole words.

After a movement cycle is pinpointed, a record may be obtained
of the frequency of the movement within a certain time period. Dividing

the frequency (that is, the number of movement cycles) by the duration
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(minutes recorded) provides the rate of performance which is plotted on

tho doaily bohavivr chart.

Uaily Beohavior Chart

The daily behavior chart (Figure 1) is a six-cycle logarithmic
chart which allows recording of a wide range of human behaviors (from
one behavior in a thousand minutes to a thousand behaviors in one minute).
Twenty weeks of information may be kept on one chart; hence, only twao
or three charts per child are necessary for a particular pinpoint for
the school year.

Project twam members. The four project team members of super-
visor, adviser, manager and behaver identified across the bottom of the
chart are general terms that allow identification of a variety of persons
involved in a behavior change project. The title of sach project team
member sorves to describe the basic function that person performs and
the involvement with the behaver or data which that function entails.
White {1970) describes these various team members as follows:

1. Behaver: The individual whose behavior is being charted. (In the
present study, the tutee is the behaver.)

2. Manager: That individual who is directly responsible for the
implementation of the plan to affect a change in the rate of the move-
ment cycle. The manager works directly with the behaver. (The tutor
is the manager.)

3. Adviser: That individual who is in a supportive and advisory
pusition‘to the manager. (The adviser is the teacher of the tutees.)

4. Supervisor: Any individual who is responsible for the training of

managers and advisers. A person who teaches the principles and procedures
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The Daily Behavior Chart
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of Procision Teaching to someons else. (The supervisor is the experi-
menter. )

The charter is the individual who charts the rates of responding
on the standard behavior chart. The person who prepares and submits
project reports for storage and/ur analysis in some central facility is
referred to as the depositor, and the agency is the institution in
which the project is carried out (for instance, an elementary school).
The age space following "behaver" refers to the age of the behaver. In
the label space, the bshaver's class placement, or occupation, if not a
student, is enterad. Finally, the movement category describes the
movement that is being recorded (8.9., reads words orally).

Chart axes. Successive calendar days are represented across
the bottom of the chart, with Sundays indicated by the heavy vertical
lines in the grid. Charting follows the calendar; therefors, the days
on uhich data are not collected are skipped on the chart. The numbers
0, 4, 8, 12, 16, and 20 at the top of the grid indicate the number of
elapsed weeks, and above these cumulative week indicators is a space
for the inclusion of specific dates once every four weeks.

On the vertical axis, labeled movements per minute, is the grid
for performance rates (number of movemants/hinutes recorded). Rates ran-
g9ing from one count in a thousand minutes (.001) to 1000 counts per
minute may be recorded. Starlin (1970, p.31) suggests a useful uay to
romember how to convert rate statements to movements per minute
statements:

1. Place all rates above ong over one;
8.g., 1000 = lUDD/& = 1000 movements per minute

20 = 50/1 = 50 movements per minute
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v, Convert all rates below 1 s [ractions:
e.g., 2= 5 movements in ten minutes

.03 = 7 movements in 100 minutes

proportional scale. The horizontol lines are closcr tugethor

near the top of each of the six sections of the chart because the
vertical scale is a proportional scale on which equal gains are represen-
ted by equal visual distance. Lindsley (1971) states that the propor-
tional scale is morc appropriate for educational measurement than is the
widely used arithmetic scale (equal distance betweén gach unit of tho
geale). He orgues that we should bo concerned with significant channu
in a student's ocadomic performance (such as a doubling of rate) but
that with the arithmetic scale, small changes are given disproportionatc
credit. Furthermore, an arithmetic scale éuntracts the low end of the
number scale and expands the high end, so that the low performing child
is given less credit for improvement than the high performing child.

The numerical and relational information provided by a proportional
scale allows a description in terms of rate change (acceleration or
deceleration) as well as in terms of percentage changes. Although the
proportional nature of the chart makes it difficult to detormine the
uxact scorus once they have been placed on the chart, Lindsley claimo
that this is nut too important, since the overall trend of academic
qrouth is the real indication of progress.

Nuhavior ranqe. Reducing the number of cycles on the chart
would rusult in better spacing between the rate lines, but would
Jecroase the range of behaviors able to be represented,  The six-cycle
chart represents the range (in terms of rate) of all opscrvable human

behavior that could occur in an average waking day (1000 minutes).
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There are no human behaviors that occur at a rate of more than 1000
responses per minute, and the lowest rate of behayior fhat could be
recorded in one waking day would be once in a thousand minutes (.001).

Summary. A standardized measure such as performance rate, and
a chart with a standardized vertical axis that will represent all
behavior rates that an sducator might deal with should greatly facili-
tate communication. Comparisons may bo made within students on difforent
performancos as woll as betwesn students on the same and different areas
of performance. The information made available through such comparisons
allows decisions as to whether educational interventions are necessary.
The Precision Teaching System divides this educational planning into

"Before", "During" and "After" phases.

The Precision Teaching System Phases

The three basic phases of the Precision Teaching System (Befare,
Ouring, After) are temporally related to educational intervention, with
the terms maintaining the same meaning as they have in cvery day usage.

Before. The Before phase refers to the period from the begin-
ning of data collection in a project to the introduction of the first
¢ducciional change. Uhite (1971, p.105) emphasizes that "Before" is in
reference to "before alteration" and should not imply that it is a
phase "before anything"; the Manager may, in fact, be doing several
things which affect rates of responding. The purpose of the phase is
to establish what the specific affeﬁts of those interactions are hefore
changes are made.

During. The Ouring phase is the period in which an attempt is
made to affect the desired change in the rate with which the movement

cycle is being emitted. More than one Ouring phase may be needed, each
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representing a different attempt at the alteration of the behavior.
Different During phases are indicated by successive numberings (During 1,
During 2, etc.). Uhsnever more than one During phase is needed, hawever,
it is advisable that a "Between" phase occur between them.

Betwsen. The Between phass is that phase in which conditions
are returned (as nearly as possible) to the original conditions in the
Bofore phase. This allows the manager to have a new reference against
which he may determine the effectivensss of new alterations tried in the
second During phase. Between phases, then, are similar to Before phases,
oxcept they occur betueen two During phases instead of at the very
beginning of a project.

After. The After phase is a period of continued rate recording
after the procedures of the Ouring phase have been discontinued. The
purpese of the After phase is to check on the permanence of the effects
produced in the During phases. After phases may not be appropriate for
projects in which new curriculum material is being introduced on a
continuous basis.

As long as the educational conditions for a particular movement
are constant, the daily data collscted represent a given phase. A neuw
phase is indicated only when an educational change is made. Lindsley
(1971) suggests that such changes not be made until there are at least

five data points (five days) for a particular phase.

Charting Conventions

Recording conventions for the daily behavior chart discussed by
torm, definition and convention are presented belou. The use of black
pencil only is advised for charting, since colors will not reproduce

when xeroxed, and ink does not erase easily.
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1. Charted day. A day in which the movoment was omittod und
recorded.

Convention: (1) Place a dot on the chart to indicate that day's
correct movement rate, and an X to indicate the error movement rates.
(2) Connect data points with lines, skipping all "no chance" days and
phase change spaces.

2, No chance day. A day in which the movement has no opportunity to
OCCUT.

Conveétion: Skip the day on the daily chart. Do not draw a line
across a no chance day.

3. Ignored day. A day in which the movement could have occurred but
was not recorded.

Convention: Do not placc a dot or an X on the chart; draw a line
from the last charted day, through the ignored day, to the next charted
day.

4. Phase change space. The space between the last rated day of one

phase and the first day of the next phase.

Convention: Draw a vertical line on the chart, and labsel the
phascs appropriately on either side of the line. Do not connect data
points across a phase change space.

5. Record ceiling. The highest possible rate determined by the
program or program event (e.g., if a child is given only ten problems to
do in five minutes, a ceiling has been set of two problems per minute).

Convention: Draw a dashed horizontal line across Sunday linss at
the maximum rate (+ + +).

6. Record floor. The lowest measurable performance rate, other than

zero, which we are able to record, The record floor is determined by
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the length of the performance sample, and is a convenient way of

indicating recording time. The formula for the record floor is:

1
total observation time for the day

Example: If a behavior were recorded for five hours each day (5

hours = 300 minutes), the record floor would be:

A= oo
300

Convention: Drau a horizontal dashed line on the chart between
Sunday lines (1-i-)
7. Zero rate. No movemsnt cycle recorded within the performance
sample.
Convention: Place a question mark on the appropriate day dirsctly
below the rscord floor.
8. Middlo rate. The median rate for any phase.

Convention: The correct middle rate is indicated by drawing a tear
drop with its tail pointing to the middle point, and the value (rate)
of that point is written inside the teardrap ().

The error middle rate is indicatad by drawing a triangle with a
tail pointing to the middle point, and the rate is written inside the

triangle (_<:]).

9. Performance aim. The correct and/or error performance rate touard
= fiafce aim

which the behaver is warking.

Convention: Place a star (*) on the chart at the performance rate

aim.,

10, Calendar synchronize. Standard starting time for all charts in
one project location. If a chart is startad at some later date, there

will be no data points at the beginning of the chart. This coordination
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allous direct comparison of different performances by overlaying the
appropriate charts.

Convention: AlL charts in one project location will have the same
dates across the top of the chart.

In addition to establishing conventions for the recording of
data, the Precision Teaching System has established a standard language
for the description of educational plans. Lindsley has termed this
description the IS PLAN, since what is described is what is happening in
the child's educational environment, without refercnce to what effects

theso events may have on the behavior being observed.

Is Plan

Bradfield (1970) states that the Is Plan (Figure 2) is intended
to include the various kinds of things which exist in the individual's
environment which may affect his behavior. The five components of the
Is formula are: the program, program svent, movement cycle, arrangement
and arranged event.

Program (P). The program is the gemeral environmental setting
and is usually equated with the time of day, duration of instruction,
location of the class, and any other variable which remains constant
for the period over which the movement cycle is counted and recorced.

Program event. Program events are those factors which might
result in the behavior or movement cycle. For example, instructions,
demonstration, and curriculum materials may result in some kind of
academic behavior boing emitted. Program events occur independently of

the movement cycle (can occur whether the movement cycle occurs or not).
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Movement cycle. The movement cycle refers to the behavior
which is to be changed or measured. A movement cycle must be directly
observable and countable, have a definite cycle, and be repeatable.

Arrangement (A). The arrangement represents the relationship
between the number of times the movement cycle oceurs and the number of
times the arranged event occurs. The convention for writing this
relationship is to indicate the number of movement cycles, then place a
colon (:) after that number; then, indicate the number of arranged
events that would occur following that number of movement cycles. For
instance, an arrangement of 1:1 would mean that an arranged event would
occur for each movement cycle emitted.

Arranged event. Those environmental events which occur Just
following the emission of the movement cycle and are caused by the
movement cycle are knoun as arvanged events (for example, candy, praise,
etc.). Arranged svents have a higher probability of affecting rates of
responding if they occur immediately after the movement cycle has been

emitted.

Summary

Having described the basic components of the Precision Teaching
oystem, it now seems appropriate to summarize with a detailing of the
system's advantages. First, the daily behavior chart has a number of
important and useful features:

1. The six cycles allow the entire range of obscrvable human behavior
tu be represented on one chart, thus permitting comparisons within and
between individuals for differcent behaviors.

2. Propurtional changes are evident on the ratio chart; therefore,

more credit is given to improvement from the low performing student
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than is given on an arithmetic scale.

3. The use of correct and error rates furnishes information about the
speed and accuracy of the performance as well as about total production.
Percentage reflects accuracy, but not the amount or speed of the parfor-
manca. Normal curves do not represent actual performance at all.

4. Trends and patterns may be seen which are not clear on an arith-
metic chart.

5. The chart may ba used to collect up to twenty weeks of information
(including weekends).

5. The use of the record floor convention indicates the time sample,
uhile the record ceiling shous limitations on performance set by the
program events.

7. Information about "who", "what", "when" and "uhers" is contained
in the chart labelling conventions.

The use of the behavior chart on a daily basis could provide
continuous, up-to-date data to assist the classroom teacher or adminis-
trator in educational planning. Moreover, the specific pinpointing of
behaviors and their evaluation in natural settings would seem to provide
more precise and objective information about performance than does an
IQ score, standard test score, or traditional letter grade. Lastly, the
use uf the Is planning formula would further increase communication
among school and school-related personnel by providing information
concerning the circumstances under which the performance data were

collected.

11lustrative Studies Using the Precision Teaching System

The Precision Teaching measurement system has been employed in

a variety of different situations to monitor behavior. Calduell (1967),



fur example, touk pupil performance data to evaluate student teachers.

A number of studies using the system have been carriod out in special
classes, where data have been collected on both academic and management
behaviors (Cohen & Martin, 1971; Edwards, 1969; Gaasholt, 1970a; Johnston,
19713 Koenig, 1971). Academic performances evaluated in this manner
have included mathematics (Lovitt & Curtiss, 1968), penmanship (Hopkins,
tchutto & Gorton, 1970), spelling (Lovitt, Guppy & Blattner, 1969) and
reading (Lovitt & Hurlbut, 19713 Lovitt, Schaaf & Gayre, 19703 Starlin,
1970). ror purposes of illustration, a brief revicu of soveral studies
which have usgd the Precision Teaching System for the evoluatiun of
oral reading performance will be presented at this point.

Louitt, Schaaf and Sayre (1970) assessed the effacts of different
curricula, instructional settings and teaching techniques on oral reading
performance of young children using direct continuous measurement. 1In
a project designed to determine performance rates in different reading
curricula, a second grade boy read orally to a remedial reading
instructor from cach of two basal readers and a high-interest, low-
vocabulavy book vach day.  The pupil appeared to be making the must
progress in the high-interest toxt, according to correct and crrur rates
For oral veading performance.

the tuchnigue of "previewing" was evaluated by these authors in
i utaly lnvolving u nine-ycar-old third grade student. During the first
phiose, which lasted for ten days, the pupil read crally for three
minutus while the manager recorded his errors. Throughout the socurid
phagiry, which also lasted ton days, the pupil listened to o tape
vecoriling of the purtion of the story which he would be required Lu

roeatl. Tuklowing the listuning period, the buy was asked to rewd. L
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phase three, the procedures were the same as those in phase two, except
now, as the boy listened to a recording of the narration that he would
subsequently read, he was provided with a book. The final phase was
procedurally the same as the first: the pupil mercly read from the text
without seeing or hearing the material prior to reading. The results
of this study indicated that the combination of seeing and hearing the
material before reading it produced the best performance rates.

Another project by Lovitt, Schaaf and Sayre (1970) compared oral
reading performance of third grade pupils in a group reading situation
with an independent, or one-to-one situation with the teacher, and
found that error rates were generally accelerated in the group situation,
while correct rates remained stable. In the independent situation,
however, correct rates aceelerated.

Lovitt and Hurlbut (1971) have recently conducted a series of
experiments on the modification of certain phonic skills and their
relationship to oral reading. In one experiment, a ten-year-old fourth
grade boy was given daily tutoring in five phonics skills by a remedial
reading teacher. Seven measures wers taken during each session in the
experiments five in phonics and two in oral reading. The five phonics
behaviors dealt with short vowels, consonant blends, word blending,
translocation of letters, digraphs and diphthongs. To obtain the two
oral reading rates, the Lippincott 22 (McCracken & Walcubt, 1966) and
Ginn 22 (Ousley & Russell, 1961) readers were used. Ouring the boy's
five-minute reading sample, the teacher, using her copies of the
roaders, followed along and noted his errors. In the Before phase of
the experiment, no instruction was given in the phonics skills listed

above. In the second phase of the experiment (During 1), a ten-minute
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period of instruction based on the Slingerland method (Slingerland, 1969)
was scheduled before the seven measurements were recorded. In the
During I phase, performance in all five phonics skills improved (correct
rates increased and error rates decreased)., In addition to the student's
phonics competencies being affected by the Slingerland procedures, his
performance in both readers was positively influenced. Improvement was
mare noted in the phonics based reader (Lippincott) than in the non-
phonics text (Ginn). Lovitt and Hurlbut concluded from these results
that, apparently, as the pupil acquired more phonics skills, this
improved performance affected oral reading.

In a later experiment, Lovitt and Hurlbut attempted to evaluate
the effectiveness of two phonics instructional techniques - the
Slingerland and Palo Alto (Glim, 1968) methods. Nat only were the
direct effects of the two methods on two phonics skills assessed, but
their indirect influence on oral reading was also determined. This
project was conducted with four nine-year-old boys, two of whom had been
classified as "dyslexic", and two of whom had been classified as "slow
learners". In the Before phase, all four boys were assessed in two
phonics areas, consonants and vowel discriminations. In addition,
performances in reading from a Palo Alto reader (Glim, 1968) were
measured each day. As in the previous experiment, in the During I
phase ten minutes of phonics instruction uas scheduled prior to the
daily measurements. For the dyslexic pair, this instruction followed
the procedures outlined by Slingerland; for the slow learners, the
phonics training was the program recommended in the Palo Alto reading
method. Both methods of phonics instruction produced significant

differences in the phonics and oral reading performances of all four
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boys, with the greatest gains being made by a slingorland trained
(dyslexic) pupil. In summarizing the results of these investigations,
Lovitt and Hurlbut suggested that if phonics ar reading behaviors are
explicitly defined, and if a systematic technique is arranged to teach
these skills, even difficult to teach children can be taught, regardless
of the diagnostic label.

Starlin (1970), in a dissertation thesis racentiy completed at
the University of Uregon, has demonstrated nicely how the Precision
Teaching System may be used to advantage in monitoring oral reading
performance. He tested thirty-nine children at the end of grade one
following the completion of an intensive phonics program to determine
performance rates for "saying letter sounds correctly". Starlin had
identified this pinpoint as one of the two basig movements directly
related to the acquisition of proficient oral reading performances, and
hypothesized that children should probably be able tg say letter sounds
at a certain rate befora efficient blending of sounds into words can
oceur.  Same support for this hypothesis was obtained uhen he found
that children whose performance rate of saying letter sounds correctly
Was much below sixty sounds per minute had difficulty with reading words
in context (the second basic movement related to proficient aral reading
performance)

A second objective of Starlin's thesis project was to obtain
estimates of performance aims for oral reading rates at different grade
levels., Oral reading data were collected gyer a two-year period from
244 students in grades kindergarten to tuslye, Discussing his results,
starlin concluded that twg patterns secmed to emerges (a) above grade

three, average and median ural reading performances tended to fall



betwoen 10U and 200 words por minute, and (b) therc appearcd to be a
steady increase in oral reading rate in the first and second grade
performances, with a transition of the 100 to 200 range occurring during
the third grade (p.139). Starlin also pointed out that these figures
were consistent with oral reading rates reported by Gilmore (1952) for
first (45 words per minute), second (80 words per minute) and third (110
words per minute) grade children. Starlin concluded that a correct rate
of 100 wordc per minute, with an error rate of one per minute represented

4 very acceptable level of performance for a third grade child.

In this chapter, a detailed description of the Precision Teaching
measurement system has been provided. In addition, several studies
uhich have utilized this measurement system were presented to illustrate
its flexibility and utility. Attention uas focused on those studies
which investigated the oral reading performance of young clementary
school children. The results from these studies would appear to
indicate that the Precision Teaching System constitutes a potentially

poverful new measurement tool for applied research in school settings.



Chapter IV

METHOD

Three elementary schools from the Edmonton Public School System
took part in the experiment. Five schools had initially expressed
interest in the tutorial program and three eventually agreed to partici-
pate after the experimenter had explained in detail the objectives of
the project. Grade five and six students were trained as tutors in oral
reading for pupils selected from grade two and three classes in the
cooperating schools. A tutor pair was assigned to each younger child,
with each member of the pair conducting two twenty-minute tutoring
sassions weekly during school time; thus, sach tutee was tutored four
times weskly (eighty minutes). Tutoring sessions were conducted for ten
weeks, providing a possible 800 minutes of tutoring for each child. A
record of the tutee's oral reading performance was obtained at the
beginning and end of each session. The specific functions of the
various personnel involved in the project are described in detail in the

following pages.
ORGANIZATION OF THE EXPERIMENT

Experimental Subjscts (Tutees)

Selection of the grade two and three students who were expsri-
encing difficulty in reading was done by the receiving teachers (the
teachers of the grade two and three tutees). A student was considered

to be experiencing difficulty in reading if, in the teacher's opinion:
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(a) he had trouble with basic decoding skills of sounding out words and
blending; and ‘(b) his oral reading rate was in the lowest one-third of
his class. Every student who met this criterion and obtained parental
consent (see Appendix A) was included in the program. A total of forty-
nine students selected from seven different classrooms was subsequently

included in the experiment and given tutoring on a systematic basis.

Tutors

The'ninety-eight students who served as tutors in the experiment
were grade five and six pupils selected from four different classrooms
(Table 1). Essentially, all students from the participating grade five
and six classes were included, with the condition that they obtain
parental consent (see Appendix B). These students were required to
demonstrate mastery of the following tasks before qualifying as tutors:

1. Chart data points on the daily behavior chart at a rate of two
correct per minute with zero errors.

2. Complete the record sheet using sample data with 100 percent
accuracy on at least two successive trials.

3. Demonstrate proficiency in the recording of oral reading errors
to a criterion of eighty percent accuracy.

4. List the steps in the tutoring correction procedure with 100
percent accuracy.

5. Demonstrate, in a tutoring session with their partner, the approp-
riate procedures for: (a) giving instructions, (b) correcting errors,
(c) praising, and (d) recording.

The above objectives were reached in a series of six training sessions

(approximately forty-five minutes each) carried out by the experimenter,




Table 1

Schools, Sending Classes, Receiving Classes and

personnel Participating in the Project

School Sending Class (Tutors) Receiving Class (Tutees)
A Grade five (A1) Grade 1-2 (ay)
n=24 n=12
Grade six (A7) Grade 2 (ap)
n=20 n=4
Grade 2 (a3)
n==56
B Grade six (B1) Grade 2 (b1)
n=28 n=1
Grade 3 (bp)
n="17
C Grade six (C1) Grade 2 (c1)
n=26 n="17

Grade 3 (cp)
n=6
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over a period of five consecutive weeks prior to the collection of
baseline data. During the training sessions, the experimentsr demon-
strated the appropriate behaviors and provided practice activities for
the participating students. The sending teacher (the teacher of the
tutors) cooperated by scheduling.an additional half-hour practice session
cach week, using exercises supplied by the experimenter.

In each school, the participating grade five and six tutors
were divided into-teams of four to six, with a captain heading each
team. The tutor captains were selected on the basis of enthusiasm and
performance demonstrated during the tutor training program. They
assisted the experimenter throughout the project by:

1. Helping their team members with recording procedures.
2. Relaying instructions from the experimenter when changes in
procedure were required.

3. Reporting any problems observed during the tutoring sessions.

Receiving Teachers

In order to familiarize the seven receiving teachers with the
recording and tutoring procedures, a half-day workshop was scheduled
before the tuforing sessions began. Major topics introduced during the
workshop included: (a) charting, (b) the record sheet, (c) procedures
for recording oral reading, and (d) the tutoring procedures. The major
task requirements for the receiving teachers were determined to be, as
follows:

1. Select students for participation in the tutoring program.
2. Obtain parental consent for those students selected.

3. Complete referral forms for their tutees (Appendix C).



44

4. Consult with the sending teacher to: (a) arrange scheduling and
places for the tutoring sessions, and (b) appoint a tutor pair for each
of the tutees.

5. Provide appropriate curriculum materials for use in the tutoring
sessions.

6. Meet with the tutors to explain changes in scheduling or curriculum
when noceessary.

7. Inform the sending teacher of any tutee's absence.

8. Meet with the sending teacher, school coordinator and experimenter
if required.

9. Report any major difficulties to either the school coordinator or

the experimenter (program coordinator).

Sending Teachers

Three teachers from grade six and one from grade five partici-
pated in the study as sending teachers; The tasks performed by these
teachers were mainly preparatary, and were completed, for the most part,
before the tutoring sessions began. More specifically, the sending
teachers were requested to:

1. Attend the tutor training sessions carried out by the experimenter.

2. Administer follou-up practice exercises supplied by the experi-
menter.

3. Obtain parental consent for the tutors to participate.

4. Supervise the formation of the tutor pairs.

5. Consult with the sending teacher to: (a) arrange scheduling and
places for the tutoring sessiuns, and (b) appoint a tutor pair for each

tutes.
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6. Keep precise measurement materials in a convenient place in the
classroam.
7. Inform the receiving teacher if both tutors were absent.
8. fMeet with the receiving teacher, school coordinator, and the
experimenter when necessary.
9. Report any major difficulties to either the school coordinator or

the experimenter (program coordinator).

School Coordinator

In two of the participating schools, the vice-principal acted
as school coordinator; the principal served in this capacity in the
third school. The main function of the school coordinator was to
monitor the over-all program for his particular school. The coordinator
also assisted the experimenter by arranging any meetings held during

the course of the project.

Experimenter (Program Coordinator)

The experimenter performed a numbsr of integral tasks prior to
and during the tutoring program. Stated another way, the experimenter's
activities could be divided into two major categories: (a) preparation
and training, and (b) monitoring of the tutoring sessions.

In preparation for the tutorial program, the experimenter
performed these tasks:

1. [xplained the objectives of the project to the five schaols that
had expressed interest. These schools were initially approached by a
member of the Staff Development department of the Edmonton Public School
dystem. A meeting was held by the experimenter in each of the five

schools, with interested staff attending.
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2. Conducted six tutor training sessions in each of the four grade
five and six classrooms in the three schools that agreed to participate
in the experiment.

3. Held a half-day workshop for the seven receiving teachers to
oxplain recording and tutoring procedures.

4. Assombled and distributed all the recording materials used in the
tutoring program (the daily behavior charts, the tutor record shests,
Is Plans, binders and pencils).

One day a week was spent in each of the participating schools
while the tutoring sessions were in progress. During these weekly
visits, the experimenter:

1. Monitored the tutoring sassions to ensure that proper instructional
and data collection procedures wers being followed.

2, Checked the tutor record sheets and charts for recording accuracy.

3. Provided regular feedback on the progress of the tutees to the
receiving teachers.

4. Instructed the tutors concerning anmy changes in the tutoring
procedures when necessitated by the different phases of the experiment.

5. fet with the receiving teachers, sending teachers and tutor
captains.

6. Checked to see if sufficient materials were present and replaced
recording forms whecn necossary.

Following the final phase of the project, an evaluation meeting
was held in each of the three participating schools with the experi-
menter, school coordinator, receiving teachers and sending teachers in

attendance. The questionnaire completed by the staff was reviewed, and
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the experimenter prosented summary data on the progross of the tutoey

from that particular school.

Is Plan. The Is Plan was used in the presoent study to describe
the various conditions of the experiment for sach tutee, and was
completed jointly by the receiving teacher and the experimenter. Any
changes in program events, arrangement or arranged events were subse-
quently recorded on each tutee's Is Plan.

Record sheet. A record shest designed by the‘exparimenter was
used by the tutors to record data on oral reading performance in the
tutorial sessions (Appendix D). For each session, the tutor recorded
the following information on the tutee's record sheet: (a) date, (b)
session number, (c) the tutor for that particular session, (d) total
number of wards read, (e) total number of errors made, (f) words correct

-per minute, (g) errors per minute, and (h) numbers of the pages read
during the recording sample timing. The preceding information for up
to sixteen tutoring sessions could be included on one record sheet.

Binders. A binder containing the Is Plan, record sheets, charts
and tutor instructions was prepared for each tutee in tho program. The
binders were stored in the classroom of the sending teachers so that,
if necessary, the tutors could complete unfirished calculations and
check their work following the tutoring session. The binders wers,
however, readily accessible to the receiving teachers.

Tutoring materials. Table 2 shows that three different reading

curriculums were in use in the seven grade two and three classes. Four

grade two classes and one grade thrce were using the Ginn Basic Readers



Table 2

Prdgram and Program Events for the Receiving Classes

Receiving Program
Class Time Place Program Event
ay 10:30-10:50 Tutess' class- Ginn Basic
11:00-11:20 room Readers
a 10:30-10:50 Science Room McKee Series
Hallway
8 11:00-11:20 Room 4 Ginn Basic
Halluay Readers
by 9:40-10:00 Science Room Ginn Basic
Readers
bo 9:40-10:00 Library Open Highways
Series
&y 9:00-9:20 Orange Room Ginn Basic
Readers
€y 9:00-9:20 Orange Room Ginn Basic

Readers

48
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(Ginn and Company), one grade two class used the ficKee Reading Series
(Nelson & Yons), and the romaining grade three class was using tho Open
Highways voading program (Scubt, Forusman and Company).  Those materials

constituted tho program wvents for each tutee in the tutoring sessiuns.

Measures

The daily behavior chart. The daily behavior chart (Figure 1)

was used to graph the data recorded on the record sheet. Correct and
error data for the pinpoint "reads words orally" were displayed together
on the tutees' individual charts. Other information contained on the
chart included: (a) beginning and ending dates for the various conditicns
of the experiment, (b) names of the experimenter, receiving teacher,
tutors and tutee, (c) age and grade of the tutee, and (d) median correct
and error rates for the different sxperimental phases.

Questionnaires. Three separate questionnaires (Appendix E) were
prepared by the experimenter to collect less objective information
concerning reactions of the tutors, tutses, and the school staff to the
tutoring program. The questionnaires were completed by the tutors
under supervision of the grade five and six teachers and by the tutees
through interviews with the receiving teachers. The participating staff
members of each school met as a team to formulate answers to their
questionnaire.

A gquestionnaire was administered to the tutors in order to
determine what the tutors thought about: (a) being a tutor, (b) tutoring
and recording procedures, and (c) other administrative aspects of the
project. The tutors were also asked to offer suggestions for improving

the program. Questions for the tutees centered mainly on whether



(a) they enjuyed being tutored, and ({b) they wanted te be tutored
again,  The staft questionnaire was designed tu identily the major
problems eneountered In the administration of Lhe buloring progeam o

Lo obtuin sugnestions as to how the program might be improved.
CXPERIMCNTAL CONDITIONS

Response Definitions dénd Recording

The basic movement cycle pinpointed for oral rcading was feads
words orally in the context of running sentences. "In context" was
included in the basic pinpoiat tu distinguish the behavior from wurds
read out of context, such as from a word list or from flash cards. An
crror was recorded if the tutee: (a) mispronounced a werd (that is, a
word was said which was different from the stimulus word presented) ur,
(b) did not attempt a word within a four-scecond perivd. Words read
correctly could be caleulated by subtracting the number ol errors from
the total number of words read.

The tutar recorded oral reading performance for a two-minuto
interval at the beginning and end of each tutoring session, using the
tutee's regular rcading series as test material. The particular pages
read for any given session were assigned by the receiving teacher and
cunuistod of those hages most recently covered during classroum instruc-
tion. During the initial timing, the errors were marked lightly in
pencil in the tutee's copy of the textbook, while the tutec read the
assigned pages from an unmarked text. Mispronounced words were under-
lined; words which were not attempted were checkmarked. If a child
husitated on a word four scconds, the tutor supplicd the word, but if

the child immediately stated that he did not know a wurd, the tutor
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supplicd the word without dolay. The end of the two-minute sample was
indicated in the text by a slashmark /), and the tulco was permitted
to read to the ond of the assiyned pages bofore being asked to stop.

The number uf words in the passage and the number of errors within the
two-minute time sample were counted and recorded by the tutor. Identical
procedures were followed for the second timing which follousd remedial
instruction on the errors noted during the initial trial. The foregoing
procedure provided a record in each session of words read correctly per
minute and errors per minute for each tutee prior to and after tutoring.
The specific instructions given the grade five and six tutors for

recording oral reading performance are outlined in Appendix F.

Measurement Reliability

Reliability assessment was done before and during the tutorial
program. During the tutor training program, reliability was checked on
the recording of errors by having each tutor listen to tape-recorded
passages read from the grade two Ginn Basic Reader. Each passage was
read at a rate of approximately seventy-five words per minute and
contained a variety of common error responses. A sample transcript,
with the specific instructions given to the tutor, is given in Appendix G.

The general procedure in assessing the tutors' recording reli-
ability involved the following steps (a) giving the tutor a copy of
the material which was to be read, (b) having the tutor indicate the
errors while listening to the tape recording, and (c) determining his
recording reliability by using the percent agreement method:

agreements

X 100
agreaments & disagreemonts

(Bijou, Peterson, Harris, Allen & Johnston, 1969). A similar procedure
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was repeated at the beginning of ecach experimental phase. The overall
range of reliability indexes was eightyto one hundred percent with a
mean reliability of ninety-two percent. Reliability ranges and means

for each of the five experimental phases are prasented in Appendix H.

Procodural Yariations

The procedures of the various experimental conditions are

grouped under the phase headings Before, During I, Between, During II
and During I11. Detailed descriptions of the procedﬁres employed
during the phases follow.

Bufore phase (three weeks duration). Baseline data on oral
reading perforhance were obtained over a period of twelve school days
for those children referred for tutoring by the receiving teachers.
Scheduling the assignment of tutées'to tutor pairs was done prior to
the beginning of the Before phass. The use of tutor pairs minimized
the loss of class time for the older students, and ensured a continuous
program for the tutee.

During the Before phase, the tutors were instructed to: (a)
record oral reading performance for two minutes; (b) complete the record
shect and chart the data; and (c) return to their classrooms without
providing any remodial assistance for the words read incorrectly.

During I phase (six weeks duration). In During I, tutoring

sessions were conducted twice weskly by each member of the tutor pair.
Ural roading performance was recorded at the beginning of each session,
followed by systematic remediation of errors. The corrections procedure
followed by the tutors in this phase consisted of these steps:

1. The tutee was asked to read the words read incorrectly during the
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initial timing. If the word was read properly, the tutor moved on to
the next error.

2. If the tutee was not able to read the word, he was asked to sound
it out. The tutor supplied any sounds with which the tutee experienced
difficulty.

3. The tutce was asked to "put the sounds togothcr" or to "say it fast".
If the tutee was not able to du this, the tutor demonstrated the correct
performance and the tutee was asked to try again.

4. The tutee was "spot-checked" on a corrected word after the other
words had been corrected. If he was still unable to read the word, the
corrsetion procedure was repeated.

5. The tutee was praised for his correct responses. Praise was also
given for working hard and paying attention throughout the tutoring
session,

In sddition, the tutors were instructed to guide the child's
reading by using a pencil or bookmark if the child omitted words,
inserted words, or lost his place frequently. The tutee was also told
that he could point to the words himself if he had trouble following the
text. Finally, marked incorrect expression of punctuation (periods,
question marks and exclamation marks) were corrected through demonstration
of correct expression by the tutors. These errors, however, were not
recorded.

After approximately fifteen minutes of tutoring, a second two-
minute timing was begun, using the same pages the tutee had read during
the first timing. The information from the two timings was then recorded
on the appropriate record sheets. In summary, the tutors executed the

following procedures in the During I phase: (a) recorded oral reading
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performance for two minutes; (b) applied systematic correction
procedures when necessary; (c) praised correct responding and working
hard; (d) measured oral reading for a second two-minute timing; and
(e) recorded the data on the appropriate forms.

Betwesn phase (two weeks duration). The Between phase represen-

ted a return to the conditions employed in the Before period: that is,
oral reading performance was recorded for two minutes but no tutoring
was provided. Following the two-minute reading, the tutors completed
the record shest, charted the data, and returned to their classrooms.

During II phase (two weeks duration). In During II, points and

candy rewards were used as consequences for improvement in performance
and appropriate bshavior in the tutoring sessions. The tutors followed
the same correction procedures outlined for Ouring I, with one addad
condition: a point system was devised whereby the tutee could earn a
total of three points during the sessions. Specifically, each tutse
was told that he could earn points by:

1. Reading morse words than he had read on the previous day.

2. Making fewer errors than he had made on the previous day (or
maintaining zero errors).

3. Behaving properly (paying attention, following instructions and
vorking hard).

The second timing was used as the criterion measure. The tutor
completed the point sheet after the second timing and the sheet was
then returnced to the receiving teacher by the tutee. Each point earned
during the session could be exchanged for one candy (jelly bean, smartie,
or chocolate-covered peanut) at some convenient time following the

tutoring (usually morning recess or noonhour). During this phase of
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the experiment, tho classroom teachers wore also instructod to praise
appropriate behavior immediately prior to presenting the candy reward.

During I1T phase (two weeks duration). The final experimental

phase was identical to During II with one exception: the candy rewards
were withdrawn. However, points and praise were used as consequences

for behavior during the tutoring sessions, as in the During II phase.



Chapter V

RESULTS

Data Analyuis

In this chapler, results are presented separately for cach of
Lhi: seven receiving clossrooms.  The forty-nine daily behavior charts,
which graphically represent the progress of every tutee, are contained
in Appendix 1.

For each tutee, an estimate of trends within phases was calcu-
lated by finding the median rate for the first and last half of nach
phase, and then dividing the smaller number into the larger. 1If the
direction of change were positive (e.g., the first half rate was sixty,
aml the second half rate was seventy) a times (x) sign was attached to
the vesulting number (x1.2). If the direction of change were negative
(.q., Pirst half rate of seventy and second half rate of sixty) a
dividu (#) sign was attached (#1.2), indicating deceleration within the
phasc.  This simplified method of trend estimation described above was
devised by the experimenter for descriptive purposes and was based on
the split-middle technique of trend estimation described by White (1971).

Individual data werestatistically analyzed using a time serivs

analysis (Sween & Gampbell, 1965). Cortain phase cumparisons were

complebed inorder Lo detormine (a) whether the correct-per-minute
Lrends ol Lhe pre- and post-phase were significantly different, and
(h) whether o "skep" change occurred in the correct-per-minute rate

between the pre- and post-phase.  The step change was determined by

eviluating bhe Jifforence butween a regression cstimate obtained by
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predicting ahead from the pre-phase and a regression estimate obtained
by predicting back from the post-phase. The differcnco botueen theso

two estimates was ovaluated by the t ratio.

The time series analysis was applied to the following phase
comparisons and appear summarized, by classroom, in table form:
Pre Post
1. Before with Quring I
2. During I with Between
3+ During I with During II
4. During II with During III
The first two comparisons were mads in order to determine
whether classroom instruction plus tutoring was significantly different
from classroom instruction only. The purpose of the last two compari-
SONs was to examine the effect of applying certain motivational
procedures on the performance of the tutees in the tutoring sessions.
Correct and error performances should be considered simulta-
neously when evaluating the progress of a tutee during a particular
phase, with more emphasis given to the deceleration of errors, since
the major purpose of the tutoring sessions was to increase the tutees!
roading accuracy. A short discussion precedes sach comparison presen-
ted, describing tutee performance in terms of correct trends and error
rates. The error trends are represented on the daily behavior charts,
but error rates (errors per minute) are presented in the results chapter
because they furnish a clearer picture of the tutees' actyal level of
reading accuracy. The daily behavior charts in Appendix I provide a

moro detailed presentation of individual data.
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SCHOBL A

Class ay

Table 3 shows that eight tutees accelerated their correct-per-
minute trends (three significantly) in the During I phase, and four of
thuse eight also had positive step changes. The four remaining tutees
hind pusitive step charges, but three maintained their correct-per-minule
Lrends (Clink, Carol and Georgia) and one docclersted his correct trend
(Danny).  Altheugh Danny's correct trend decelerated in the During |
phase, his pusitive step change and error deceleration (o 0) resulted
in an uverall Improvement in performance.

‘As correct rates increased for these twelve tutees, orror rates
decreased. Light tutees reached and maintained a 0 rate in the During
I phase, while the remaining four tutees (Allan, Darryl, Maurie and
Clint) maintained an error rate of only 1 errar per minute.

In the Between phase (Table 4), eight tutees decelerated their
correct trends and four of these eight also had negative step changes.
Throe other tutees showed negative step changes without deceleration of
Lheir currect trends. Although Carol had neither a negative step chunge
nor o trend deceleration for words correct in the Between phase, her
vrror rate rose from 0 to 1 per minute when tutoring was withdraun.
fwy uther tutees (Bruce and Danny) also had accelerations in error rates.
Darryl decreased his crrors to Oy and the remaining eight tutces main-
toined the sume error rate as in the During I phase. Since this
particular class did nol  undergo a reward phase, further comparisons

are nol applicable.
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Comparison of Before and During I Phases

for Class a] (Trends and Step Changes)

Step
Before change During I
Correct Errors  (Correct  Correct Errors
Tutee per minute per minute per  per minute per minuts

trend minute) trend
1. Christine xl.1 1 pos.* x1.2 0
2. Allan 1l.1 1 x1.1¥* 1
3. Darryl 1.0 2 x1.3 1
4. Bruce x1.2 2 pos. ¥ x1.3 0
5. Danny xl.1 1 pos.* 1.0 0
6. Maurie x1.2 o2 x1.6%F 1
7. Clint xl.1 2 pos. ¥k x1.1 1
8. Randy 1.0 1 x1.3 0
9. Traoy #1.2 1 pas.¥ x1.2%% 0
10. Carol 1.0 2 pos. ¥k 1.0 0
11. Georgia xl.l 1 pos. *¥ x1.1 0
12, Cindy 1.1 1 pos. ¥¥ x1.1 0

*p< .05

*p 01
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Table 4

Comparison of During I and Between Phases

for Class ap (Trends and Step Changes)

Step
During I change Betueen
Correct Errors  (Correct  Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Christine x1.2 0 1.0
2. Allan x1.1 1 neg.* x1.1
3. Darryl x1.3 1 +1.2%
4. Bruce x1.3 0 neg. ** xl.1
5. Danny 1.0 D neg.* x1.2
6. Maurie x1.6 1 neg. ¥* x1.4
7. Clint xl.1 1 1.1
8. Randy x1.3 0 x1.1
9. Troy x1.2 0 neg. ¥¥ 1.0
10. Carol 1.0 0 1.0
11. Georgia xl.1 0 neg. * xl.1
12, Cindy x1.1 0 neg. ¥ 1.0
*p< 405

*¥p W01
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Student Questionnaires

ALl tutess from Class aj reported that they liked the tutoring
sossions and that they wished to continue being tutored. These tutees
also thought they were better readers than they were before being
tutorod. The tutors for this class expressed positive attitudes towards
tutoring, with only 1 tutor out of 24 indicating that he did not enjoy
being a tutor. Twenty-tuo tutors felt that their tutees enjoyed being
tutored, and only 4 felt their tutees were glad that the program was
over. |

These grade five tutors thought their parents and teacher were
in favour of tha'tutoring program, and only 3 tutors expressed concern
over missing class time. The tutors apparently considered the program
to be useful, as all 24 felt they had helped their tutees to become
better readers. Sixtesn tutors felt that they, too, had become better
readers as a result of being a tutor.

The tutors seemed generally satisfied with the organizational
aspects of the program, such as working with a partner, having.team
captains and the length of the tutoring sessions. Only 3 tutors
expressed dissatisfaction with the recording procedures, indicating
that the record sheets were too much work to fill out, and that they
did not like measuring how well the tutee read each day. A summary of

questionnaire responses for tutors of Class a) is presented in Table 5.

Class ap
Table 6 indicates that all four tutees from Class az performed

better during classroom instruction plus tutoring (During I) than during

classcoom instruction only (Before). Three of the four tutees had



Table 5

Summary of Questionnaire Responses for Tutors of Class a]

a2

Questions Responses

Yes

No

C'

E.

Attitudes toward being a tutor

1. Did you enjoy being a tutor?
2. Uould you like to be a tutar again if you had a chance?

Attitudes toward tutes

1. Do you think your tutee liked being tutored?
2. Do you think your tutes was glad the tutoring program
was over?

Attitudes toward missing class time

1. Do you think your parents would like you to be a
tutor again?

2. Do you think your classroom teacher liked you being
a tutor?

3. Do you think the tutoring made you miss too much
class work?

Perceived usefulness of the tutoring program

1. Do you think you were able to help your tutee to
read better?

2. Do you think your tutes would have had trouble in
reading later on if you had not helped him?

5. Do you think your tutes's teacher liked having your
help?

4. Do you think being a tutor helped you to be a better
reader?

Attitudes toward the organization of the program

+ Did you like working with a partner?
2, Did you like having team captains?
3. Do you think points and candy rewards should be used
all the time for tutoring?
4. Do you think the tutoring session each day was too long?
5. Were you glad the tutoring ended at Easter?
6. Did Mrs. Crozier give you enough help?

Attitudes toward recording and charting

1. Bid you think tho record shests were too much work to
fill out?

2. Did you like measuring how well the tutse read each day?

3+ Did you look at the blug graph to see how the tutes was
improving?

4. Did your tutee like looking at his blue graph?

23
23

24

24
17

24

K

21
19

16

21

23
20

21
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positive step changes (Angela, Kevin and Duwayns, and two of these
throo (Angela and Duayne) also acceleratod thoir corroct-por-minuto
Lrends.  Although Kovin's corroct trond ducelerated in During 1, his
positive step change and error deceleration resulted in an overall
improvement ‘in performance. Teddy experienced an initial drop in correct
trend in Ouring I, but decreased his errors from 4 to 1 per minute,
uhile maintaining a correct rate of ninety-four words per minute. The

other tutees also decreased their error rates.

Table 6

Comparison of Before and During I Phases

for Class ay (Trends and Step Changes)

Step
Before change Ouring I
Corract Errors (Correct  Correct Errors
Tutee per minute per minute per  per minute per minute

trend minute) trend
1. Angela +1.3 4 pos.¥ x1.2%F 1
2. Kevin x1.3 6 pos.¥* x1.1 1 \
3. Dwayne x1.1 5 pos.* x1.2 2
4. Teddy x1.3 4 neg.* Lox

*n< .05
*p .01
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Uhen tutoring was withdraun in the Betueen phase (Table 7),
throe of the tutees (Angela, Duayne and Teddy) had negative step changes.
Kevin did not have a negative step change, but his correct-per-minute
trond docoloratud and his error rate accelerated over his error rate
in the During I phase. Error rates also increased for the three other

tutees from Class ap in this phase.

Table 7

Comparison of During I and Betueen Phases

for Class a, (Trends and Step Changes)

Step
During I change Between
Correct Errors  (Correct  Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Angela x1.2 1 neg.¥* x1.1 3
2. Kevin x1.1 1 1.0 3
3. Duwayne x1.2 2 neg.*¥ +1. 1% 5
4. Teddy 1.0 1 neg.* 1.0 3

*p< .05
#pg .01
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In the During II phase (Tabls 8), three tutees demonstrated an
improvement over their performance in During I. Angela had a positive
step change and her error rate decreased to 0, while Teddy had both a
positive step change and a correct trend acceleration, Although Kevin's
correct-per-minute trend decreased slightly, his error rate dropped to
0 and he maintained a correct rate of one hundred words per minute.
Dwayne sesmed to do worss in the During II phase, and, when candy rewards
were withdrawn in the During III phase, his performance improved. The
other three tutees did not perform as well in During III as in During II
(Table 9). Angela and Kevin increased their error rates, and both

Angela and Teddy decelerated their correct trends.

Table 8

Comparison of During I and During II Phases

for Class ap (Trends and Step Changes)

Step
During I change Ouring II
Correct Errars (Correct Correct Errors
Tutes per minute per minute per  per minute per minute ?
trend minute) trend
1. Angela x1.2 1 pog.* x1.2 0
2. Kevin x1.l 1 1.0 0 |
3. Dwayne x1.2 2 neg. *¥ 1.0 1
4. Teddy 1.0 1 pos. ¥ x1.2¥% 1

*n .05
**p 01
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Student Questionnaires

The results from the questionnaire administered to the tutees
were very positive. All four tutees indicated that they liked being
tutored, that they thought they were better readers, and that they would
like to continue the tutoring sessions. The tutors for this particular
class wers less positive than their tutess. Two of the 8 tutors said
they did not enjoy tutoring and did not want to be a tutor again. Three
tutors felt that they had missed too much class time and 3 were dissatis-
fied with the recording procedures. Table 10 presents the tutor responses

for Class ay.

Table 9

Comparison of During II and During III Phases

for Class a, (Trends and Step Changes)

Step
During II changs During III
Correct Errors  (Correct  Correct Errars
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Angela x1.2 ] xl.1 1
2. Kevin 1.0 0 x1.2 1
3. Dwayne 1.0 1 pos.*¥ x1.4 1
4. Teddy x1.2 1 1.0 1

#n .05
o 01



Tabls 10

Summary of Questionnaire Responses for Tutors of Class ag

a7

Questions R

8sponses
Yes MNo

A.

Bl

0.

Attitudes toward being a tutor

1
2'

Did you enjoy being a tutor?
Would you like to be a tutor again if you had a chance?

Attitudses toward tutee

1.
2.

Do you think your tutes liked bsing tutorsd?
Do you think your tutee was glad the tutoring program
was over?

Attitudes toward missing class time

1.

2.

3.

Do you think your parents would like you to be a
tutor again?

Do you think your classroom teacher liked you being
a tutor?

Do you think the tutoring made you miss too much
class work?

Perceived usefulness of the tutoring program

ll

2l

3.

4.

Do you think you were able to help your tutes to
read better?

Do you think your tutee would have had trouble in
reading later on if you had not helped him?

Do you think your tutee's teacher liked having your
help?

Do you think being a tutor helped you to be a better
reader?

Attitudes toward ths organization of the program

1.
2.
3.

4.
5l
6.

Did you like working with a partner?

Did you like having team captains?

Do you think points and candy rewards should be used

all the time for tutoring?

Do you think the tutoring session each day was too long?
Were you glad the tutoring ended at Easter?

Did Mrs. Crozier give you enough help?

Attitudes toward recording and charting

l.

2.
3.

4.

Did you think the record shests were too much work tc
fill out?

Did you like measuring how well the tutee read each day?
Did you lock at the blue graph to see how the tutee was
improving?

Did your tutee like looking at his blue graph?

6 2
6 2
5 3
5 3
8 0
6 2
5 3
T 1
6 2
8 @
4 4
6

3 5
6 2
3 5
5 3
71
5 3
3 5
5 3
5 3
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A cohparison of the performances of the six tutess in Class ag
for the Before and During I phases is presented in Table 11, Four of
the six tutees (Jeff, Gary, Richard and Sandra) accelerated their
correct trends (two significantly) in the During I phase, and a fifth
tutee (Uayne) had a positive step change. Errors decelerated for all
tutees, with four tutees maintaining error rates of only 1 per minute
(Gary, Sandra, Bradley and Wayne). Jeff reached a 0 error rate and
Richard maintained an error rate of 2 per minute, which was a consider-
able improvement over his Before rate of 6 errors per minute.

Table 12 shows that four tutees (Jeff, Gary, Richard and Wayne)
experienced correct-per-ninute trend decelerations when tutoring was
uithdrawn; three of these four also had negative step changes (Gary,
Richard and Wayne). The two remaining tutees, Sandra and Bradley,
maintained their correct trends, but Bradley accelerated his error
rate and Sandra had a negative step change. Jeff and Wayne also
accelerated their error rates.

In During II (Table 13), only one tutes had a correct trend
acceleration (Sandra), and three tutees actually decelerated their
correct-per-minute trends (Jeff, Richard and layne). Gary and Bradley
maintained both the correct and error performances they had demonstrated
in the During I phase. Error rates of 1 or O per minute were maintained
by Jeff, Sandra and Wayne, and Richard decreased his error rate from
2 per minute to O.

Uhen candy rewards were withdrawn in the During III phase
(Table 14), the performances of tutees Sandra and Richard deteriorated

(Richard's error rate rose and Sandra's correct trend decelerated).
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Table 11

Comparison of Before and During I Phases

for Class ay (Trends and Step Changes)

Step
Before change During I
Correct Errors  (Correct  Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
L. Jeff 1.0 2 x1.3¥¥ 0
2. Gary 1.0 4 x1l.1 1
3. Richard +1.2 6 x1.4%¥ 2
4. Sandra +1.1 4 pos.* 1.0 1
5. Bradley xL1.1 3 1.0 1
6. Wayne xl.1 4 pos.* xl.1 1
*pC 05

*pg 01
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Table 12

Comparison of During I and Between Phases

for Class a3 (Trends and Step Changes)

Step
Ouring I change Between
Correct Errors  (Correct  Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
L. Jeff x1.3 0 1.0% 1
2. Gary x1.1 1 neg.* 1.0 1
3. Richard x1.4 2 neg.* x1.2 1
4. Sandra 1.0 1 neg. ¥ 1.0 1
5. Bradley 1.0 1 1.0 2
6. Wayne x1.1 1 neg. ¥ 1.0 2
*n .05

+nd 01
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Table 13

Comparison of During I and During II Phases

for Class ag (Trends and Step Changes)

Step
During I change During II
Correct Errors  (Correct Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Jeff x1.3 0 x1l.1 ]
2. Bary x1l.1 1 x1.1 1
3. Richard x1.4 2 x1.1 a
4. Sandra 1.0 1 x1.1 1
5. Bradley 1.0 1 1.0 1
6. Wayne - %1l 1 1.0 1
*p<.05

*¥p< .01
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Table 14

Comparisan of During II and During III Phases

for Class a3 (Trends and Step Changes)

Step
Ouring 11 thange Ouring III
Correct Errors  (Correct  Correct Errors
Tutee per minute per minute Per  per minute per minute
trend minute) trend
1. Jeff xl.1 0 1.0 0
2. Gary x1.1 1 xl.1 0
3. Richard =~ y1.1 0 x1.1 1
4. Sandra xl.1 1 +1.1 1
5. Bradley 1.0 1 1.0 0
6. Uayns 1.0 1 x1.2 0

*p<.05
*¥pd .01
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Bradloy, howovor, domonstrated tho same performance lovel as in During
II.  Gary and Wayno did better in the During III phase than they had in
Ouring II, uhile Jsff continued to maintain his corract rate above one

hundred words per minute with a 0 srror rate.

Student Questionnaires

The six tutees from Class a3 said that they liked being helped
by the grade six students, but only four of the tutess wished to
continue being tutored. They all felt that they were better readers
than they were before being tutored, and said their tutors had been
"good teachers".

Nine of the 12 tutors for Class ag ceported that they enjoyed
the experience of being a tutor and would like to be a tutor again.

Ten of the tutors also felt that their tutees had enjoyed being tutored.
The majority (9) of the tutors fslt that they had not missed too much
class time, and all 12 felt that their classcoom teacher was in favor
of the program.

Elevén of the 12 tutors seemed to think that they had been able
to help their tutees become better readers ang had perhaps prevented
the grade two children from having future difficulties in reading.
Eight of the grade sixes thought that their oun reading had improved
because of the tutoring experience.

In this class, the greatest criticism of the organizational
aspects of the program was directed against having team.captains (6
tutors did not like this arrangement). The attitudes toward recording
and charting were, for the most part, favorable. The guestionnaire

Tesponses for the tutors of Class a3 are presented in Table 15.



Table 15

Summary of Questionnaire Responses for Tutors of Class ag

74

Questions R

esponses
Yes No

A,

B.

C.

Attitudes toward being a tutor
1. Did you enjoy being a tutor?
2. lUiould you like to be a tutor again if you had a chance?

Attitudes toward tutes

1. Do you think your tutee liked being tutored?

2. Do you think your tutes was glad the tutoring program
was over?

Attitudes toward missing class time
1. Do you think your parents would like you to be a

tutor again?

2. Do you think your classroom teacher liked you being
a tutor?

3. Do you think the tutcring made you miss too much
class work?

Perceived usefulness of the tutoring program

1. Do you think you were able to help your tutee to
read better?

2. Do you think your tutee would have had trouble in
reading later on if you had not helped him?

3. Do you think your tutee's teacher liked having your
help?

4. Do you think being a tutor helped you to be a better
reader?

Attitudss toward the crganization of the program
1. Did you like working with a partner?
2. Did you like having team captains?
3. Do you think points and candy rewards should bs used
all the time for tutoring?
4. Do you think the tutoring session each day was too long?
5. Werse you glad the tutoring ended at Easter?
6. Did Mrs. Crozier give you enough help?

Attitudes toward recording and charting

1. Did you think the record sheets were too much work to
fill out?

2. Did you like measuring hou well the tutes read each day?

3. Did you look at the blus graph to see how the tutee was
improving?

4. Did your tutee like looking at his blue graph?

9 3
9 3
10 2
6 6
1 1
12 0
J 9
11 1
111
12 0
8 ¢
8 4
6 6
9 3
3 9
7 5
12 0
3 9
10 2
8 4
8 4




75

Teacher Questionnaire

The teachers from School A seemed ambivalent about the merits
of the tutoring program. Two of the receiving teachers were guite
satisfised and indicated a desire to continue the program in the follow-
ing year; the third receiving teacher, howsver, said that she did not
want the tutofs actually helping the younger children, but would agree
to having the tutors "listen" to the younger child reading. The tuwo
sending teachers expressed concern over missed class time and scheduling
problems (cross-setting and subject area divisions necessitated a
complex timetable for this particular school).

The teachers did agree that the program had definite advantages
for the tutees, the receiving teachers and the tutors. The advantages
for the tutees were listed as: "(a) one-to-one attention, (b) immediate
help when required, (c) immediate reinforcement, and (d) social inter-
action benefits". The receiving teachers felt that the tutoring
program facilitated individualization of instruction in their classrooms.
The benefits for the tutors wers thought to be largely social:

". self-coﬁcept strengthened

2. realization that others also have problems

3. sense of responsibility for somecne else

4. ability to follow instructions improved -

5. new purpose for learning the mechanics of reading".

Data collection was felt to be "overdone" during the program.
Although the teachers thought that the data indicated improvement in
the child's performance, they decided that the "returns did not justify
the time input". It was felt that the information supplied by the

experimenter throughout the program was adequate, and that the tutors
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were sufficiently prepared. The attitudes of the tutors toward the
tutees were regarded as excellent, but the teachers expressed concern
about the weak reading skills of a few of the tutors. Finally, the
teachers agreed that a project coordinator would again be required to

Minitiate" activities if the program wers to be repeated.

SCHOOL 8

Class by

Four tutees from Class by (Ken, Terry, Robin and Mark) had
positive step changes in the During I phase (Table 16), and tuo of these
four accelerated their correct-per-minute trends (Ken and Mark). Kevin's
correct trend markedly decelerated in the During I phase, but his error
rate decreased from a rate of 6 per minute to a rate of 3 per minute.
Ward and Kenny decelerated both their error rates and their correct
trends in the During I phase. (All seven tutees decreased their error
rates in During I.)

Table 17 shows that six tutees decelerated their correct-per-
minute trends uhen tutoring was withdraun (Between phase). The remain-
ing tutes (Kevin) accelerated his correct trend but his error rate
accelerated as well. Three other tutees also increased their error
rates (Uard, Robin and Kenny). Thus, although some of the tutees from
Class by did not seem to be doing very well in the During I phase,
they performed sven less well in the between phase when they uere no
‘longer receiving assistance from the grade six tuters.

In the During 11 phase (Table 18), there were definite improve-
ments in performance in five of the seven tutees (Terry, Kevin, Uard,

Robin and Mark). These five tutees all accelerated their correct
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Table 16

Comparison of Before and During I Phases

for Class by (Trends and Step Changes)

Step
Before change Ouring I
Correct Errors (Correct  Correct Errors
Tutee per minute per minute per  per minute per minute
‘trend minute) trend
1. Ken $1.3 3 pos.* 11, 1%¢ 0
2. Terry xl.1 3 pos.* 1.0 2
3. Kevin - x4 6 w1 1% 3
4. Ward x1.1 4 1.0 0
5. Robin xL1.3 1 pos.* 1.0 0
6. Kenny x1.2 1 1.1 0
7. Mark #1.1 4 pos.* 1.0 2

*p< .05
¥4 01
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Table 17

Comparison of During I and Bstwesn Phases

for Class by (Trends and Step Changes)

Step
Ouring I change Between
~ Correct Errors  (Correct  Correct Errors
Jutee per minute per minute per  per minute per minute
trend minute) trend
1. Ken #1.1 0 <1.2 0
2, Terry 1.0 2 +1.1 2
3+ Kevin +#1.1 3 1.0 4
4. llard 1.0 0 =1.2 2
5. Robin 1.0 0 #1.1 1
6. Kenny x1.1 0 1.0 1
7. Mark 1.0 2 +1.2 2
*p< .05

*pd .01
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Table 18

Comparison of During I and Ouring II Phases

for Class by (Trends and Step Changes)

Step
Ouring I change Ouring II
Correct Errors (Correct  Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
lo Keﬂ ':'lnl D 4 ':'101 U
2, Terry 1.0 2 xl.4%¢ 1
3+ Kevin <11 3 xl.1 1
4. Uard 1.0 0 pos. ¥ x1.2 0
5. Robin 1.0 0 x1.3% 1
6. Kenny xl.1 0 1.0 0
7. Mark 1.0 2 x1, 3% 0
*<.05

*p<.0L
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trends (three significantly) and one of thesg tutees (Ward) also had a
positive step change. Error rates for all seven tutees maintained at

1 or 0 errors per minute throughout this phase, uith thres tutges
decelerating their error rates (Terry, Kevin and Mark). Four of the
five tutees (Terry, Kevin, Robin and Mack) who had accelerated their
correct trends in the Ouring II decelerated their correct trends when
candy rewards were withdrawn in During ITI (Table 19), but their error
rates did not accelerats, The other three tutess frop this class main-

tained their Ouring II performances in the During III phase.

Student Questionnaires

The seven tutess from Clags by stated that they liked being
tutored and felt they were better readers than before tutaring began.
Five tutees wanted to continue the tutoring sessions, one was undecided,
and one tutee did not wish to continue. A1l 14 tutars for this class
enjoyed being tutors and wanted to be tutors again. The grade six
students seemed to consider the brogram useful to the tutess, the
receiving teachers and themsslves. The tutors indicated gensral satig-
faction with the organization of the tutoring program and uith the

recording and charting procedures. Tutor questionnaire responses for

tutors of Class by appear summarized in Table 20,

Class by

Table 21 shous that six tutess accelerated their correct-per-
minute trends in Ouring I over their corract trends in the Before phase.
Of these six, three had positive step changes as wel] (Ehris, Brad and

Darcy). Michael, the remaining tutee, had a slight deceleration in his

correct trend, but he decelerated his errors to 0 from a rats of 3 per
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Table 19

Comparisen of Ouring 11 and During 111 Phases

for Class by (Trends and Step Changes)

Step
during 1I change During III
Correct Errors  (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
L. Ken =1.1 0 +1.1 0
2. Terry %14 1 1.0 1
3. Kevin xl.1 1 +1.2 2
4, Ward x1.2 0 x1.2 0
5. Robin x1.3 1 1.0% 1
6. Kenny 1.0 0 1.0 0
7. Mark x1.3 0 21, 3%* 0
*p< 405

#rpd

01
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Summary of Questionnaire Responses for Tutors of Class by

82

D'

1.
2.

l'
2'

l'

2.

3.

1.

2.

3.

4.

1.
2l
3.

4.
5.

(=23

1.

Juestions Responses
Yes No
Attitudes toward being a tutor
Did you enjoy being a tutor? 14 0
Would you like to be a tutor again if you had a chance? 14 O
Attitudes toward tutes
Do you think your tutee liked being tutared? 14 0
Do you think your tutes was glad the tutoring program 4 10
was oyer?
Attitudes toward missing class time
Do you think your parents would like you to be a 14 0
tutor again?
Do you think your classroom teacher liked you being 13 1
a tutor?
Do you think the tutoring made you miss too much 3 11
class work?
Perceived usefulness of the tutoring proqram
Do you think you were able to help your tutee to 14 0
read better? '
Do you think your tutes would have had trouble in 10 4
reading later on if you had not helped him?
Do you think your tutee's teacher liked having your 14 0
help?
Do you think being a tutar helped you to be a better 10 4
reader?
Attitudes toward the organization of the program
Did you like working with a partner? 9 5
Did you like having team captains? 13 1
Do you think paints and candy rewards should be used 6 8
all the time for tutoring?
Do you think the tutoring session each day was too long? 1 13
Uere you glad the tutoring ended at Easter? 13 1
Did Mrs. Crozier give you enough help? 14 0
Attitudes toward recording and charting
Did you think the record sheets were too much work to 2 12
fill out?
» Did you like measuring how well the tutee read each day? 14 0
+ Did you look at the blue graph to see how the tutee was 11 3
improving?
. Did your tutee like looking at his blue graph? 9 5§




83

Table 21

Comparison of Before and During I Phases

for Class by (Trends and Step Changes)

Step
Befors changs During I
Correct Errors (Correct Correct Errors
Tutee per minute per minute per  per minute per minute

trend minute) trend
1. NMichael x13 3 x1.2 0
2. Chris 1.0 2 pos.* x1.3 1
3. Dianne +1.2 2 xl.1 1
4. Brad +1.3 4 pos.** x1.1 2
5. Carla 1.0 3 x1.4 1
6. Allan x1.3 3 x1.4 1
7. Darcy x1.4 5 pos. ¥¥ x1.5 1

#p<.05

¥ 01
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minute during the Before phase. ALl seven tutees fram Class by
decelerated their errors in the During I phase, with only one tutee
maintaining an error rate above 1 per minute (Brad stayed at 2 errors
per minute).

In the Betueen phase (Table 22), every tutee decelerated his
correct-per-minute trend, and thres tutees also hed negative step
changes (Dianne, Brad and‘Darcy). Only Brad maintained his During I
error rate; the other six tutees accelsrated their error ratss in the
Botween phass.

In During IT (Table 23), two tutees had positive step changes
{Michael and Chris) and one tutee (Brad) accelerated his correct trend.
Carla and Allan had decelerations in correct trends, but at this point,
both these tutees wers maintaining correct rates of aver one hundred
words per minute uith low error rates (Carla = 03 Allan = 1). Dianne
and Darcy performed worse under the During II conditions (their correct-
per-minute trends decelerated).

Uhen candy rewards were withdrawn in Ouring III (Table 24),
four tutees decelerated their correct-per-minute trends (Michael, Brad,
Carla and Allan), and one of the four had a negative step change (Allan).
Even with these decelerations, however, Michael, Carla and Allan
maintained correct rates above one hundred words per minute with no
errors. Brad decelerated his error rate to 1 per minute, and the
romaining tutees (Chris, Dianne and Darcy) accelerated their correct

trends in the During III phase, while maintaining a 0 error rate.

Student Questionnaires

All tutees fram Class bp reported that they liked being helped

by the grade six tutors, and six of the seven tutees wanted to continue
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Tabls 22

Comparison of During I and Between Phases

for Class by (Trends and Step Changes)

Step
During I change Between
Correct Errors (Correct Correct Errors
Tutse per minute per minute per  per minute per minute
trend minute) trend
1. Michael xL.2 0 sl 2
2. Chris x1.3 1 xl.1 2
3. Dianne x1.1 1 neg.* 1.0 2
4. Brad xl.1 2 neg.* 1.1 2
5. Carla Xl.4 l l-U 3
6, Allan xL.4 1 xl.1 2
7. Darcy x1.5 1 neg.* 1.0 2

*p< .05
*p 0L
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Table 24

Comparison of During II and During IIT Phases

for Class by (Trends and Step Changes)

Step
Ouring I1 change During III
Correct Errors (Correct  Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Michael x1.2 g 1.0 0
2. Chris xLl.1 1 x1.2 0
3. Dianne 1.1 1 X1 4% 0
4. Brad x1.2 2 +1.2% 1
5. Carla 1.0 0 +1.1 0
6. Allan x1.2 1 neg.* 1.0 0
7. Darcy 1.0 1 x1l.1 0

*< .05
*pg .01
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the tutoring sessions. Only one tutee didn't seem to think that he was
a bobter roadur than ho was before being tutored.

lhe 14 tutors For this class all said they onjoyed being tutors
and 13 wanted to be a tutor again. Twelve bslieved their tutees also
enjoyed the experience, and only 4 fglt their tutees were glad when the
program was over. Thirteen tutors thought their parents and classTaom
teacher liked their being a tutor, but 3 tutors felt that the tutoring
had made them miss toco much class time.

The grade six tutors apparently saw the program as being useful,
as all 14 believed they had helped their tutees become better readers.
The tutors also felt that their help was appreciated by the teacher of
the tutees. Thirteen of the 14 tutors thought that being a tutor had
helped them to become more proficient readers.

Five tutors said they would have preferred to have their oun
tutee, rather than work with a partner, and 8 tutors did not like
having team captains. Ten of the 14 tutors were opposed to using points
and candy rewards for all tutoring sessions. The tutors seemed gener-
ally satisfied with the recording and charting procedures. Table 25

summarizes the tutor responses for the tutors of Class by.

Teacher Questionnaire

The teachers from School B expressed highly positive attitudes
toward the tutoring program. All participating teachers wished to
carry on a tutoring program in the following year, but felt that some
outside coordination would be necessary at the beginning. The major
concern was the training of the tutors. The teachers thought that the

grade six students had been uell-prepared for their tutoring duties,



Table 25

Summary of Questionnaire Responses for Tutors of Class by
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Dl

Questions Responses
Yes No
Attitudes toward being a tutor
1. Did you enjoy being a tutor? 14 D
2, Would you like to be a tuter again if you had a chance? 13 1
Attitudes towatd tutee
L. Do you think your tutee liked being tutored? 12 2
2. Do you think your tutee was glad the tutoring program 4 10
was over?
Attitudes toward missing class time
1. Do you think your parents would like you to be a 13 1
tutor again?
2. Do you think your classroom teacher liked you being 13 1
a tutor?
3. Do you think the tutoring made you miss too much 3 1
class work?
Perceived usefulness of the tutoring program
1. Do you think you were able to help your tutes to 14 @
read better?
2. Do you think your tutee would have had trouble in 10 4
reading later on if you had not helped him?
3. Do you think your tutee's teacher liked having your l4 0
help? '
4. Do you think being a tutor helped you to be a better 13 1
reader?
Attitudes toward the organization of the program
1. Did you like working with a partner? 9 5
2. Did you like having team captains? 6 8
3. Do you think points and candy rewards should be used 4 10
all the time for tutoring?
4. Do you think the tutoring session each day was too long? 1 13
5. Wlere you glad the tutoring ended at Easter? 3 1
6. Did Mrs. Crozier give you enough help? 14 0
Attitudes toward recording and charting
1. Did you think the record sheets were too much work to 1 13
fill out?
2. Did you like measuring how well the tutee read each day? 13 1
3. Did you look at the blue graph to see how the tutee was 9 5
improving?
4. Did your tutee like looking at his blue graph? 8 6
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and the teachers were especially impressed with the training given in
reinforcement techniques.

A number of benefits from the tutoring program were identified
for the tutees and the tutors. Both receiving teachers felt that their
tutees had developed a better attitude towards reading as a result of
the tutoring program. The teachers alse felt that the one-to-one
relationship during the tutoring sessions had increased the confidence
of the young tutees and had mads them fesl "special". The grade tuwo
teacher said that her tutess asked more guestions about their reading
performance in class since the tutoring had begun, and the grade three
teacher reported that her tutees were more eager to read orally in the
group setting.

The grade six teacher stated that her students were much more
willing to accept criticism of their own reading performance after
correcting their young tutees. The teacher said that prior to the
tutoring experience, the grade sixes had seemed relatively unconcerned
about accurate oral reading, but since they had become tutors, they
even stayed in at recess to have their teacher evaluate their perfor-
mance. The grade sixes also requested more assistance from the teacher
in pronoUncing words correctly.

Data collection was deemed an important and necessary part of
the project. The teachers said they particularly appreciated the
summaries supplied by the experimenter throughout the project. The
teachers felt that they had been kept well-informed concerning the

various procedures employed throughout.
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SCHOOL C

Class c}

In the During I phase (Table 26), three tutees accelerated their
correct trends (Gary, Sandra and Scott) and anather tutee had a positive
change (Tina). Kerry's correct trend decelerated but his errors dropped
from 4 per minute, in the Before phase to a rate of 1 per minute in
During I. Daniel also decelerated his errors from 4 tao 1 per minute,
while maintaihing his correct trend. Russell reached and maintained a
0 error rate in the During I phase (he had 4 errors per minute in the
Before phase) but his correct decelerated (his correct rate, housver,
remained at around one hundred words per minute). Error rates decreased
for six tutees in this phase; the seventh tutee, Tina, maintained a 0
error rate.

Table 27 presents the performances of the tutees in the During I
and Between phases. When tutoring was withdraun, five tutees (Gary,
Tina, Sandra, Russell and Scott) decelerated their correct-per-minute
trends and two of the five (Sandra and Scott) also had negative step
changes. The two remaining tutees (Daniel and Kerry) had negative step
changes but their correct trends did not decelerate. Error rates
increased for four of the seven tutees (Kerry, Sandra, Russell and
Scott) in the Between phase; the other three tutees maintained the same
error rates as in the During I phase.

Three tutees (Gary, Russell and Scott) had positive step changes
uhen the Duriné IT phase began (Table 28), and two of these tutees also
had accelerations in their correct trends (Gary and Russell). Tina

maintained her excellent performance of 150 words correct per minute
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Table 26

Comparison of Before and During I Phases

for Class c] (Trends and Step Changes)

Step
Before change During I
Correct Errors (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Gary £1.2 3 x1.2 2
2. Kerry x1.3 4 L2 1
3. Tina xl.1 0 pos.¥ 1.0 0
4. Daniel 1.0 4 1.0 1
5. Sandra xl.1 K x1.4 2
6. Russell xled 4 1.0%* 0
7. Scott x1.1 4 x1.3 0
*p<.05

#4p< 01
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Table 27

Comparison of During I and Between Phases

for Class cj (Trends and Step Changes)

Step
During I change Between
Correct Errors (Correct Correct Errors
Tutes per minute per minute per  per minute per minute

trend minute) trend
1. Gary x1.2 2 71l 2
2. Kerry xL.2 1 neg.*¥* x1.3 2
3. Tina 1.0 0 1.1 0
4. Daniel 1.0 1 neg.¥ 1.0 1
5. Sandra xL.4 2 neg. ¥¥ z1.1 3
6. Russell 1.0 0 $1.2 1
7. Scott x1.3 0 neg. *¥ 1.1 1

*p<. 05

**p 01
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Table 28

Comparison of During I and During II Phases

for Class ¢y (Trends and Step Changes)

Step
Ouring I change During I1I
Correct Errors  (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Gary x1.2 2 pos.¥ x1.3* 2
2. Kerry x1.2 1 1.0 1
3. Tina 1.0 a 1.0 0
4. Daniel 1.0 1 1.0 0
5. Sandra x1.4 2 neg.* x1.3 2
6. Russell 1.0 0 pos. ¥ xl.1 1
7. Scott x1.3 0 pos. * x1.2 1
*p< .05

*p< .01
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with 0 errors, and Daniel dropped from 1 error per minute to 0 errors
per minute. Sandra, however, seemed to have trouble recovering from the
effects of the Between phase, and her performance in During IT was not
as good as that in During I. Finally, Kerry performed worss in the
During II phase than he had performed in Ouring I (his correct trend
decelerated).

In During III (Table 29), four tutees had decelerations in
their correct-per-minute trends (Gary, Sandra, Russell and Scott).
Three of these tutees, however, maintained error rates of either 1 or
0. Daniel and Kerry improved in the During III phase (correct trends

accelerated), and Tina maintained her performance.

Student Questionnaires

The seven tutess from Class ¢y all reported that (a) they liked
being tutored, (b) they would like to continue the tutoring sessions,
and (c) they felt they were better readars than they were before being
tutored.

The tutors were also very positive towards the tutoring progranm,
uith all 14 reporting that they had enjoyed being a tutor and would
like to be a tutor again. Every tutor thought his'tutee liked being
tutored, and 12 did not think their tutees wers glad the program was
OVer.

Although all the tutors thought that their parents were in
favor of their tutoring, only 9 thought their teacher wanted them to
act as tutors. Four felt they had missed too much class time as a
result of the tutoring program. Most of the tutors (12) felt they had

helped their tutees to read better and all 14 thought that their help



Table 29
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Comparison of During II and During III Phases

for Class cj (Trends and Step Changes)

Step
Ouring II change During III
Correct Errors (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Gary xL1.3 2 +1.1% 1
2. Kerry 1.0 1 neg.* x1., 3% 0
3. Tina 1.0 0 1.0 0
4. Daniel 1.0 0 x1.2 0
5. Sandra x1.3 2 +1.2% 1
6+ Russell x1l.1 1 :1.2 0
7. Scott x1.2 1 1.0 0

*n< .05
**p.01
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had been appreciated by the grade two teacher. Tuelve tutors said
they thought they, too, had become better readers through the tutoring
experience.

Attitudes toward the organization of the program and recording
and charting proceduras were generally favorable. 0Only 1 tutor felt
that the rccord sheets were too much work to fill out, and said he did
not like measuring the tutee's reading performance each day. A summary
of tutor guestionnaire responses for tutors of Class ¢y appears in

Table 30.

Class c)

Table 31 shous that two of the six tutees (Michael and Rodney)
accelerated their correct-per-minute trends in the During I phase over
their correct trends in the Before phase. Simon maintained the same
correct trend during both phases, but decelerated his errors from a
rate of 4 per minute in the Before phase to a rate of 1 per minute in
During I. Shelley's performance seemed to deteriorate in the During I
phase (a negative step change and a dsceleration of correct-per-minute
trend). She did, howsver, decrease her error rate from 3 (Before rate)
to 1 per minute (During I phase). Chris and Trevor decelerated in both
error rate and correct trend in Ouring I. ALl six tutees decreased
their error rates in the During I phase.

In the Between phase (Table 32), four tutees (Michael, Shelley,
Chris and Rddney) decelerated their correct trends and two of these
tutees (Michael and Shelley) had negative step changes. Simon also had
a negative step change and his errors accelerated. Trevar accelerated

his correct trend while maintaining his error rate at 2 per minute,



Table 30

Summary of Guestionnaire Responses for Tutors of Class ¢y
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D.

Questions Responsaes
Yes No
Attitudes toward being a tutor
1. Did you enjoy being a tutor? 14 0
2. lWould you like to be a tutor again if you had a chance? 14 0
Attitudes toward tutes
1. Do you think your tutee liked being tutored? 14 0
2. Do you think your tutee was glad the tutoring program 2 12
was over?
Attitudes toward missing class time
1. Do you think your parents would like you to be a 14 0
tutor again?
2. Do you think your classroom teacher liked you being 9 5
a tutor?
3. Do you think the tutoring made you miss too much 4 10
class work?
Perceived usefulness of the tutoring program
1. Do you think you were able to help your tutee to 12 2
read better?
2. Do you think your tutee would have had trouble in 9 5
reading later on if you had not helped him?
3. Do you think your tutee's teacher liked having your 14 0
help?
4. Do you think being a tutor helped you to be a better 12 2
reader?
Attitudes toward the organization of the program
1. Did you like working with a partner? 10 4
2. Did you like having team captains? 12 2
3. Do you think points and candy rewards should be used 9 5§
all the time for tutoring?
4. Do you think the tutoring session each day was too long? 0 14
5. Uere you glad the tutoring ended at Easter? 2 12
6. Did Mrs. Crozier give you enough help? 14 0
Attitudes toward recording and charting
1. Did you think the record shests were too much work to 1 13
fill out?
2, Did you like measuring how well the tutee read each day? 13 1
3. Did you look at the blue graph to see how the tutee was 9 §
improving?
4. Did your tutee like looking at his blue graph? 9 5
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Table 31

Comparison of Before and Ouring I Phases

for Class cp {Trends and Step Changes)

Step
Before change ODuring I
Correct Errors  (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Simon 1.0 4 1.0 1
2. Michael +1.2 2 xl.1¥ 1
3. Shelley x1.2 3 neg.* 1.0 0
4. Chris x1.3 1 xl.1 0
5. Trevor 1.0 4 +1.] 2
6. Rodney 1.0 1 pos. ¥¥ x1.1 0
*p< 05

*p .01
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Table 32

Comparison of During I and Between Phases

for Class cp (Trends and Step Changes)

Step
During I change Batween
Correct Errors (Correct Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Simon 1.0 1. neg.* 1.0 3
2. fichael xl.1 1 neg.*. 1.0 2
3. Shelley 1.0 0 neg.* :1.2 1
4. Chris x1.1 0 1.0% 0
5. Trevor L.l 2 x1.2 2
6. Rodney xl.1 0 1.4 1

*p .05
**p< 01
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and the error rates of Michael, Shelley and Rodney accelerated in the
Betweon phase.

Thu porformances of the tutoes in Class ¢y for the During 11
phase are shoun in Table 33. All siy tutees accelerated their correct-
per-minute trends in During II (four significantly) and two of the
tutees (Shelley and Chris) had positive step changes. Throughout this
phase, all tutéos maintained error rates of either 1 or 0 8CT0rs per
minute.

In During ITT (Table 34), four tutees decelsrated their correct
trends (Simon, Michael, Chris and Rodney) and three of these four had
negative step changes as well. Shelley accelerated her correct trend
slightly but had a negative step changs. Trevor accelerated his correct
trend in the During I1I phase but increased his error rate from 0 to 1
error per minute. Error rates for Simon, Shelley, Chris and Rodney
remained at 0 per minute in Ouring III, but Michasl's errors rosg from

1 per minute in During II to a rate of 2 per minute in the During 111

phasa.

Student Questionnaires

Class cy's six tutees statea that they liked the tutoring and
five tutees said they would like to continue the tutoring sessions (one
tutee was undecided). A1l six felt they were better readers than they
had been prior to the tutoring program.

The twelve tutors for Class Cp expressed positive attitudes
about being a tutor, but § were concerned about missing class time (in
particular, math class). [lsven tutors felt their tutoring had bene-
fited their young tutees, and all 12 felt their help had been appreci-

ated by the grade three teacher.
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Table 33

Cumparison of During I and During II Phases

for Class ¢y (Trends and Step Changes)

. Step
ODuring I change During II
Correct Errors  (Correct Correct Errors
Tutes per minute per minute per  per minute per minute
trend minute) trend
1. Simon 1.0 1 x1.5%* 0
2. Michael x1.1 1 x1.3% 1
3. Shelley 1.0 0 pos.* x1.4¥% 0
4. Chris xl.1 a pos., *¥ x1.4¥¥ 0
5. Travor 1.1 2 1.0 0
6. Rodney xl.1 0 x1.2 0
*n .05

*#pl 0L
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Table 34

Comparison of During II and During III Phases

for Class cg (Trends and Step Changes)

Step
Ouring II change During III
Correct Errors (Correct Correct Errors
Tutee per minute per minute per  per minute per minute
trend minute) trend
1. Simon x1.5 a neg.* 1.0 0
2. Michael x1.3 1 neg. ¥ 1. 1% 2
3+ Shelley xl.4 0 neg. ¥ x1.5 0
4. Chris x1.4 a neg. *¥ x1,1%¥ 0
5. Trevor 1.0 0 x1.1 1
6. Rodnay x1.2 0 x1.1 0

*n .05
#pd 0L
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Only 1 tutor did not like working with a partner, and 3 of the
12 woro not in favor of having team captains. The tutors for this
clusé uere divided on whether points and candy rewards should be used
for all tutoring sessions (6 for, 6 against). The length of the sessions
was deemed satisfactory by 11 tutors.

Three tutors said that they did not like measuring the tutee's
reading porformance each day, but only 1 tutor thought that the record
sheets were too demanding. Table 35 summarizes the questionnaire

responses for tutors of Class Cp.

Teacher Questionnairs

The participating teachers from school C were generally in
favor of continuing the tutoring program the following year. The major
reservation expressed was that the grade sixes missed too much time
from the same subject, and the suggestion was made that a specific
"tutoring period" be set aside in future. The receiving teachers
seemed very positive toward the program, and indicated a number of
benefits for their tutess:

"l. increased motivation because of the novelty of the progranm

2. improved in reading skills (now read 8very word, decreased
guessing)

3. improved in attitude towards reading

4. practice in responsibility (getting materials ready for the
tutoring sessions, leaving the classroom on time, behaving properly
during the session)

5. improved peer relationships",

The receiving teachers notod that they could accomplish more

uith the individuals remaining in the classroom uhen the tutees left



Table 35

summary of Questionnaire Responses for Tutors of Class €y
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Questions Responses

Yes

No

Attitudes toward being a tutor
1. Did you enjoy being a tutor?
2. Would you liks to be a tutor again if you had a chance?

Attitudes toward tutee
1. Do you think your tutee likad being tutored?

2. Do you think your tutee was glad the tutoring program
was over?

Attitudes toward missing class time

1. Do you think your parents would like you to be a
tutor again?

2. Do you think your classroom teacher liked you being
a tutor?

3. Do you think the tutoring made you miss too much
class work?

Perceived usefulness of the tutoring program

1. Do you think you were able to help your tutes to
read better?

2. Do you think your tutee would have had trouble in
reading later on if you had not helped him?

3. Do you think your tutee's teacher liked having your
help?

4. Do you think being a tutor helped you to be a better
reader?

Attitudes toward the organization of the program
1. Did you like working with a partner?
« Did you like having team captains?
3. Do you think points and candy rewards should be used
all the time for tutaring?
4. Do you think the tutoring session each day was too long?
5. llere you glad the tutoring ended at Easter?
6. Did Mrs. Crozier give you enough help?

3RO

Attitudes toward recording and charting

1. Did you think the record sheets were too much work to
fill out?

2. Did you like measuring how well the tutee read each day?

3. Did you look at the blue graph to see how the tutee was
improving?

4. Did your tutee like looking at his blue graph?

12
12

11

3

12

11

12

11

11
12

11

(&N
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for their tutoring session. These teachers also said they were able to

progress more quickly with the whole group because the tutees had

already been given assistance with the reading assignment.

The gains from the program For the tutors were described by the

teachers in the ollowing words:
), incrodsed wseeplance of respunsibility
7. greater understanding of younger people
4, increased proficicncy in mathematics
4, improved oral communication skills".

The staff of School C thought that there should be an "in-

resident administrator" for the tutoring program. The teachers were

in favor of closc monitoring of the program through data collection

and suggested that the program administrator could be responsible fur

preparing the grade six students in recording and charting procedurcs.



Chapter VI
SUNMMARY, DISCUSSION AND IMPLICATIONS

In this final chapter, the rationale, method and major findings
of the investigation are summarized. Following this summary; a more

general discussion of results and educational implications is presented.

It is generally accepted that reading is one of the most
important skills required for écademic success. The first step in
reading instruction involves teaching the child to identify words
correctly. In order to perform this complex task, the child must
master the subskills involved in word identification. These subskills
consist of: (a) learning the relation between individual letters and
verbal sounds, (b) learning to blend, and (c) learning that there are
"regular" and "irregular" words.

Since these subskills appear essential for word identification,
and word identification is prerequisite to reading comprehension, it
follows that children must master these decoding skills before profi-
cient reading can be expected. Unfortunately, many children fail to
learn these basic skills in the course of their regular classroom
instruction in reading, and the elementary school teacher is often
unable to provide the remedial instruction that these children require
because of heavy demands on her time. One solution to this problem
would be to introduce additional manpower into the elementary classraom.

Grade five and six students represent a convenisnt and econamical
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source of such manpouer, and, if properly trained, might be able to
function effectively as tutors in reading for younger students. There-
fore, the purpose of the investigator in the present study was to focus
on the problem of developing, implementing and svaluating a tutoring
program using pupils from higher grades as tutors for children in the
early elementary grades uho require additional instruction in basic
word identification skills.

A review of the available literature on tutoring programs
revealsd that, in general, there is a need for more systematic approaches
to tutoring, as uell as a need for more precise measures of student
achievement. On the basis of these findings, the investigator endeav-
oured to design a tutoring program with the following characteristics:
(a) precise objectives; (b) spacified performance criteria for the tuter
training program; (c) incentives for the tutor; (d) systematic procedures
for the tutors to follow; (e) specification of the specific tasks to be
performed by the various personnel involved in the administrative
aspects of the program; and (f) continuous monitoring of the progress
of the tutees in order to determine the effectivensss of the program.

The tutoring program was subsequently implementad and tested
in three elementary schools from the Edmonton Public School System.
Ninety-eight grade five and six stuaants from four different classrooms
vere trained to serve as tutors. A total of forty-nine studsnts
selected from seven grade two and three classrooms were included in the
experiment and tutored on a systematic basis. Three teachers from
grade six and one from grade five participated in the study as sending
teachers; the project also invqlved seven receiving teachers (five from

grade two and two from grade three), thres school coordinators and the
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experimenter. Each of the various personnel involved in the tutoring
program cooperated by completing specified tasks before and throughout
the project.

The grade two and three tutees were tutored over a three-month
period in twenty-minute sessions four days each week. The experimental
design provided for five different phases: (a) Before (classroom instruc-
tion only - three weeks duration), (b) During I (classroom instruction
plus tutoring - six weeks duration), (c) Between (classroom instruction
only - two weeks duration), (d) During II (classroom instruction plus
tutoring with candy rewards - two weeks duration), and (e) During III
(classroom instruction plus tutoring - two weeks duration).

Direct and continuous monitoring of each tutes's correct and
grror rates in oral reading was done in each session with the aid of
the Precision Teaching measurement system. In addition, three separate
questionnaires were administered at the conclusion of the project to
collect information concerning the reactions of the tutees, tutors and
the participating school staff.

The next section restates the specific objectives of the present

investigation and discusses the results relative to each objective.

Discussion

Objective 1. To specify the behavioral objectives (specific

tasks) for the various personnel involved in the tutoring program:

(a) tutors, (b) tutess, (c) grade five and six teachers (sending teachers),

(d) grade two and three teachers (receiving teachers), and (e) the experi-

menter (program coordinator).
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The specific tasks for the various personnel in the program
have been detailed in Chapter IV. The strategy of providing each
person in the project with tasks to be complsted greatly helped to (a)
avoid misunderstandings, (b) facilitate efficient planning, (c) foster
communication among the various personnel inveolved, and {d) provide
objective criteria against which progress could be evaluated. The
guestionnaire results from the three participating schools indicated
that the task requirements had been adequately defined for both the
sending and receiving teachers.

The teachers suggested that, in future programs, the role of
program coordinator might possibly be filled by a person who would be
available in the school on a regular basis (for instance, the school
counselor, reading spscialist or language arts consultant). In the
event that such an arrangement were not feasible, a possible alternative
tﬁ having a program coordinator could be a sharing of the coordinator's
tasks by the sending and receiving teachers. For example, the grade
five and six teachers might undertake the training of the student tutors,
and the grade two and three teachers might assume responsibility for the
supervision of data collection. In any case, it is important to empha-
size that schools interested in implementing a tutoring program similar
to the one described in the present investigation should make provision
for some person to assume responsibility for the tasks completed by the

experimenter:

Objective 2. To delineate systematic tutoring procedures to

teach word identification skills to beginning readers.

The procedures to teach word identification skills were derived

primarily from Engelmann's (1969, p.83) analysis of the subskills
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involved in word identification. In revieu, the basic procedures
employed by the tutors to teach word identification skills were:

1. The tutee was asked to read the words which he had read incorrectly
during the initial timing. If the word was read properly, the tutor
moved on to the next error.

2. If the tutee was not able to read the word, he was asked to
Nsound it out". The tutor supplied any sounds with which the tutee
experienced difficulty.

3. The tutee was asked to "put the sounds together" or to "say it
fast". If the tutee was not able to do this, the tutor demonstrated
the correct performance and the tutee was asked to try again.

4. The tutee was "spot-checked" on a corrected word after the other
words had been corrected. If he was still unable to read the word, the
carrection procedure was repeated.

5. The tutee was praised for his correct responses. Praise was also
given for working hard and paying attention throughout the tutoring
session (points and candy rewards were added incentives in the During Il
phase) .

The foregoing procedures were implemented by the tutors through-
out the experimental phases of the project. The program coordinator
(experimenter) monitored many of the tutoring sessions to ensure that
appropriate instructional procedures wers being systematically followed.
Periodically, tutoring sessions were audio-taped and checked for ccnsis-
tency.

fleasures of effectiveness of these tutoring procedures have been
presented in detail in Chapter V. Also, Appendix I contains a graphic

summary of each tutee's daily performance throughout the project.
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Objective 3. To devise a training program to teach the tutors

to: (a) administer the tutoring procedures, and (b) measure and record

oral roading performance.

Behavioral objectives were established for the tutor training
program, and tutor preparation was completed in a series of six training
sessions. The sessions, which lasted approximately forty-five minutes
each, uere conducted over a period of five consecutive weeks prior to
the collection of bassline data. Thess training sessions were repeated
in each of the four sending classrooms. The criterion objectives to be
reached by each tutor were defined as follows:

1. Charts data points on the daily behavior chart at a rate of tug
correct per minute with zero errors,

2. Completes the record sheet using sample data with one hundred
percent accuracy on at least two successive trials.

3. Demonstrates proficiency in the recording of oral reading errors
to a criterion of eighty percent accuracy.

4. Lists the steps in the tutoring corréction procedure with one
hundred percent accuracy.

5. Deﬁonstrates, in a tutoring session with his partner, the
appropriate procedures for: (a) giving instructions, (b) correcting
errors, (c) praising, and (d) recording.

Lach of the grade five and six students employed as tutors in
the experiment demonstrated mastery of the above objectives before
being permitted to collect baseline information (Before phase). HoweQer,
in spite of adequate performance on the criterion tasks, some tutors
experienced difficulty in charting tutee performance during the actual

tutoring sessions. These tutors (approximately tuenty) required
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additional assistance in completing the daily behavior chart from
pither their team captain or the experimenter. Evidently, provision
for mare practice in charting would be desirable in future training
programs.

In summary, the tutor training program appeared adeguate to
teach the tutors the prerequisite behaviors for the tutoring sessions,
with the exception of charting the data on the daily behavior chart.
In addition, it seems desirable that one further criterion should be
added to the five previously stated: that is, the tutors should be
required (taught) to demonstrate proficiency in saying and blending
letter sounds before acting as tutors. This requirement would provide

additional effectivensss in instruction.

Objective 4. To monitor the effects of the tutoring procedures

on the oral reading performance of each tutee on a daily basis.

The daily behavior charts (see Appendix I) provided information
on the performance of each tutee in the daily tutoring sessions.
Although Is Plans were completed for every tutes, these have not been
included with the charts since standardized procedurss were followed
for all tutess in the different phases of the experiment. The program
and program events for sach of the seven receiving classrooms are
described in Table 2 (page 48), and the procedures applied in the
various phases are detailed in Chapter IV. The Is Plan would be parti-
cularly valuable when programs, program events, and arranged events
vary for different students within the same classroom, or uhen pupils

are working on different movement cycles (behaviors).
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The Precision Teaching measurement system proved to be an
invaluable tool for planning, providing continuous information, and
facilitating communication among the various project personnsl. The
daily behavior charts were especially useful in summarizing and analyz-
ing the performance of each tutee during the different phases of the

experiment.

Objective 5. To comparse the effscts of specified procedures on

the oral reading performance of each tutes.

A comparison of the Before and During I phases revealed that,
in the During I phase, twenty tutees experienced positive step changes,
seven tutees significantly accelerated their correct trends, and four
other tutees had both a positive step change and a significant correct
trend acceleration. Thus, a total of thirty-one tutees showed signifi-
cant changes in their correct performances when tutoring was introduced.
Although only eleven tutees significantly accelerated their correct
trends, tuenty-seven of the forty-nine tutees accelerated their correct
trends in the During I phase over their correct trends in the Befare
phase. Forty-eight tutees decreased their error rates in the During I
phase (Allan, Class aj, did ﬁot).

The comparison of the During I and Between phases showed that
when tutoring was withdraun (Betueen phase), tuenty-three tutees had
negative step changes, four tutees significantly decelerated their
correct trends and one other tutee experienced both a negative step
change and a significant correct trend deceleration. Twenty-eight
tutees, then, significantly decelerated their correct performances in

the Between phase. Decelerations in correct trends occurred in thirty-
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ssven tutees altogether, and tuenty-seven tutees accelerated their
error ratss.

An attempt was made to assess the utility of supplementing the
tutoring procedures with points and candy rewards in the During II
phase. The performances of the thirty-seven tutees to whom these
additional procedures were applied were compared to the perfermances of
these same tutees in the During I phase. In the During II phase, six
tutees demonstrated positive step changes, five tutees shouwed signifi-
cant trend accelerations and four tutees had both a significant trend
acceleration and a positive step change. Hence, fiftesn tutees in all
significantly accelerated their correct performances in the During II
phase over their torrect performances of the During I phase. Error
rates decelerated for sixteen of the thirty-seven tutess.

A comparison of the During II and the During III phases
disclosed that when candy rewards were withdraun, nineteen of the
thirty-seven tutees decelerated their correct trends (four significantly),
two had negative step changes and three other tutees shoued both a-
negative step change and a significant correct trend deceleration.

Error rates accelerated for seven tutess in this phase.

In summary, these comparisons indicate that all tutses performed

better under the tutoring procedures, and that, for some tutees, the

added incentives of points and candy further improved their performances.

Objective 6. To determine the reactions toward the tutorirg

program of the tutess, the tutors and the participating school personnel.

The reactions of the various project personnel toward the

tutoring program were considered to be an important part of program



116
ovaluation, since these reactions probably determine to a large extent
whether the program will be repeated. Consequently, guestionnaires
were administered to the tutees, the tutors and the participating school
staff to collect information concerning their reactions to different
aspects of the tutoring program.

The grade two and three tutees appeared to feel very positive
about the tutoring experience. All forty-nine children stated that they
liked being tutored, and all but one felt that they were better readers
than they were before tutoring. Forty-three tutees said they wished
to continue being tutored, two were undecided and only three tutees did
not wish to continue.

The large majority of the tutors also expressed positive
attitudes toward the tutoring program. Ninety-two of the ninety-eight
tutors reported that they had enjoyed tutoring, and ninety-one students
said that they would like to be tutors again. Five of the six students
who apparently did not enjoy tutoring came from one grade six classroom
which had particular problems in arranging standard times and places
for the tutoring sessions. Even though most of the tutors (eighty-
eight) felt that their tutees liked being tutored, twenty-eight tutors
assumed their tutees were glad that the program ended at Easter. This
finding suggests that perhaps the tutees should be taught to reinforce
their tutors, since some grade five and six students seemed uncertain
about the enthusiasm of their tutees.

The tutors seemed to regard their parents as having more
favorable attitudes toward tutoring than their teachers (ninety-five
tutors thought their parents would like them to be tutors again; eighty-

six thought their classroom teachers were in favor of their being tutors).
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Tuenty-six tutors thought tutoring had caused them to miss too much
class time. It should be mentioned at this point that, although the
experimenter recommended the tutoring become a class assignment for
which the grade five and six students would receive credit, none of
the sending teachers folloued this suggestion. If credit had been
given for the tutoring sessions, perhaps as a social studies unit or a
language arts project, these tutors would probably not have bsen as
concerned about missed class time.

Ninety-three tutors said they thought they had helped their
tutess become better readers, and seventy-four tutors believed that
being a tutor had also improved their ﬁwn reading performance. Since
every tutor thought that his help had been appreciated by the receiving
teacher, the grade tuo and thres teachers must have adequately rein-
forced their young tutors.

Approximately one-fourth of the tutors reported that they did
not like working with a partner or under team captains. Possibly,
changes should have been made in both the tutor pairs and team captains
throughout the program (perhaps being a team captain could be made
contingent upon demonstrated proficiency in the tutoring sessions). Of
the seventy-four tutors who had used the additional incentives in the
During II phase, only forty thought these rewards should be applied in
all tutoring sessions. One might speculate that these eleven-and
tuelve-year-old students had already been taught that it is "yrong" to
receive tangible rewards for doing something which "should" be done.

Most of the tutors seemed satisfied with the recording procedures
employed in the tutoring sessions (sixteen tutors thought the record

sheets were too much work, and fifteen said they did not like measuring
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the tutes's performance each day). However, only seventy tutors said
that they frequently referred to the daily bshavior chart to check their
tutee's progress, and only sixty-four tutors reported that their tutees
asked to look at their charts.

In summary, although almost all of the tutors indicated that
they had enjoyed the tutoring program, it seems that certain changes
could be made to overcome problem areas identified from the tutor ques-
tionnaires. For instance, additionai motivational procedures for the
tutors seem desirable. Incentives for the tutars might take the form
of academic credit, recognition in a school assembly, or through tutor-
ing clubs and "certificates of merit". Furthermore, the tutors should
be taught to respond more positively toward data collection and inter-
pretation. In fact, it is possible that the data could becoms
conditioned reinforcers for the tutaors.

The responses from the teacher questionnaires indicated that
the teachers were generally pleased with the administration and results
of the.tutoring program. The procedures employed in the tutoring
sessions vere considered to be quite satisfactory, and all but one of
the receiving teachers felt that the emphasis on word identification
skills was appropriate. The teachers stated that they were particularly
impressed with the behavior of the grade five and six students, and
felt that the training given the tutors in reinforcement techniques was
especially valuable.

The suggestions which were made concerning scheduling and
locating of the tutoring sessions lsad to certain recommendations to be
made for future tutoring programs:

1. The sessions should be scheduled at the end of the tutors'
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academic period rather than at the beginning or in the middle. Just
before recess or lunch sesms to be a particularly good time for tutor-
ing, since both tutors and tutees are motivated to finish in the
required time.

2. The sessions should be held as close as possible to the tutses'
classroom, so that periodic supervision might be given by the receiving
teacher.

3, The sessions should be held in a place which permits relative
privacy. The library was found to be a very suitable location, and
supervision was assured if a librarian was present. Tutoring sessions
should not be conducted in hallways and playrooms whers lighting and
facilities are poor and distractions numerous.

4. DOnce the time and place of the tutoring sessions have been
established, the other staff members in the school should be notifisd
so that the tutors will not be interrupted unnecessarily.

The teachers identified a number of advantages from the tutoring
program for both the tutees and the tutors. The tutees were thought to
have benefited from the individual attention, immediate reinforcement
and social interaction provided by the tutors in the daily sessions.
Besides improving their reading skills, the receiving teachers also
felt that their tutees had developed better attitudes toward reading.
The majority of the grade two and three teachers remarked that their
tutored students were much more willing to read aloud in class, and
that they also made more positive remarks about their own reading
performance.

The benefits from the program identified for the grade five and

six students consisted of: (a) improved oral communication skills,
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(b) improved mathematics skills, (c) improved reading skills, (0)
increased understanding of younger children, (0) increased acceptanue
of rosponsibility, and (f) a general improvement in following instruc-
tions. However, these findings must be regarded as only suggestive,
since changes in tutor behavior were not systematically evaluated in

the present investigation.

Fducational Implications

foctimer Smith (1969, p.3) has stated that the failure of our
schools in teaching the essential first skill of reading amounts to a
scandal. Fucther, Smith has claimed that phonics, or code emphasis
approaches could radically decrease the number of reading failures.
The evidence from the present investigation strongly supports his
contention. Children from grades two and three uho uere identified as
"poor readers" by their classroom teachers eventually improved their
reading performances when provided with remedial instruction in decod-
ing.

In addition to improving teaching intensity (e.g., through the
use of pupil tutors), there are compelling reasons to believe that the
acquisition of reading skills could be greatly facilitated if reading
curricula were more carefully sequenced phonetically. Most of the
reading series presently in use concentrate on developing a "sight"
vyocabulary in the early grades (e.g., Ginn, McKee and Nelson readers)
hence, there is no logical sequencing of phonic skills. The DISTAR
Reading Program (SRA, 1969) is‘an exanple of a program which does
present phonic skills in a carefully programmed sequence.

DISTAR exaggerates differences when difficult discriminations

are encountered: for instance, the symbols for sounds are not confused
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because they are purposely drawn very differently. Also, when different
sutiils gan go with the somo symbul, such ag "o" in udit, "e" in be, or
N Lnowpite, the symboly aro modified to signal thusu differences.
Accordingly, long "e" has a bar over it (8), and silent "e" is made
smaller. Furthermore, when two symbols make only one sound, they are
physically tied together (e.q., th). Finally, to make learning to read
letters less confusing, for the first year the program does not include
capitai letters (except 1), and does not teach letter names, since theso
are not really important to reading. These objectives (learning capital
lstters and letter names) are introduced only after the initial objec-
tives are mastered. The effectiveness of these techniques has been
demonstrated by Engelmann (1971) in a study with disadvantaged preschool
subjects. Following two years of direct instruction, his subjects
obtained an average grads level score of 2.6 in reading on the Uide
Range Achievement Test. Science Research Associates has recently
published a summary of 21 other case studies in which comparable results
were obtained.

The results from DISTAR and other experimental reading programs
(for example, the Initial Teaching Alphabet program, Copp Clark Publish-
ing Company) strongly suggest that educators need to reexamine the
traditional assumptions about why children fail to learn to read.
Gengrally, teachers have tended to direct their instruction to the level
of the "average" student in their class. However, the teacher who
adopts such an approach is bound to lose (not teach) the children uho
are not prepared to follou this instruction. The children who already
know what the teacher is teaching will appear to be smart and "catch on

quickly". That is, if the home has provided the skills the teacher
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assumes children should have, the child has a chance. 0On the other
hand, if the child lacks these skills, it is likely that he will be
labelled "dull" and be started on the road to failure.

Another presumed explanation of reading failure is implied by
the label "learning disability". The most common learning disability
is the failure to learn to read. The most frequently stated cause of
learning disability is "minimal brain damage" - that is, possible brain
damage. It is currently fashionable to assume that such damage inter-
feres uith the "perception” of stimuli or with "attention". Houever,
only in a small percentage of cases is there any real gvidence of the
neurological defects that are hypothesized. Ffurthermore, an approach
to the problem of reading failure that simply defines a neu kind of
problem child, rather than looking closely at the conditions needed to
teach children, overlooks the very real possibility that many children
said to have learning disabilities simply have not been taught effec-
tively. Becker, Engelmann and Thomas (1971) state the case against
such labelling procedures well:

With the advent of "learning disabilities", there nou

exists no teaching failure that cannot be blamed on something
being urong with the child, If the teacher can ship out all
her failures, she will never have reason to learn to prevent
them through better teaching (p.444).

In view of recent improvements in teaching technology, it would
appear that it is no longer reasonable to assume that children do not
learn because they are "dumb", or have some form of "learning disability".
1t is necessary to examine teaching methods more carefully in order to
determine uhy they fail. Children learn uhen they are taught and fail

uhen they are not taught. The major responsibility for a child's

failure in school rests on the teacher's shoulders, not the child's.
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The attitude that all children can be taught is essential for teachers
concerned with change.

In summary, the"know-how"appears available to achieva important
changes in the teaching of reading. These changes can be itemized as
follows:

1. Improve the teaching of reading by implementing code-cracking
approaches with the use of well-programmed curricula. Give the teacher
better programs and begin the teaching ﬁf basic skills at a younger age.

2. Improve teacher education by training teachers how to motivate
children in positive ways, how to teach any task, and how to devise
and evaluate programs. Teachers need to adopt the attitudes that
children learn when they are taught, and that teachers are responsible
for each child in their classes.

3. Provide more teaching assistants {paraprofessionals, parents,
volunteers, students) in the classroom at beginning levels. Properly
trained, older students or adults can function very effectively in
providing individual attention to students.

4. Measure educational achievement with the aid of available tools
such as the Precision Teaching measurement systenm. Accountability in
education can only come uhen parents, teachers and administrators have
to live with feedback on the performance of students.

5. Evaluate innovations with hard data. Experimental programs, such
as the one described in the present study, should be subjected to
rigorous critical evaluation before being implemented on a large scale

basis.



REFERENCES

Anderson, J. P. Reading and uriting can be fun for the underachiever.
[nglish Journal, 1970, 59, 1119-21.

Bieeker, W Uey Cngelmann, 8., & Thomas, Do R Teaching: A course in
applicd poychulogy. Chicago: Seience Rescarch Associates, 1971.

Bucker, W. Co, Thomas, D. R., & Carnine, D. Reducing behavior problums:
An operant conditioning guide for teachers. In Becker, U. C. (Ed.)
An cmpirical basis for change in education. Chicago: Science
Rosearch Associates, 1971,

Bell, 5. L., Garlock, N. L., & Colella, S. L. Students as tutors: High
schoolers aid elementary pupils. Clearing House, 1969, 44, 242-44.

' Oradficld, R. N. Precision teaching: A useful technology for special
vducation teachers. Educational Technology, 1970, 22-26.

Caldwell, T. C. Can pupil performance rates tell us when a student
teacher is ready for her own class? Unpub. doctoral diss., U. of
Kansas, 1967.

Chall, J. Learning to read: The great debate. Englewcod Cliffs, N.J.:
Prentice-Hall, Inc., 1967.

[loward, R. D. Studies in tutoring. Journal of Experimental Education,
1967, 36, 14-25.

Coheny No, & Marting G. Applying precision teaching to academic
assessment.  Toaching Exceptional Children, 1971, 3, 147-150.

Dawson, M. (£d.) Developing high school reading programe. Newark,
Del.: Intermational Reading Association, 1967.

DISTAI Instructional System. Chicago: Scicnce Research Associates,
1969.

Dykstra, Re  The offectivensss of code- and meaning-emphasis beginning
reading programs.  The Reading Teacher, 1968, 22, 17-23.

Ldwards, J. Precisely teaching children labeled learning disabled.
Unpublished doctoral dissertation, University of Kansas, 1969.

Cllsom, D. G., Haorris, P., & Barber, L. A field test of programmed anc
dirccted tutoring. Reading Research Quarterly, 1968, 3, 307-307.

Clison, D. G., Barber, L. W., Harris, P. L., & Adams, R. Ginn Tutorial.
Boston: Ginn and Company, 1968.



125

Lngelmann, . Preventing failure in the primary grades. New York:
Simon and Schuster, 1969.

Engelmann, 5. The effectiveness of direct verbal instruction on 10
performance and achievement in reading and arithmetic. In Becker,
W. C., An empirical basis for change in education. Chicago: Scicnce
Research Associates, 1971, p.461-483,

Fleming, J. €. Pupil tutors and tutces learn Lugether. Lducation
Diguat, 1969, 345, 36-40.

I'rager, Y., & Storh, C. Learning by teaching. Reading [eacher, 1971,
25y 4035,

Gaasholt, M. Precision techniques in the management of teacher and
child behaviors.  Cxceptional Children, 1970, 37, 129-13b. (a)

Luashult, M. A procision teaching management project. Unpub. Manus.
lniv. ol Uregon, 1970, (b)

Gartner, A., Kohler, M., & Riessman, F. Children teach children:
Learning by teaching. New York: Harper and Row, 1971.

Glim, T. C. The Palo Alto reading program: Sequential steps in reading.
New York: Harcourt, Brace and World, 1968.

Glim, T. C. The Palo Alto reading program: Book 2. New York: Harcourt,
Brace and World, 1968.

Guodman, L. Tutoring for credit. American Education, 1971, 7, 26-1.

tross, M. Teacher's "big" helper.. School Activities, 1968, 38, 20-1.

Harris, M. M. Learning by tutoring others. Today's Education, 1971,
00, 46-9,

Hassinger, Je, & Via, M. low much does a tutor learn through teaching
reading? - Juurnal of Secondary Education, 1969, 44, 42-4.

Hayes, R. 8.y & Uuest, R. Co A three-year look at i.t.a., Lippincott,
Phonics and word power, and Scott Foresman. The Reading Teacher,
1969, 22, 163-70.

Hill, C. H., & Tolman, R. Tutoring: An inexpensive alternative.
Journal of the Heading Specialist. 1970, 10, 19-25.

Nupking, B., Sehuttey Co, & Gorton, U. The effects of access tu a
playruum on the rate and quality of printing and writing of lipsl-
and secund-grade students.  Journal of Applied Behavior Analysis,
in press.

[nitial Teaching Alphabet Publications. Toronto: Copp Clark Publishing
Company.

Johingon, L. €. Precision teaching helps children learn. Teaching
t.xceptional Children, 1971, 3(3), 106-110.




126

Jonos, J. Tutoring project. Los Angeles Times, March 11, 1968, pp.l-2.

Kounig, C. Precision teaching with emotionally disturbed pupils. Dec.,
1967. Ressarch Training Paper No. 17. Bureau of Child Research
and School of Education.

Landrum, J. W., & Martin, M. D. When students teach others. Educational
Leadershig, 1970, 27, 446-8.

Lindsley, 0. R. Direct measurement and prostheses of retarded behavior.
Journal of Education, 1965, 147, 62-80.

Lindsley, 0. R. Precision teaching in perspective: An interview with
Ugden R. Lindsley. Jeaching Exceptional Children, 1971, 3, 114-119.

Lippitt, P. Children can teach other children. Instructor; 1969, 78,
41.

Lippitt, P., Eiseman, J., & Lippitt, R. Cross-age helping programs

Orientation, training and related materials. Ann Arbor, Michigan:
Institute for Social Research, 1969.

Lovitt, T., & Curtiss, K. Effects of manipulating an antecedent event
on mathematics response rate. Journal of Applied Behavior Analyses,
1968, l’ pl329-3330 .

Lovitt, T. C., Guppy, T. C., & Blattner, J. E. The use of a free-time
contingency with fourth graders to increase spelling accuracy.
Behavior Research and Therapy, 1969, 7, 151-156.

Lovitt, T. C., & Hurlbut, M. The apalysis and modification of certain
phonics skills and their relationship to oral reading. Unpub.
manus. Experimental Education Unit, Univ. of Wash., Feb. 1971.

Lovitt, T. C., Schaaf, M. E., & Sayre, E. The use of direct and
continuous measurement to evaluate reading materials and procedures.
Focus on Exceptional Children, 1970, 2, 1-1l.

Mager, R. F. Preparing instructional objectives. Palo Alto, California:
Fearon Press, 1962.

MeCleary, E£. K. Report of results of tutorial reading project. Reading
Teacher, 1971, 24, 556-G0.

McCracken, G., & Walcutt, C. Basic reading. Philadelphia: Lippincott,
1966.

MeGinnis, D. J. Should tutoring be encouraged? Reading Horizons, 1972,
12.

Niedermeyer, F. C. Effects of training on the instructional behaviors
of student tutors. Journal of Cducational Research, 1970, 64, 119-
123,




127

Niodormoyory (v Cuy & L1lis, Pe Remodial roading instruction by
Lrajood pupil tutors. [lomontary lichool Journal, 1971, 11, 40U-U,

Norris, Ne L., & Gantland, Po J. Big brothers and sisters assist
readers. Schoul and Community, 1972, 58, 8.

Ousley, 0., & Russell, D. Around the corner. Boston: Ginn and Company,
1961.

Paicoma Elementary School Teachers: students assist each other at
tutorial project school: Paicoma elementary school in the Los Angeles
school district. Nations Schools, 1969, B84:44.

Rime, L., & Ham, J. Sixth grade tutors. Instructor, 1968, 77, 104-105.

Rossi, T. P. Help: Students teach students. Reading Improvement, 1969,
6, 47-9.

Schoeller, A. U., & Pearson, D. A. Better reading through volunteer
reading tutors. Reading Teacher, 1970, 23, 625-30.

science Research Associates, Summaries of case studies on the effective-
ness of the Distar Instructional System. Chicago, 1971,

Skinner, B.» F. Scisnce and human behavior. New York: Macfillan, 1953.

slingerland, B. H. A multi-sensory approach to reading, writing and
spelling. Cambridge, Massachusetts: Educators Publishing Service,
1569. ‘

Smith, M. The reforms most needed in education. Council for Basic
Education Bulletin, 1969, 13, 1-6.

Spache, G. D. Diagnostic reading scales. Monterey, California:
California Test Bureau, 1963.

C
Squires, E. R, Youth tutoring youth (YTY). School and Community,
1971, April’ 57, 20"1-

Staats, A. U., & Butterfield, . H. Treatment of non-reading in a
culturally deprived juvenile delinguent: An application of reinfor-
cement principles. Child Development, 1965, 36, 925-942.

Staats, A. Ul., Menke, K. A., & Butts, P. A token-reinforcement remedial
reading program administered by black therapy-technicians to
problem black children. Behavior Therapy, 1970, 1, 331-353.

Staats, A. W., Menke, K. A., Finley, J. R., Wolf, M., & Brooks, L. 0.
A reinforcor systom and experimental procedure for the laboratory
study of reading acquisition. Child Development, 1964, 35, 209-231.

Staats, A. U., flenke, Ko Ady Goodwin, W., & Landeen, J. Cognitive
behavior modification: Motivated learning reading treatment with
sub~professional therapy-technicians. Behavior Research and Therapy,

1967, 5, 283-299.




128

Starlin, C. M. The use of daily direct recording as an aid in teaching
oral reading. Unpub. doctoral dissertation, Univ. of Oregon, 1970.

Sween, J., & Campbell, 0. D. The interrupted time series as guasi-
experiment: Three tests of significance. A Fortran program for the
COC 3400 computer. August, 1965. Distributed by the Vogelback
Computing Center, Northwestern University.

Thelan, H. A. Tutoring by students: WUhat makes it so exciting? The
School Review, 1969, 77, 229-244.

Thelan, H. A. Tutoring by students. Education Digest, 1970, 35, 17-20.

Vargas, J. Uriting worthuhile behavioral objectives. New York: Harper
& Row, 1972.

White, 0. Glogsary of behavioral terminology. Champaign, Ill.:
Research Press, 1971.

Uhite, 0. R. The "split-middle": A "guickie" method of trend gstimation.
Unpub. manus., Department of Special Education, Univ. of Oregon,
March, 1971.




129

Appendix A

Paront Congent 1'orms fubows

Uear Parents:

As you may already have heard from your child, some 6th grade
students are being given the opportunity of helping children in lower
grades. This will be a part of the older children's regular school
work. They will be given special.training in how to relate success-
fully to younger children and to help them learn. The work they do
with the younger children will be under the supervision of the younger
child's teacher. This program will give the younger children a chance
to have more of the individual attention every child needs than could
otheruise be scheduled for them.

It will give the older child a chance to learn better the
subjects he is helping the younger child to master. It will also give
him experience in being a trusted member of a team of classmates and
teachers who are working on ways to help children learn.

Your child has been selected to be one of the
younger children to receive individual attention from a trained older
child, for 20 minutes 4 days a waek.

If you consent to this program, please sign below and have your
child return this form to his classroom teacher.

If you have any questions, please feel free to call me. Ue
_ uwould be very much interested in hearing of any reactions your child
may have to this new program.

Sincersly yours,

Principal

I would like my child to take part in this program.
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Appendix B

Parent Consent Form: Tutors

Dear Parents:

As you may already have heard from your child, some 6th grade
students are being given the opportunity of helping children in lower
grades. This will be a part of the older children's regular school
work. They will be given special training in how to relate successfully
to younger children and to help them learn. The work they do with the
younger children will be under the supervision of the younger child's
teacher. This program will give the younger children a chance to have
more of the individual attention every child needs than could otheruise
be schedulsd for them.

It will give the older child a chance to learn better the subjects
he is helping the younger child to master. It will also give him
experience in being a trusted member of a team of classmates and
teachers uho are working on ways to help children learn.

Your child has been selected to be one of
the older helpers for 2 twenty-minute periods each week.

If you consent to this program, please sign below and have your
child return this form to his classroom teacher.

If you have any questions, please feel free to call me. lUe would
be very much interssted in hearing of any reactions your child may have
to this new program.

Sincerely yours,

Principal

I would like my child to take part in this program.
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Appendix C

Referral Form: Tutees

School

Referring Teacher Date
Name of Child Sex
fge of Child Grade

Present reading series
(text name and level)

Latest reading achisvement score

Test used

Date test administered

Pinpoint (with what specific reading skill does this child need help?)

Suggested tutoring method and materials

Schedule (at what times could this child receive help, in 4 20-minute

sessions?)
Monday Thursday 5
Tuesday friday |
lednesday

Additional Comments




Appondix N

RECORD SHLLT
Tutee School
Tutor Teacher of Tutee
Divide by 2
Total Errors Total | Total to get
Ses~ words Errors| Correct
Dats | sion{Tutor |read in 2| in 2 frrrars loorpect Page
No. in {Said [Told | Min. | Wine §iny (g0 1 |V
pass- | Urong | Tutee min. |min.
age '
==
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Appendix L

Tutor Questivnnairo

fitg

Pleuse answer yes or no to the following guestiuns:

1.

4.

10.

11.

lu.

Did you enjuy buing a tutor?

. Would you like to be a tutor again if you had a chance?

. Du you think your tutes liked being tutured?

Do you think your parents would like you to be a tutor
again?

Du you think your classroom teacher liked your being a
tutor?

Do you think your tutee's teacher liked having your
holp?

. Wlore you glad that the tutoring ended at Caster?

. Do you think your tutee was glad the tutoring program

is over?

. Do you think you were able to help your tutee to read

better?

Do you think your tutee would have had trouble in
reading later on if you had not helped him?

Do you think being a tutor helped you to be a better
reader?

Did you like working with a partner?

. Did yuu like hoving team captains?

. Did you think the tutoring session each day was too

long?

. Du you think pouints and candy rewards should be used

all the time for tutoring?

Did you think the record sheets were too much work to

rill out?

o

1.

10,

11,

172,

14,

10.



17,

14.

19,

20,

21,

22,

23,

Did you like measuring how well the tutoe read vach
day?

Du you think the tutoring made you miss too much class
work?

Did Mrs. Crozier give you enough help?

Did you look at the blue graph to see how the tutee was
improving?

Did your tutes like looking at his blue graph?

Do you think any changes should be made in the tutoring
program?

Uhat changes would you suggest (please write them underneath)?

134

11

18,

19,

20,

21,

22,
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Appendix E

Staff Questionnaire
TUTORIAL PROGRAM

Please answer the following questions as fully as possible. The 1ist at
the bottom of the page may help to focus on some relevant pointg.

L. List the advantages from the tutoring program that you could identify
for: the tutees, the tutors, the teachers of the tutees.

2

Uhat suggestions do you have for improving the administration of the
tutoring program?

3. What were the disadvantages of the program?

4

Do you feel that data collection is an important part of a tutoring
program?

5. Did you feel that you vere well-enough informed toncerning procedures
throughout the program?

]

Did you feel that the tutors were given adequate preparation and
direction?

7. Do you fesl that outside coordination ig necessary for such a program?

8. Do you plan to carry on a tutoring program next year?

Please consider the following when completing this questionnaire:

- length of tutoring program (3 months)

- length of daily sessiong

= number of sessions per week

- time of daily sessions

- place where sessions werg held

= 8ffect on classroon organization

= handling of tutoring materials

= communication among schogl personnel involyed
- Mmovement of studentg throughout the sghaol

- student behavior
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Rppundiy €
futee Quostionnairg

1. Did you like being helped by the grade 6 (5) student?
2. Uhat did you like abaut it?

3. Were the helpers good teachers?

44 Hou did they help you read?

5. Are you a bettepr roader now?

6. What part of the tutoring did you like hast?

7. Would you like to get help aftor Easter?
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Appendix F
Instructions to Tutors for Recording Reading
Materiale: timing device, two sets of books, pencil, eraser, tutee's

binder.

Method:

(1) Have the child turn to the story he is reading in class right nou.
Turn your book to the same place.

(2) Make sure you are facing the clock.

(3) say to_the tutee:

" would like to hear you read. Please start when 1 tell you
to. If you finish a page or a story, keep going until I tell you
to stop. Read as well as you can, and read svery word.

Ready -- start reading."

(4) If you are interrupted by such things as the child dropping his
book or by someone coming over, try not to get upset. Start over
uhen everything is settled.

(5) Don't be too "casy" on the tutee. Count every mistake, or he won't
learn the right way.

(6) If the time is up and child is in the middle of a sentence or
paragraph, put a slash (/) after the word where the time was up,
hut allow the child to continue reading to the end of the assigned

pages. Never stop too soon.

(7) Aluays thank the child for reading and try to find something good
to say about his reading.

(8) Fill out the record sheet and the chart.
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Appondix G

Instructions and Transcript for Reliability Asscssment

AT THE BIG STORL

Joe liked to go to the big store with Mother. He liked to look
at the toys. He liked to ride in the big elevators.

"We shall get some balloons and candles for Mary Ann's birthday
party," said Mother.

"Yer birthday is coming soon. We shall get a toy today, too.
The toy will be a prize at the party.”

"Here is the olevator," said Jos. '"Let's go up and sse the toys
now. "

"] shall got the balloons and candles," said Mother. "You may
look at the toys."

Joe wanted to find a toy that everyome would like. There were
50 many toys!

Joe looked at a toy fire truck. He sat on a blus toy tractor.
Then he sau a toy telephone and some big building blocks. He stopped
to bounce a rubber ball. Bounce, bounce, went the rubber ball. Joe
sau many toys - drums, boats, cars.

"I shall look some more," said Joe. He walked around the store
look:ng and looking.

"Jos! Where are you?" called Mother. ™ihere did you go?"

"That's funny," said the man. "He was right here. Where can he
be?" Then the man laughed.

" "Joe has found our big playhouse," said the man.
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Appendix G

Reliability Assessment

Instructions to Tutors

+ Keep your paper face down until you are asked to turn it over. Be

suro you have a pencil,

+ Unhile the tape is playing, read your copy of the story and check the

@ITOCS you hear: o
(a) says word urong: underline the word

(b) hesitates 4 seconds or says "I don't know": put a checkmark
over the word.

Note: Do not say the word out loud - someane on the tape will

tell the "tutee" thse word.

Pass your paper to the person behind you.

.Put a checkmark on all the errors marked which agree with the right

ansuwers.

- Put an X on all the errors which:

(a) were not marked but should have been
(b) were marked, but should not have been marked.,

« Add up the "agreements" and "disagreements" separately.

+ Calculate the following as a percent:

agreements

agreements & disagreements

+ Put the percent at the top of the paper and circle it.

+ The person at tho back of each row will collect the papers when he is

asked to.



Appendix H

Reliability Ranges and Means for the Five Experimental Phases

Before phase: range, 80-100%; mean = 88%
During 1 phase: range, 88-100%; mean = 90%
Gutusen phasc: rango, 88-100%; mean = 92f
During 11 phase: range, 92-100%; mean = 96%

During 111 phase: rangs, 92-100%; mean = 96%
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1.
2.
3
4,
5.
G
T4
8.
9.
10,
1L
12,

1.
2.
3
4

ll
2,
3.

5‘
6.

ll

20,
. Kevin
. Ward

5.
6l
7‘

l.
2!

4'

6'
7l

Index for Daily Behavior Charts

Tutes

vatar——

Class a}

—————

Christine
Allan
Darryl
Bruce
Danny
fMlaurie
Clint
Randy
Troy
Carol
Georgia
Cindy

Class ap
Angela
Kevin
Duwayne
Teddy

Class aj
Jeff
Gary
Richard

. Sandra

Bradley
layne

Class by

————

Ken
Terry

Robin
Kenny
Mark

Class b2

m————————

Michael
Chris

. Dianne

Brad

. Carla

Allan
Darcy

Appendix I

Chart Number

o -~ h U &~ N

— =
N - OO

13
14
15
16

17
18
19
20
21
22

23
24
25
26
27
28
29

30
31
32
33
34
35
36
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1.
2.
3
4,
5.
6.

Tutee

Class cy
Gary

. Kerry
. Tina
. Daniel

Sandra
Russell

. Scott

Class ¢y

Simon
Michael
Shelley
Chris
Trevor
Radney

Chart Number

37
38
39
40
41
42
43

44
45
46
47
48
49
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