DOCUMENT RESUME

ED 280 248 EC 192 402

AUTHOR Osguthorpe, Russell T.; And Others

TITLE Handicapped Children as Tutors. Final Report

S {1985~86) . , S

INSTITUTION Brigham Young Univ., Provo, UT. David O. McKay Inst:

o of Education. = , S

SPONS AGENCY Office of Special Education and Rehabilitative

R Services (ED), Washington; DC.

PUB_DATE 20 _Nov_86

GRANT 83000007 S -

NOTE 165p.; For the 1983-84 final report; see ED 255 018;

o for the 1984-85 final report; see ED 267 545;

PUB TYPE Reports -~ Descriptive (141) -- Reports - -
Research/Technical (143) -- Collected Works - General
(020)

EDRS PRICE MFO01/PC07 Plus Postage. ,

DESCRIPTORS *Behavior Disorders; Cross Age Teaching; Elementary
Secondary Education; *Learning Disabilities;
Mainstreaming; *Mental Retardation; Peer Acceptance;
*Peer Teaching; Research Projects; Sign Language;

S Special Education; Student Attitudes; *Tutoring

IDENTIFIERS *Handicapped Children as Tutors (Project)

ABSTRACT o ) ) ] ) S .

... This final report presents eight papers resulting

from research conducted during the third and final year of the _

"Handicapped Children as Tutors" project, which investigated effects

of involving handicapped students as tutors of disabled and .

non-disabled elementary and secondary school students. Results of all

the research showed significant positive effects of the tutoring

experience on the academic achievement and social competence of

tutors and tutees. Qualitative differences between cross-agé tutoring

and peer tutoring were observed:. The titles and authors are: (1)

"Handicapped Students as Tutors: A Description and Integration of

(W. D. Eiserman et al.; (2) "The Effects of

Three Years of Research"

Reverse-Role Tutoring on the Social Acceptance of Behavioraliy

Disordered Students" (L. Shisler et al:); (3) "The Effects of Three
Types of Tutoring on the Attitudes of Learning-Disabled Students and
Their Regular Class Peers" (W. D. Eiserman and R. T. Osguthorpe); (%)
"Peer Acceptance of Learning Disabled Elementary Students" (W. D.
Eiserman et al:); (5) "The Effects of Reverse-Role Sign Language
Tutoring on Communication Skills of Retarded Students" (S. G. Whited
and R. T: Osguthorpe); (6) "The Effects of Reverse-Role Tutoring on_
the Attitudes of Regular Class Students toward Retarded Students" (S.
G: Whited and R. T. Osguthorpe); (7) "Tutoring Interventions within
Special Education Settings: A Comparison of Cross-Age and Peer ]
Tutoring” (T: E: Scruggs and R. T. Osguthorpe); and (8) "Handicapped

Students as Tutors" (S. B. Cook et al.). (CB)

T e N Y Y TYTITIT
* Reproductions supplied by EDRS

* *
S are
* from the original
*kkk k%

EXKAKkAIkExhkhkhkhhkhhkhkhkkhkhkhdkhkahhkhhdxxk




|
4

. U.3. DEPARTMENT OF EDUCATION

OHtice of £d 8l Resoarch and Improvement

EDUCATIONAL RESOURCES INFORMATION
- CENTER (ERIC)

Wfhis_Bocument has bean reproduced..as
received lrom the person or organization

_ onginating it

O Munor changes have beén made to improve
reproduction Quahty

® Poinis of view af opinions atated in this docu-
ment do- nol- necessarly represeni official
OERI poattion or policy

Handicapped Children as Tutors

Final Report (1985-86)

Russell T. Osguthorpe
Brigham Young University

William D. Eiserman
Lenore Shislar
Utah State University
Shelia Gay Whited
Brigham Young University

Purdue University

Submitted November 20, 1986

This project was funded through a field initiated research grant from the Office of Special Eduication

and Rehabilitation Services, U. S. Department of Education (Grant #83000007).




ﬁréfa'éé;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;;; ..............................................

Handicapped Students as Tutors: A Dascription and
Intégrétlon of Three Years of RéSééfCh

The Effects of Reverse-Role Tutoring on the Social

Peer Acceptance of Learning Disabled Elementary Students...............c.............

The Effects of Reverse-role Sign Language Tutoring on

The Effects of Reverse-role Tutoring on the Attitudes of
Regular Class Students toward Retarded Students............cccecveeverernrnernenreenennecenne.

Tutoring Interventions Within -Special Eduzation Settings:



Preface

This purpose of this report is to present the restilts of research conducted during
the third and final year of the "Handicapped Children as Tutors® project. During this
past year research has been cordurted with hundreds of students with a varisty of
handicapping conditions, as well as with regular class students. The important aspect
of the research is its focus on the successful integration of handicapped students in
regular schools. Research results show that reverse-role tutoring is an effective
method for helping handicapped students gain the social acceptance they need from

their regular class peers. Without this kind of acceptance, integration of handicapped
students into regular education settings is punishing at best.

This year's report contains sight research articles which focus on the effects of
involving handicapped students as tutors. The first article might be viewe
advanced organizer for the studies that follow: The article integrates all of the 13
studies that have been funded by the Handicapped Children as Tutors grant over the
past three years. Each of the main premises are described upon which all of the
and hypotheses that have been empirically tested over the past three years.

The second article; in essence; shows that regular class students who are tutored
by behaviorally disordered students have more positive attitudes toward their tutors
than do students who are not tutored by them. The results show that teachers of
by allowing them to function as tutors of their regular class peers.

The third and fourth studies report the restlts of research aimed at measuring the

effects of three different kinds of tutoring with learning disabled students. The results of
these studies showed that, unlike some previous research, learning disabled students’
attitudes are similar toward their LD peers and toward regular class peers.

Additionallv; the attitudes of regular class students toward their LD peers were similar



to their attitudes toward other regular class students. Following tutoring interventions,
the data showed that those who had tutored (both regular class students and
handicapped students) showed the greatest gains in attitudes--especially toward
school; in general. The implications are that schooling; as it is typically structured,

consists of far too much passive behavior on the part of the student and that when
students are given a more active role, such as tutoring another student; their attitudes
toward school improve.

The fifth and sixth studies involved mentally retarded students as tutors of their
nonhandicapped peers: In the fifth study the research question was; "Will the learning

and teaching of sign language improve the overall communication skills of retarded
tutors?" This question grew out of the research conducted during the first and second
years. Several parents of retarded tutors had remarked that their child's
language tutoring: A comprehensive review of the literature showed that such effects
have been difficult to document, although there is currently strong interest in the
teaching of sign language to mentally handicapped students. The results of the study
indicated that receptive and expressive language, as measured by standardized
instruments; is not improved by the learning of basic sign language. The results do not
show that sign language is of no value for profoundly mentally retarded students, but

the study definitely brings into question the introduction of sign language into the
regular curriculum of the moderately retarded student.
The results of the sixth study showed that tutering did not improve the attitudes of

conflicted with earlier data collected with retarded students in more integrated students
(several previous studies with mentally retarded students in regular schools had

the attitudes of regular class peers toward retarded students in day schools compared
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with those in self-contained classrooms in their same school. Tha results showed that
the more segregated the students are the more positive the attitudes are of the regular
class students toward their handicapped peers: When the handicapped students are
in the same school, the regular class students have significantly more negative

attitudes toward them than when the handicapped students are segregated in a nearby
day school. Although the results obviously do not show that integration is undesirable;
they do show that special and regular educators are not doing enough to assist
mentally handicapped students who are in regular schools: Tutoring could clearly be
one effective method for improving the social acceptance of these students.

The final two studies summarize the effects of involving handicapped students as
tutors. The first compares the effects of cross-age with peer tutoring and suggests that
cross-age tutoring may hold more promise for improving attitudes than does peer
tutoring. The final study reports the results of a meta-analysis conducted on 19
research articles which generated 74 effect sizes. The results showed that tutoring
programs were effective, that tutees generaily gained more than tutors, and that the

gains on self-concept and sociometric ratings were small, while gains on attitudes
were larger. From the meta-analysis it was concluded that tutoring can be a "viable
and potentially powerful instructional intervention for special education, and that
learning-disabled, behaviorally disordered, and intellectually handicapped students
can function effectively as tutors." There is further suggestion that researchers
continue to investigate the effects of tutoring on social outcomes.

It is hoped that the research reported in this document will encourage other
educators and researchers to continue to explore tutoring as a viable intervention in

special education. Although the data collected thus far have shown that handicapped
students can receive multiple benefits from acting as tutors, much work remairis to be
done if special educators are to take advantage of these benefits in their own

classrooms.
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* This article is a review of a series of 13 studies which were conducted over a
four year period to test the effects on social acceptance and academic achieverment
when handicapped students function as tutors of either regular class students or other
handicapped students. In this review the evolution of the research questions

addressed by the 13 studies, from the inception of the project through the fourth year,
will be presented. Figure 1, which illustrates the development of the research
questions which led to @ach of the studies, can be used as a map to guide the reader
through the research discussed in the following sections.

Insert Figure 1 about here

This article will serve several purposes. First; it will provide the resder with a
vicarious experience of the research issues as they arose initially, the questions (and
which have resulted in a comprehensive examination of the effects on social
acceptance and academic achievement when handicapped students function as
and implications of each study will be highlighted: These conclusions and implications
usually led to subsequent studies as well as practical suggestions for tutoring
implementation in schools. Third, the article will capsulize this research and set the
stage for future research and practical implementation efforts.

The figure shows that all research questions were based on two main premises
(appearing at the top of the figure). Although previous research studies have shown
these premises to be firmly established, only recently have educators begun to
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investigate the implications of these premises for tutoring in special education.

Two of the primary problems faced by handicapped students are social rejection
and low academic achievement (see Figure 1; the first premise). Research on the
social status of exceptlonal children in regular educational settings has shown that
exceptlonal children; especially mentally retard children, are frequently subjected to
discriminatory behavior by regular class peers (Voeltz, 1982; Asher & Taylor, 1981;
Macmillan; Jones, & Aloia, 1974). Learning disabled (LD) students; especially those
in self-contained classrooms, are often viewed by their regular class peers as being
mentally retarded and are rejected as a consequence (Bryan, 1974; Garrett. and
Grump, 1980).

While students labeled as behaviorally disordered (BD) do not necessarily suffer
from cognitive delays, they nevertheless experience social diffictlties relatlng to peer
acceptance In fact; inability to get alcng with peers has been found to be one of the
major reasons for refernng children to BD classes (Woody, 1969; Rubin, Simson &
Betwee, 1’.9'66); Even though socialization and positive attitudes are necessary for
productive and gratifying living, American schools have given littie attention to their
enhancement; particularly for exceptional children (Custer & Osguthorpe; 1983):
Martin (1974) emphasized that there is a need to develop strategies whereby regular
class children’s attitudes toward handicapped students could be improved. Further, he
suggested that this should be done in conjunction with the placement of handncapped
students in integrated settings.

Contrary to Martin’s suggestion that integration be used as a tool in enhancing
social acceptance, didactic approaches are one of the primary strategies used in
increasing sociai acceptance of handicapped students: Most of these intervention
strategies involve only regular class students in the instruction. These approaches
include lessons, gamas, role plays and other activities for regular class students to
learn about handicapping conditions (Del-Val, 1981; Anderson, 1985; Smith and

others, 1981; San Diego Department of Education, 1974; Cohen and others, 1982).
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Very little contact with handicapped children, if any at all, is included in these
strategies: Thus; it is not surprising that such strategies have not proven effective in
enhancing the relationships between regular class students and their handicapped
peers (Salend and Knops, 1984; Siperstein, 1977; Westervelt and McKinney, 1980:
Berler, Gross and Drabman, 1982).

Research dealing with peer acceptance has shown that giving positive
reinforcement and engaging in cooperative activities with another child or with the
group is related to how well children are liked by their peers (Hartup, Glazer and
Charlesworth, 1967; Bonney and Powell, 1953). Interestingly; though; in a review of
attitudinal research, Wylis (1976) concluded that simply ifiitiating contact between
handicapped and regular class students does not necessarily reduce regular class
students’ negative perceptions of their handicapped peers. In determining how to
foster contact beiween students, several researchers have suggested that a natural
method for increasing positive contact is peer tutoring (Argyle, 1976; Harris and
Aldridge, 1983).

Peer tutoring is not a new idea. It is one of the oldest forms of instruction known
to society. As early as the first century A.D., Quintilian, in his Institutic Oratoria,
described instructional settings where older children were tutoring younger chiidren.
In fact, the Latin dictum, Qui docet Dicet {one who teaches, learns); suggests that
society has been aware of the benefits of being a teacher for quite some time: In more
recent times, experiences with tutoring; such as in the tutoring programs Bell
. developed for orphans in Madras; India; have led to the belief that, "Learning is a
social zct"; (Meiklsiohn, 1882),

handicapped students as tutees or as tutors to other handicapped students. Those that

systematically examined the effects on social aceeptance (Denquin and Smith; 1980).
Perhaps reverse-role tutoring; including the handicapped students as tutors to regular
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class students would place the handicapped students in a position where they wouid
be viewed as capable individuals with skills that could help reguiar class students and
thus promote social acceptance.

A Pilot Study

As can be seen from Figure 1; these initial notions regarding the usefuiness of
tutoring ts increase social acceptance led to the pilot study which was conducted to
determine if handicapped students could actually function as tutors of regular class
peers and if any social benefits might be apparent. A total of 15 fifth- and sixth-grade
educable mentally retarded students tutored their regular class peers in sign language.
Sign Language was selected as the tutoring topic because it was a new and novel skill
to most of the students, handicapped and regular class. Furthermore, such a new skill

enabled the handicapped students, with some extra training; to be more advanced in
sign language than the regular class tutees.

Prior to the tutoring, recess times were changad so that the EMR children had an
interaction betwesn each EMR child and a regular class peer for three consecutive
days during this free play time. Following eight weeks of tutoring, observations were
made again on student interaction. Other dependent measures included: 1) a
questionnaire administered to regular class tutees; 2) an interview protocol
administered to parents of handicapped tutors; and 3) an assessment of sign language
retention for both student groups:

The restilts of the observations made during free-piay time showed that before

the tutoring began, handicapped students spent an average of 5 percent of the recess
time interacting with a regular class peer. Of the total interaction time of 135 minutes
possible over three days of recess, the mean amount of social interaction for a
handicapped student with regular class peers was 6 minutes,; 52 seconds. Following
the tutoring; this three day mean increased to 62 minutes, 13 seconds. The mean

e |
P |
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percentage of interaction time increased from 5% to 46 % of available free play time.

A delayed sign language posttest showed that handicapped tutors retained an
of the signs. The results of the parent interviews revealed that 93% of the parents felt
that thelr handicapped child's self-confidence had increased as a result of the tutoring.

An additional 73% of the parents said that their own confidence in their child's ability to

learn had increased: The remaining 27% said their perceptions of their child had not
changed-

The conclusions of the first year suggested that indeed EMR students could
acceptance gains were made. The lack of a control group; however, made it difficuit to
assess whether or not the effects on social acceptance were caused by factors other
than the experimental variabies. Future examination was imperative for this reason

alone. Furthermore, only one type of handicapping condition was included in this first
study. Could students with other handicapping conditions also benefit from
reverse-role tutoring? What benefits could be measured for handicapped students
when they tutor other handicapped students or when they tutor regular class students

younger than themselves?

Year One

In order to address the questions which emerged from the pilot study, a research
grant from the Office of Special Education and Rehabilitation Services, U.S.
Department of Education, was obtained and a series of studies were conducted over a
three year period (see Figure 1).  Four experiments were conducted the first year,
each employing handicapped students in one of the following tutoring configurations:
1) EMR and LD children as tutors of their regular class peers in sign language; 2) LD
and BD students as tutors of younger regular class students in reading; 3) LD and BD
students as tutors of their handicapped peers in reading; and 4) LD and BD students



Handicapped Tutors 12
as tutors of younger handicapped students in reading. It was determined, first; to
replicate the pilot study, using EMR students and a no treatmerit control group (Study
1A). Additionally, LD students were also used to address the question of the benefits of

tutoring to children with other handicapping conditions. These studies examined the
effects on social acceptance. For studies 1B, 1C, 1D and 1E it was determined that the
best way to examine effects on academic achievement would be to use higher
functioning children than the EMR children, such as LD and BD students: These
students tutored either younger regular class students or other handicapped peers in
reading.

Summaries of these studies are included in Table 1. The following are the main
conclusions which were drawn from these studies. First, EMR,; LD and BD children
who tutored regular class peers interacted with regular class peers during free play
time significantly more than before tutoring: Second; when LD and BD students tutor
younger regular class students in reading, both tutors and tutees performed

significantly beiter than the control group on criterion referenced and standardized
tests. The tutors also demonstrated improved attitudes toward school. Third, when LD
and BD students tutored other peer LD and BD students; both tutors and tutees
demonstrated significant gains in word attack skills. Fourth, when LD and BD students
tutored younger LD and BD students, both tutors and tutees showed improvement on
reading skills. Interestingly, when tutors were considerably older than the tutees, the
tutees experienced gains which were substantially greater than those of the tutors.

Insert Table 1 about here

As observations of the social interactions were made in studies 1A and 1B, the
researchers noted there was a qualitative difference when comparing interactions
between handicapped students and regular class students with interactions within a
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group of regular class students. This was especiaily the case in Study 1A dealing with
EMR children. Often; the handicapped students were related to in a condescending
manner rather than as peers: This suggested that the amount of interaction time, as
was studied in these first experiments, was not necessarily a sensitive encugh
measure of social acceptance and that possibly the use of a sodiometric instrument
might enhance cur understanding of the attitudinal effects of peer tutoring. An
instrument was needed that could compare the attitudes regular class students have
toward handicapped students with the attitudes they have toward other regular class
students.

An examination of the existing attitude measures yielded several types of
measures, none of which were appropriate for our inquiry. Most of the instruments
were assessing attitudes toward a general population of handicapped persons;
unknown to the respondents (Voeltz, 1980; Rapier, Adelson, Carey and Kroke, 1972;

focused on, or included items regarding handicapping conditio:is which were not
oeing examined in this research; namely, physical impairments (Miller and Loukellis,
1982; Rapier, Adelson, Carey, and Kroke, 1972). Further, most of the attitudinal

instruments which were located were not appropriate for the age levels which were
being assessed here. Additionally, a number cf the instruments lacked face validity;
some asked "balted" or "obvious" questions; others assessed constructs which seemed
unrelated to the handicapping condition. Thus, the issue of attitudinal assessment
revealed that social behavior is only one component to consider when examining
attitudinal assessment and that the development of a sociometric instrument was
necessary before further examinations could be made.

Another interesting finding of the first year of research was that the EMR stude nits
made greater social gains than did the LD students. One of the reasons for this waus

vy
o
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that the teacher of the LD class withdrew recess privileges as a punishment, making
social interaction difficult to observe: Interviews with the reguiar ciass students
indicated that the LD students were suffering from social rejection. The regular class
students reported that the LD students were thought of as retarded and were called
teachers reported that the LD students were experiencing various social problems
which needed attention. One of the problems which was identified with Study 1B was
that the tutoring intervention only allowed them contact with seven regular class
~tudents. When a much larger population of students held a negative attitude about
the LD students, it is understandable that differences in their social acceptance were
not remarkable after giving only seven regular class students the opportunity to
interact. This research indicated that those students who were indeed tutored by the
LD students experienced a positive attitudinal change toward them. How, then, could
more regular class students have this experience when, usually there are fewer LD
than regular class students? Both studies one and two indicated that gains in social
interaction betwaen handicapped students and regular class students were noticeable
after only several weeks of tutoring. Perhaps regular class students could be tutored

for shorter periods of time, and more regular class students could be included over the
course of a semester. This was a consideration addressed by the second year of
research (see Studies 2C and 2D).

Another problem which arose in studies 1A anc 1B pertains to the
implementation of the tutoring program in the classroom. Both the pilot study and this
first year of research studies used a tutoring system termed “resource tutoring”. The
critical element in this model was not that it occurred in a resource room, because often
it did not, but that it required that both tutors and tutees be pulled out of their normal
classroom settings and sent to another setting for the tutoring. Three or four student
pairs would come into the resource setting at one time, where they were supervised by
a hali-time teacher's aide. Tutoring occurred for 15 to 20 minutes each day. This
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meant tutoring was ongoing for several hours sach day.

One of the advantages of the resource model is that it does not require that
either regular ciass or special education teachers take time away from their class in
order to supervise the tutoring. In fact, with this model the teacher is able to spend
more individualized time with the remaining students, while several are out for tutoring.

One clear disadvantage of this system, however, is the vost of providing a
permanent additional staff member in the school (the half-time aide). A second
problem with the model is the disruption that it causes in the make-up of a
self-contained classroom. Regtilar classroom teachers often resent the constant flux in

the make-up of their class, with some students going to speech therapy, some to the

resource room, and others to a Chapter 1 program. Simply keeping track of where
@ach student is supposed to ba throughout the day requires teacher time that wotild be
better spent with students. Furthar, it was observed that since teachers were not
required to supervisa the tutoring; they seldom came to observe the program and
consequently did not fully understand it. Wichout uriderstanding the program, some
teachers did not realize the need for their suppor, nor did they understand the

potential social benefits which might resuit. Finally, the handicapped students only
associated with those regular class students that came in during their particular
15-minute tutoring time. It was likely that contact with only two or three regular class
students would not have the social impact that interacting with a greater number of
students would have.

If all of the tutees could coma in to the classroom to be tutored at once (total
class tutoring), the teachers would be interrupted only once; for 15 minutes and the LD
students would have an opportunity to associate with a greater number of regular class
students: This tutoring design is also related to finding in studies 1C; 1D, and 1E.

It was interesting that when LD and BD students tutored peers in reading
(studies 1C and 1D), both tutors and tutees made similar gains in reading skills. When
LD and BD students tutored younger LD and BD students (study 1E), however, the
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tutees made substantially greater gains than the tutors. This is likely due to the fact that
the LD and BD students were tutoring in skills they had already mastered.
Consequently, their reading gains were not as significant. The anecdotal data,

however, indicated that the responsibility of tutoring a younger child was valuable to
the LD and BD students. In this case, it appeared especially beneficial for older BD
children to be working with younger BD children; as they were able to see some of
their own behaviors from a different perspective because they were manifested by

to behave in a more socially acceptable and responsible manner. Additionally, there
was some indication that there were improvements in the self-concepts of the BD and
LD children who tutored.

Thus; the question was raised: To what extent can seli-concept be improved
upon by increasing the amount of responsibility given BD students for younger
handicapped students? (This question was subsequently addressed in study 2E.)
Further, after observing the benefits of LD and BD students working with younger
students similar to themseives, the researchers began considering whether other
possible for the socially rejected BD students to add to the diverse curriculum of a peer
class for gifted children. The research by Bonds and Adams (1980) and Miller, Richey
and Lammers (1983) suggests that academic and social leadership roles that gifted
children often hold make them natural models for others in the classroom or school.
Therefore, the possibility that generalized social acceptance gains could be made by
including gifted students was considered (see study 2C).

Year Two
With some of the research questions of the first year at least tentatively
answered, the emerging issues of the first year were then used to formilate the



Handicapped Tutors 17

research questions for the second year (see Figure 1): 1) Can an appropriate
sociometric measure be used to assess social attitudes which exist between
handicapped and regular class students? Further, can this measure be used to
compare attitudes regular class stidents have toward handicapped students with their
attitudes toward other regular class students? 2) Can similar social and academic

gains from peer and cross-age tutoring occur when a total class tutoring configuration
is used instead of a resource tutoring model? 3) Can similar social benefits occur
when the implementation of the program is reduced from five months, as used in the
previous study, to three months? 4) Can the benefits of BD students acting as tutors to
their peers occur when they tutor gifted peers, with the added challenge of bridging the
gap between these two diverse populations? 5) When BD students are given greater
responsibility for the learning of multiply handicapped children, dc they experience
gains in responsibility ta -iig and other related areas?

Table 1 includes summaries for studies 2A through 2E which were conducted
during this second year. Study 2A included LD and BD students as reading tutors to
younger regular class students to test the gains in reading skills and self-esteem of the

tutors and the reading skills of tutees. The study focused on the effects on readirg
abilities when cross-age, reverse-role tutoring was implemented in a total class
tutoring design. The results of this study indicated gains for both the treatment tutor and
were noted in self-concept. Similarly, Study 2B was conducted to examine the effects
on social acceptance when peer reverse-role tutoring is implemented in a total class
tutoring design. In this study, EMR students tutored their regular class peers in sign
language. The results of this study indicated that a total class tutoring design led to

2B were replications of Studies 1A and 1C from the previous year; with the exception
of the total ciass tutoring design. The conciusions made from these two studie , then,

were that the use of a total class tutoring design can lead to comparable effects in
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social acceptance and reading ability gains.

Several conclusions were. drawn with specific regard to the implementation of
total class tutoring. During each tutoring session there were at least three adults
present to supervise the tutoring: the regular class teacher; the special education
teacher and the special education teacher's aide. These supervisors each monitored
aipproximately 6 tutoring pairs; checking the tutees whenever the tutor feit that the
tutee was ready to demonstrate mastery of a particular instructional step.

Several advantages to the total class tutoring model were noted. First, and
perhaps most importantly; the teachers developed a greater degree of ownership for
the program than was ebserved during the previous year when resource tutoring was
used. Second, total class tutoring clearly required much less outside assistance to
initiate and much less continuing support, once the program has begun, making the
system much more cost sffective than the resource model. During the previous year
the resource tutoring model required hiring a half-time aide for each special education
class tutoring project. With the total class tutoring model; a single half-time aide was

tutoring projects in three schools, 20 miles apart. Third, scheduling problems were
simplified using the total class model. Rather than periodically Worrying about which
students needed to leave the class for tutoring; the special education tez shers simply
remained with the entire class, completing the tutoring in a single 15-mir.ute session.

Another added dimension to the tutoring research of the second year, was the

use of an originally developed sociometric attitude questionnaire, The Student
Attitudes Questionnaire. The questionnaire inciudes a list of 20 adjectives and 14 short
phrases which were inserted at the end of the question, "How miich are the students in

's class ...?" For each of the adjectives, the student responded on a five point

reliability were performed on the questionnaire with the full scale alpha ranging from
.80 to .95. In Study 2C this questionnaire was used, on a trial basis; to test social
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attitide changes when BD students tutored their gifted ciass peers in sign language.
This study also exam:ned implementation questions regarding the use of a total class
tutoring design and, incidentally, supported the results of Studies 2A and 2B that it is a
more effective design than resource tutoring. The results of Study 2C showed that
gifted class of tutees demonstrated knowing more about the BD class than their other
peers in school and; further, expressed more positive feelings toward them as a
consequence: The results also indicated that comparisons of aftitudes held toward

different peer groups within a school yielded data which was richer than attitude data
generated only from behavioral observations or expressions of attitudes only toward
one peer group. Additionally, suggestions for adaptatnons and addmons to the

questionnaire were obtained by this study

One of the drawbacks of the earlier year's tutoring studies was the Iength of time
it required to implement a sign language tutoring program. Previous research allowed
8 weeks for the students to learn sign language befors beginning the actual peer
tutoring. During this time, the tutors were receiving no direct social benefits for the
program. Following the training; the tutoring occurred for 10 to 12 weeks, requiring a
total of 5 months to implement a program. In order to determine if a sign language
tutoring program to improve social acceptance could be made more time effective,
Study 2D was conducted. Over a three month period LD studerits acted as sign
language tutors to regular class peers in a total class tutoring design. Resdlts of this

study indicated that at least 4 weeks exposure to sign language is optimum for LD
students to gain adequate signing skills which will allow them to tutor confidently and
effectively. Other conclusions of this study were formulated as guidelines for
implementing tutoring programs: 1) Teachers of the handicapped and regular class
students must agree on a convenient time for tutoring to occur which will not be
disruptive of theii' regular curriculum; 2) Individuals responsible for  srvising the

tutoring must be able to capitalize on student interest in sign language.  “terpersonal

skill in working with students is more important than signing ability; 3)Tutor’ . sessions
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lasting 15-20 minutes; occurring 3 to 4 times weekly over a 3 month period are more
conducive for mainstreaming interests than are sessions of longer duration,
administered more frequently over a shorter period; and 4) Adequate space should be
allowed for each tutor to instruct the tutee without interference from other students.
Seating one tutor and one tutee at a students’ desk is more effective than grouping
students around a single table.

Because previous research has only alluded to social benefits which accrue
from cross-aged tutoring; Study 2E was designed to use muitiple dependent measures

in order to identify the nature of the social benefits. In this study, BD students tutored
younger severely multiply handicapped students in language and social play using a
resource tutoring design. Absentesism; disciplinary referrals; attitudes toward schoo!
and academic achievement of tutors were examined: None of the measures indicated
a significant effect due to the interventions. Thus, it was conciuded that the cross-age
tutoring which employed tutors and tutees with such drastically different functioning
levels would not lead to social benefits for the tutors. |

many different types of tutoring relationships which had been examined during the

second year, as well as in the previous year, the researchers determined that there
were some qualitative differences noted between cross-age tutoring relationships and

peer tutoring relationships. Promising resuits of these studies; as well as those
conducted by others, have indicated that both academic and social benefits ¢an follow
programs in which handicapped children participate in tutor/tutee relationships with
other students their age (McHale; Olley, Marcus and Simeonsson, 1981; Kane and
Alley, 1980; Travato and Bucher, 1980; Lazerson, 1980; Epstein, 1978; Snell, 115 979).

Several types of peer relationships have been used in tutoring studies; although the
one-way peer tutoring have been used in tutoring research involving handicapped
students: regular class students tutoring handicapped peers; handicapped students
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tutoring handicapped peers; and handicapped students tutoring regular class peers.
Reciprocal teaching has incorporated a fourth relationship model, two-way tutoring (in
which students trade role of tutor and tutee), afthough there is no documentation of
handicapped students being included in any of these studies. Because the greatest
social benefits are most likely to come to handicapped students when interacting with
regular class students; research comparing the potential benefits of different tutoring
relationships should focus on one-way and two-way tutoring relationships involving

attitudinal benefits which follow peer tutoring experiences vary, depending on the
particular roles assumed by the handicapped and regular class students (see study
Second, it was determined by the preliminary use of the sociometric attitude
questionnaire that satisfactory levels of reliability were obtained. Adaptations and
additions were made to the questionnaire witn the intention of using it in other studies
which would compare attitudes, as was done in Study 2C (see studies 3A and 3B).

Year Three

Two studies were conducted to address the emergent issues of the previous
years. These are summarized in Table 1. Study 3A was conducted to compare the
effects on attitudes toward peers, school and learning when LD and regular class
students experienced one of the following tutor/tutee relationships: 1) Regular class
students as reading tutors to LD students; 2) LD students as sign language tutors to
regular class students; 3) Regular class students as reading tutors of LD students and
LD students as sign language tutors to regular class students, reciprocally; and 4)
regular class students who do not participate in any tutoring role with LD students.
The resuits indicated that the tutors and tutees in all three tutoring relationships
experienced pre/post differences on all measures including reading ability, academic

self-esteem, attitudes about school and the sociometric questionnaira. Reciprocal
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tutoring yielded the Ieast social benefits for LD children as it was especially socially
challenging for these students. It was concluded that peer, reverse-role tutoring was
about school and social acceptance are sought. However, peer tutoring, with reguiar
class students as tutors and reciprocal tutoring are also viable alternatives.

In Study 3B, BD students served as sign ianguage tutors of their regular class
peers in a total class tutoring design. The sociometric quéstionnaire was used o
compare the social attitudes of the tutees with regular class control students in three
other classes in the school. Pretreatment analysis indicated that BD students were

less accepted than regular class students. Post-treatmant analysis showed that the
tutee responded more favorably toward the BD tutors than did the control group. When
examiniig the tutee's attitudes toward other BD students in the school; no significant
difference was found which meant that the tutees did not generalize their attitude

changes regarding their BD tutors to another group of BD students with whom they had
had no tutoring contact.
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Conclusions

Over the three year period following the pilot study, reverse-role tutoring was
examined as a means by which the social and academic needs of EMR, LD and BD
children could be addressed. Ths three populations of handicapped students were
studied under a variety of tutoring conditions. Both the LD and BD children used
involved in the various studies were examined in cross-age and peer tutoring roles.
Alsc, the LD and BD children in the studies were examined in different tutoring
interventions; some focused on academic achievement, others on social acceptance.

Furthermore; LD and BD children were studied in a resource tutoring intervention as

functioning levels of EMR students, they were s.udied only as peer tutors focusing on
social acceptance. Additionally, EMR students were studied under resource tutoring
and total class tutoring conditions.

This series of research studies has empirically tested the Latin dictumn, Qui docet
Dicet (ene who teaches, leams) and has concluded that this is indeed possible when
EMR; LD and BD elementary students function as tutors. When these students acted
as sign language tutors, both they and their tutees iearned from the experience.
Further, when LD and BD elementary students acted as reading tutors they made
significant gains in their own reading abilities.

When Meiklejohn s:ated that "learning is a social act”, he probably did not

realize the potential impact his words could have some 100 years later; that taking his
statement seriously could lead to significant gains In the social acceptance of EMR, LD
and BD students who otherwise suffer severe social isolation in our schools today.
This research has found that peer tutoring is indeed a social act and can lead to
significant gains in social acceptance of EMR, LD and BD students who function as

tuters to their regular class peers:

(Yo X
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Study Description Design Tutors Tutees Finding 30
Pilot Revarse-rola pre-post; 15 fifth & 15 fifth & After 8 weekly 30.
Study tutoring in sign no control sixth-grade  sixth-grade  min. sessions;
(Custer &  language to. group. EMR children regular class tutors spent
Osguthorpe, improve social children significantly more
1983) acceptance of time with non-
tutors. handicapped during
treeplay.
Study Reverse-role Pre-post, 17_fourth- 17 fourth- After 10 weeks of
1A tutoring in sign control; through through . 15 minutes of tutoring
(Osquthorpe language to Classes Sixth-grade  sixth-grade _ a day; tutors interacted
etal. 1984) improve social randomly EMR children  regular class more frequently with
acceptance of assigned children regular class peers than
tutors. did the control group.
Study Reverse-role Pre-post; 7 fourth - 7 fourth - After 7 weeks of
1B tutoring in sngn control. through through 15 minutes of tutoring
(Osguthorpe 1anguage to. Classes sixth-grade  sixth-grade  a day, tutors interacted
otal 1984)  mprove social randomly LD children  regular class more frequently with_
acceptance of assigned children regular class peers than
tutors. did the control group.
Study Cross-age. Pre-post, 33 fourth- 39 younger After 14 weeks of tutoring,
1€ reverse-role control. through __ regular class tutors and tutees both per-
(Osguthorpe  tutoringto Classes sixth-grade children formed significantly better
ot al. 1984) improve reading randomly ED and . than controls on criterion
. skills. assigned. BD children referenced and standardized
reading tests. Tutors improved
in attitudes about school:
Study Reverse-role Pre-post, 8 second - 8 second - After 10 weeks of tutoring, .
1D tutonng to control. through through both tutors and tutees §hgwe,gw
(Osguthorpe  improve reading Classes fitth-grade fitth-grada  significant improvement in word
etal. 1964)  Sskills. randomly LD and BD LDand BD attack skills.
assigned. children children
Study Cross-age Pre-post, 14 elemen- 14 elemen- After 10 weeks of tutoring,
1E  reverse-role control. tary LDand  tary LD and both tutors and tutees
(Osguthorpe  tutoringto Classes BD children  BD children showed improvement on
etal. 1984)  improve reading randomly criterion references and
skills assigned. standardized tests with tutees
gaining substantially more
than the tutors.
Study Cross age, Pre-post; 12BD and. 12 first After 12 weeks of tutoring,
2A reverse-role control. 22 LD fourth  graders both tutors and tutees showed
vy dUtOring to Classes through . and 25 significant gains in reading
(Osguthorpe  jirinrove reading raridomly sixth graders  kinder- abilities; however, tutors
otal. 1985)  gills, total class  assigned: garteners  showed no measurable
tutoring design. change in self-concept.
Study Peer, Pre-post, 15EMR 60 regular After 13 weeks of tutormg,,
2B reverse-role no control. third- and class third- three days a week in 15 min:
(oSg,.,,h,,,p,3 tutoringto fourth-graders, through ___ sessions, a significant increase
ot al. 1985) improve reading, 25EMR. sixth-graders  in social interaction occurred
total class tutoring fith-and __ _ between handicapped and
design. sixth-graders regular class students.
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Study Description Design  Tutors Tutees Finding
Study Peer, Pre-post, 10BD fourth- 30gifted  After 8 weeks of tutoring; 3
2C reverse-role no control, through sixth- class fourth times a week for 15 min.
(Osguthorpe  tutoring in. same age _ graders graders sessions (with each tutee . .
at al. 1985) sign language to comparison being tutored once a week)
improve social groups: the gifted class reported
acceptance. knowing the BD students
Total class tutoring: more than other peers in
the school and having more
positive feelings toward them
as a consequence:
Study Peer, Pre-post, 11 LD fifth 11regular  After two weeks of sign__
2D reverse-role no control. graders class fifth language training, tutoring
(Osguthorpe tutoring in and sixth began and |asted for 7 weeks:
o ;9 1 985‘)? sign language to graders Results suggested that four
: improve social weeks exposure to sign.
acceptance. language and a 12 week
Total class tutoring period during which tutoring
in abbreviated occurs 3 or 4 times weekly is
time period. better for increasing social
acceptance by means of
peer tutoring.
Study Cross-age, Pre-post, 12BD 3 severely After 20 weeks of tgtggng, B
2E reverse-role control. third- multiply tutors taking turns for 5 week
(Osguthcrpe  tutoring in sign through _  handicapped periods; 4 days per week;
etal 1985) language and fifth graders  children no significant effect was
social play to _found on absenteeism;
increase social disciplinary referrals, a att:tudes
skills of tutors. _ toward school or academic
Resource tutoring achievement of the BD tutors.
design:
Study Peer, Pre-post, =~ S2LD 52 regular After 12 weeks of tutoring,
3A reverse-role, regular class first through  class first all tutors and tutees
(ERatiaA reciprocal and control sixth graders through in tha three tutoring types
& Osguthorpe traditional role fifth graders experienced significant gains
1986) ' tutoringin in academic self-esteem,
reading and attitudes about school and _
sign language to social acceptance. Reverse-
increase social role tutoring is most likely to
acceptance and/ produce social benafits,
or reading skills. although some social benefits
Total class tutoring were also apparent in the
design. traditional tutoring design
and in reciprocal tutoring.
Study Peer, Pra-post, 14 BD sixth- 26 regular After 7 weeks of tutoring, 4
3B reverse-role _ comparison graders class fifth- times a week; with the tutors
(Shisler__ tutoring in sign groups. graders tutoring 2 regular class
et al. 1986) language to . students each; the tutees .
increase social responded Significantly more
acceptance of favorable toward BD students
tutors.Total class than did the control group.
tutoring design.
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Abstract
The obijective of the study was to determine whether participating in reversa-role

tutoring wolild improve nonhandicapped students' attitudes toward behaviorally
sixth-grade aged BD tutors, 12 fifth-grade and16 sixth-grade aged regular class tutees,
and 46 fifth- and sixth-grade aged regular class students comprising two contol groups. A
pretest-posttest control group design was utiiized to compare the responses made by
tutees on a student attitudes questionnaire with the responses made by those in the
control groups. -Analysis of variance of the regular class students' pretest responses
indicated that the BD students were less accepled thar. regular peers. Analysis of
covariance showed that tutees rated their BD tutors significantly higher than different-
class controls and that these improved attitudés were sustained thrée months after the
treaiment period. However, tutees did not generalize more positive attitudes toward a

class of BD studenté with whom thé'y did not have tuio’ring contact.
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of Behaviorally Disorderd Students

Interest in improving Student attitudes toward handicapped peers has gained
impetus from currént trends in mainstréarming. Although legislative enactiments have
clarified the ediicational rights of the handicappad, Jones and Guskin (1984) argue that
equal educational oppoitunity encompasses more than passing laws and providing
services: Full integration of handicapped students is contingent upon receptive social
attitudes. In a review of attitudinal research, Wylie (1976) concluded that simply initiating

students’ negative perceptions of their handicapped peers. Gottlieb (1975) further

emphasized that nonhandicapped students must be prepared for the addition of a

handicapped student into their classroom and that cognitive information was not enough

to ensure a receptive social climate: The problem of nonacceptance by peers is
particularly acute for behaviorally disordered (BD) students who are viewed more
negatively by nonhandic.\pped peers than are students with other types of handicapping
conditions (Parish, Ohlsen & Parish; 1978).

Several authors have described the problematic behaviors of BD students and
each has mentioned the ditficulty with relationships éxperienced by BD children.
{Woody, 1969; Rubin, Simson & Betwee, 1966; Bower 1969). Research dealing with
peer acceptance (Hartup, Glazer & Charlesworth,1967) showed that giving positive
reinforcement and engaging in cooperative activities with anather child or with the group
is related to how well children are liked by their peers. Chiba (1984) also notcd that

children generally perceive behaviorally discrdered peers more negatively than other
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exceptionalities and that rejection of the BD student could be correlated with the extent
to which the student manifésted aggressive behavior.

Various studies have assessed the use of information, activities, literature, role
playing; and contact in improving stiident attitlides toward handicapped peers (Ballard,
Gottlieb, Corman and Kaufman,1977; Salend and Moe,1983; Lazar, Gensley arid Orpet,
1971, Miller & Loukellis, 1982a, 1982b; Anderson, Del-Val, Griffin & McDonald, 1983;
Del-Val, 1981). These studies have generally focused on regular students’ acceptance
of mentally or physically handicapped students, but they have proviised no specific
recommendations for increasing peer acceptance of the BD population. In an overview

article which described the methodology used by researchers relating to modifying

attitudes toward the handicapped, Towner (1984) cited no peer studies addressing the

Johnson, 1982) have conducted the .maioriiy of research relating to integration of ;
students who have learning and behavioral disorders. Their studies indicated that
engaging handicapped and nonhandicapped students in cooperative interaction with
peers was superior to competitive or individualized activities for promoting positive
attitude change.

Althotigh many of the studies on intervention stratégies and the handicapped
reported that attitude changes resulted from a diversity of treatmenits, Gottlieb (1981)
warned that attitude change fosiered by discussion or information alone may be
undermined by a single negative personal experience with a handicapped student.
contact between handicapped and nonhandicapped peers was optimal for increasing the

acceptance of handicapped students. Discussing research related to improving attitudes
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toward racial minorities, Watts {1984) further proposed that findings from that area may be
applied to the problem of nonacceptance of the handicapped. To be effective, personal
centact batween the groups required that the members of the minority group be of equal
or higher role status than the majority, that the social climate encouraged intimate rather
than casual interaction, 2.1d that the groups be directed towards a mutual goal.

One option for establishing a social situation between handicapped and

nonhandicapped students which meets the criteria described by Watls is reverse-role
peer tutoring. Although the majority of research dealing with tutoring assumes that

handicapped Students should participate as tutees, some researchers have begun to
study the benefits of placing the BD student in the role of the tutor. Several studies
involving ED students as tutors focused on promoting academic growth (Gable & Kerr,
1979; Stowitschek et al.; 1982; Maher, 1984) while others broadened their perspective
to acknowledge that tutoring programs have also been experiments in socialization
(Franca, 1983; Top, 1984: Maher, 1982). Additional studies featuring BD students as
reading tutors (Lane, Pollack & Sher, 1972; Csapo, 1976) reported improvement in
reading and reduction of disruptive behavior, anger, and delinquency, with an increase in
the number of positive remarks made to the tutee and other tutors.

Although research has provided some information about intervention strategies
relative to handicapped students mainstreamed into regular classes, Jones and Guskin
handicapped individual. Osguthorpe, et al. (1985) explored the social benefits of
reverse-role tutoring which involved self-contalned handicapped students as tutors to
nonhandicapped peers in the area of sign language. These studies reported that social

interaction between handicapped Students in self-contained classrooms and

ALY
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nonhandicapped students increased when intellectually handicapped or learning
disabled students became sign language tutors to their nonhandicapped peers (Custer &
Osguthorpe, 1983; Osguthome, et al., 1985; Eiserman & Osguthorpe, 1985). Interviews

conducted with tutees suggested that they viewed sign language as a desirable skill to

acquire and that as they had an epportunity to interact with individual handicapped tutors,
their respect and liking for their tutors increased.

Further investigation involving a self-containéd class of BD students as sign
language tutors to a class of gifted peers compared tutees’ and nontutees’ responses
toward BD students using a nonequivalént control group design. Results indicated that
the mean reported by the gifted class of tutees was signficantly higher than the mean of
nontutées when rating the BD class. Analysis also showed that tutees made significantly
fewer negative responses than nontutees when rating the BD class (Shisler, Top &
Osguthorpe, 1986). The lack of pretest data. however, precluded establishing how
much attitude change occurred during the treatment period. Replication is also
necessary to determine whether similar results would be reported for regular class
students involved in a reverse-role tutoring program:

Thus; there is a need for research which: 1) relates specifically to BD students
who are not yet mainstreamed but are in self-contained classrooms; 2) determines if BD
students in that setting are viewed more negatively than are peers from regular classes;
3) introduces an intervention strategy based on cooperative activities while placing the
BD student in a higher status role; 4) measures attitudes of regular class students toward
the specific group of BD students with whom they are involved; and 5) measures whether
hypothesized student attitude changes are generalized toward another group of BD

students:
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The following study was designed to address these issues and provide answers
to the following questions:
more negatively toward a class of behaviorally disordered peers than toward
other nonhandicapped students?
2) Will nonhandicapped tutees involved in sign language tutoring feel more
positively toward a class of behaviorally disordered tutors than will nontutees?
3) Will nonhandicapped tutees involved in sign language tutoring feel more
positively toward a class of behaviorally disordered students with whom they

do not have tutoring contact than will nontutees?
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_ Method
Students selected for participation in i_ﬁé study were enrolled in a western rural
elementary school with an enroliment of approximately 500 students. Individual students

were assigned to the two BD classes on the basis of anecdotal records indicating serious

behavioral and/or emotional problems and by recommendation from a special education
team comprised of the stud~nt's former principal; resource teacher, speech therapist,
psychologist, nurse, and social worker.

Eight students (7 males and 1 female, ages 11-12) formed one of the self-
contained BD classes. This class; which was composed of sixth-grade age BD students,
will be referred o as the sixth-grade BD class: The second BD class, which had a slightly
younger mean age; also had eight students enrolled at the beginning of the study, but
due to excessive absences or lack of parental permission, only 6 of the students (5 males
and 1 female, ages 9-12) were involved in the tutoring. Since the majority of students in
this class were the age of typical fifth-graders, it will be referred to as the fifth-grade BD
class. During the course of the research, several additional students were transferred into
the units but did not participate in the study.

Twenty-eight fifth-grade and sixth-grade students from two regular classes acted
as sign language tutees and as respondents on attitude questionnaires. The.remaining
25 students from the two classes (same-class controls) were not involved in the tutoring
treatment but responded on attitude questionnaires and had classroom contact with

students receiving tutoring. To control for possible contamination effects; 21 additional

vy
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students from a spilit fifth/sixth grade class (ditferent-class controls) responded on attitude
questionnaires but had no involvement in the tutoring treatment.

A pretest-posttest control group design was employed in the study with an
additicnal posttest being administered in order to measure the delayed effects of the
treatment. Sixteen students from the regular sixth-grade class were randomly assigned
as tutees to the sixth-grade BD tutors, while 12 students from the regular fifth-grade class
were randomly assigned as tutees to the fifth-grade BD tutors. The remaining fifth-grade
and sixth-grade students, as well as 21 students from a gifted fifth-sixth grade class; acted
as controls in the study. |

Student attitude questionnaires were administered prior to tutoring treatment.
Three copies of a student attitude questionnaire were administered to the ré'g'liiér-fiftﬁi

grade and sixth-grade students asking them to rate the fifth-grade BD class, the sixth-
grade BD class, and the regular split fifthusixth-grade class. The split fift/sixth-grade
students also completed the z:titude questionnaire in reference to each of the two BD
classes. At the conclusicn of the treatment period, the students responded to the
attitude questionnaire a second time as a posttest measure. Finally, to assess the
permanency of attitude change, the tutees also completed a delayed posttest three
months after the conclusion of treatment in reference to the BD class with which they had
tutoring contact:

A portion of the items on the questionnaire were created specifically for the
study, while cthers were taken from an instrument developed by Cartiedge, Frew; and

Zaharias (1984) designed o measure attitudes toward léaming disabled students. items
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population; and 2) the quality of the item as reported in their original study in which 450
regular class students used the instrument. The first portion of the questionnaire
presented the question, "How much are the students in [teacher's name of designated
class] class 7* followed by 20 adjectives (e.g., "nice, "mean", "friendly”) to
which the students responded by marking one of five labeled boxes (i:e:, "all of the time;"
"most of the time;" "some of the time;" "ot much of the time;” or "none of the time")
which best described how much of the time the class being rated demonstrated that
characteristic. The remaining 11 itemns were formatted as questions {e.g. "How much
would you like them to be in your class?", "How mu-h do your friends like them?") and
students again indicated their choice by placing a check mark in one of the five boxes :

To assess the reliability of the instrumment, reliability coelficients were calculated
for the regular-class students pretest responses toward the fifth-grade BD class; the sixth-
grade BD class, and the fifttvsixth-grade class. Cronbach's alpha for each group of
responses were respectively .93, .95, and .96.

Instructional Materialg

The BD tutors were provided with sets of vocabulary cards which on one side
contained a printed word, a picture sf the word, and a signed graphic representation of
each word. The opposite side, facing the tutee, showed only the printed word,
Conversational sentences in sign language were also designed that incorporated printed
words and graphic sign representations. Small wooden stands were provided as mounts

Students from the BD classes were trained in basic sign language vocabulary for
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approximately 6 weeks. Training sessions, which lasted 15 to 20 minutes, were
conducted in each of the two classes 4 times weekly. During the seventh week; the
students were also instructed in how to be effective tutors and wére taught to set up and
put away tutoring materials; to keep records; to démonstraté and monitor Sign
configurations, and to give praise.

Tutoring sessions, involving the fifth-grade and sixth-grade students as tutees,
were then initiated and continued for an additional 7 school weeks. Each handicapped
student tutored 4 times weekly, with the 2 assigned tutees being tutored twics weekly on
alternate days. Tutoring sessions were conducted in the BD classrooms during 15-
minute periods. Each tutor generally worked with one assigned tutee; however, in the
case of absences, pairs were temporarily reassigned for the session. Therefore, many of
the tutees had the BBBBF-tijﬁﬁY to associate briefly with more than one tutor:

The tutoring pairs moved through the sequence of materials at their own rate and
in each class the teacher and the aide rated the BD students daily on their abilities to
demonstrate signs, to monitor and praise the tutees, to set up and put away matenals, and
to keep records of the tutees’ progress. At the end of each week, the BD student from
gach class who had accrued the most points was awarded a small trophy. This helped the

tutors to gauge their own abilities and to be motivated to improve their tutoring skills.

To analyze the results of the attitude questionnaire, each student response was
assigned a value from 1 to 5, with the higher rumber denoting a more positive response
toward the class being rated. Total Scores were computed for each studént on the
pretest and posttest measures. Linton, Gallo & Logan (1975) outling two major trends

among statisticians for analyzing data of this type. Some statisticians argue that ordinal
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data does not meet the assumptions underlying parametric techniques and that only
nonparametric statistics should be used in behavioral science research: Others argue
that the violation of assumptions does not seriously impair the usefulness of parametric
techniques and that they should be used because of their greater power. Minium and
Clarke (1982) suggest that the most serious problem arises if distributional assumiptions
are seriously violated and sample sizé is small. For the analysis in this study; both
parametric and nonparametric techniques were utilized. Pretest data comparing the
nonhandicapped fifth- and sixth-grade students’ ratings of regular and BD classes were
analyzed parametrically. In the same manner, data grouped to compare tutees', same-
class controls’, and different-class controls’ ratings of BD and regular students (in
each group n > 20) were analyzed using parametric techniques. For more specific
comparisons of the treatment effects on the fifth-grade tutees and same-class controls
and the sixth-grade tutees and same-class controls (in each group n < 20)
nonparametric techniques were used.

To determine whether nonhandicapped students held more negative attitudes

toward BD peers than toward other nonhandicapped students; one-way analysis of
variance was conducted comparing the fiith-grade and sixth-grade students' combined
pretreatment responses toward regular and BD peers: The Student-Newman-Keuls
(SNK) post-hoc procedure was then used to indicate which classes were viewed
differently using an alpha level o :05:

In order to examine whether nonhandicapped students involved in reverse-role
tutoring demonstrated an increase in positive attitudes toward their class of BD tutors, the
attitude scores of tutees, same-class controls, and different class controls were

compared. Because the different-class controls (fifth/sixth-grade) could not be randomly
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. assigned to a control group, analysis of covariance, using the posttest score as the
dependent variable and the pretest score as the covariate, was selected as the most
appropriate statistical technique: Similarly, a second analysis of covariance procedure
determined whether nonhandicapped students invoived in reverse-role tutoring
demonstrated an increase in positive attitudes toward the class of BD students with whom
they did not have tutoring contact . If significant differences were found between groups,
the SNK post-hoc procedure, with the alpha level set at .05, was applied to disclose which
groups differed in their responses.

To determine whather hypothesized treatment effects produced fonger-term
attitudinal changes, two paired | tests were also conducted to assess tutees'
pretest/delayed posttest and posttest/delayed posttest responses. To control for
changes in error rates due to the use of multiple tests, a new error rate (p') was computed
to reflect the desired error rate of p<.05 according to the following formula: -p' = 1/20 N.
Therefore, the adjusted error rate of p'<.025 Fé_fiééié& the chosen error rate used to

evaluate the significance of the paired { tests:

Because nonparametric techniques equivalent to analysis of covariance do not

exist; Kruskal-Wallis one-way analysis of variance was computed on pre and post attitude
measures for the fifth-grade tutees’, fifth-grade same-class controls’, sixth-grade tutees’,
and sixth-grade same-class controls' responses toward the Yegular fifth/sixth grade, the

fifth-g’rédé BD ciass, and the sixth-grade BD class: When significant differences were
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found, Ryan's post-hoc procedure, with the alpha level set at .05, was used to determine
which class being rated differed from the others.
students were singled out to respond on the attitude questionnaires; students with
missing data were simply exciuded from the analyses.
Results
Relative fo the first research question; comparison of the nonhandicapped fifth-
and sixth-grade ét’u’dé’rité; combined pretreatment responses toward theé fifth-grade BD
class, the sixth-grade BD class, and the regular fifth/sixth-grade class showed a significant
difference between classes being rated E(2, 153) = 25.97, p<.001 (sée Table 1). Sirce
significant differences were found between groups on the one-way analysis of variance,
the SNK post-hoc procedure was applied. Results indicated that the regular fifth/sixth-
grade class was rated significantly more positively than were either of the BD classes
(D<.05). Therefore, it was determined that the regular students surveyed held more
negative attitudes toward BD students in self-contained classes than toward peers in

regular classes.

Insert Table 1 about here

To examiné the attitudes relativé to the second research question, an analysis of
covariance on the tutees’, same-class controls’ , and different-class chiii"o'ié; responses
toward BD ’ciasses was conducted and showed a significant differerice between groups,
F(2,90) = 6.26, p<.0? (see Table 2). Post-hoc analysis using the SNK on adjusted

posttest means found that the tutees rated their BD tutors, with whom they had contact,

9oy
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significantly higher than the different-class controls rated the BD classes (p<.05). The
analysis did not, however, show a significant difference between responses made by

tutees and same-class controls:

Further analyses were conducted to investigate the similarities and differences in

the rating patterns exhibited by the fifth-grade and sixth-grade tutees and same-class
controls. Kruskal-Wallis analysis of variance and subsequent post-hoc analysis showed
that on pretreatment measures both tutees and controls from the fifth- and sixth-grades
viewed the regular fifth/sixth-grade class more positively than they viewed the BD classes:
On the pusttest measures, however, the fith-grade tutees demonstrated attitude
chariges toward their BD tutors. Whilé they coniinued to rate the regular fifth/sixth-grade
class significantly higher than the sixth-grade BD class, there were no Significant
differences between their ratings of the regular fifth/sixth-grade class and the fifth-grade
BD class of tutors. Likewise, on the posttest measures, sixth-grade tutees exhibited
attitude changes and no longer viewed the regular fifttvsixth grade more positively than
either BD class (See Figure 1).

Insert Figure 1 about here

The response patterns of the same-class controls in Figure 1 illustrated that both
the fifth-grade and sixth-grade controls ranked both of the BD classes very similarly on
pretest measures. Posttest results show that each control group’s mean rankings of their
same-age BD class increased siightly, while their mean rankings of the other BD class and

the regular 5ttvéth grade class decreased slightly. Although no significant changes in
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mean rankings were found for either control group;, the tutees’ responses showed some
fluctuation in favor of their classmates' tutors:
fheréfdié; it can be concluded that students iriiidlved in reverse-role tutoring
fett more positively toward their class of BD tutors than did a different-class control group
of nonhandicapped students. The tutees did riot; howéver, démonstraté Significantly
moré positive attitides than sarme-class controls.
To examine the attitudes relative to the third research question, an analysis of
covariance on the tutees’, same-class controls', and different-class controls’ ratings of the
BD classes showed no significant difference between groups, E(2, 90) = .08, p>.1 (See

Table 3). Therefore, it was concluded that the tutees did not feel more positively toward a

class of BD students with whom they did not have tutoring contact than did control

groups:

Insert Table 3 about here

Finally, two paired t tests determined whether the attitude changes shown by

months. Comparison the tutees’ pretest responses (M = 82:57, SD = 17.24) with delayed
posttest responses (M = 94.29, SD = 20.95) showed that the tutees rated their BD tutors
signiticantly more positively on the delayed posttest, § (20) = -2.85, p < .025. Comparison
of the tutees’ posttest responses (M = 104.00, SD = 22.42) with delayed posttest
Eéébéﬁéé:é (M = 94.29, SD = 20.95) éhoﬁed no significant change in tutees’ attitudes,
1(20) = 2.37, p 5 .025. Therefore, the tutees maintained signficantly more positive

attitudes toward their BD tutors even after a three-month period without further treatment.

.y
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Discussion

Thie study provided clear evidence that, without intervention, the BD students in
self-contairied classes ware less accepted by their nonhandiczpped peers. While past
research showed that BD students in regular classes were less accepted by their peers,
in self-contained classes. Thus, when BD students are mainstreamed into regular
classes, they continue to be sociaily isclated. Without intervention, it is unlikely that BD
students will become fully integrated into regular-class social settings.

Reverse-role tutoring, which allowed BD students to tutor nohandicapped peers,

produced significant attitude changes in titees toward their tutors: Previous research
reported that tutoring increased the amount of social integration experienced by
handicapped tutors, while the present study illustrated that the attitudes of tutees are also
improved: The tutées’ posttest mean rating of their BD tutors was almost equivalent to
the mean given io regular class peers. Thesé are impontant findings in view of the recent
results reported by Ray (1985) which demonstrated that even when observations show
that handicapped students are “accepted” by their peers, the peers may still harbor
negative attitudes toward the handicapped students. The data reported by Ray, as well
as the results from the present studies, indicate that attitudinal measures are of critical
importance in research which attermpts to foster integration of behaviorally disordered
students with regular class peers. The study did riot, however, indicate that the tutees’
acceptarice of their BD tutors was generalized toward another class of BD students. Thus,
the tutees did not change their views about students in another BD class within the same
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An interesting question is raised relative to the inclusion of only half of the
students from two regular classaes as tutees: To what extent were the tutees’ attitudes
toward BD students adopted by same-class peers? The results of the study showed that
same-class controls were not signficantly different from tutees in their responses toward
the BD tutors. This is not to say, however, that both groups experienced the same level
of attitide change--it merely signifies that slight increases were found when controls rated
their classmates' tuors. This finding warrants further research to determine whether
tutees’ classmates wiould also become more accepting of BD students as an indirect
result of the tutoring program.

A slightly paradoxical finding arose from the data related to the tutees’ views of BD
between tutees’ and controls’ ratings of the other class of BD students; thus, the tutees
did not generalize more positive attitudes for their BD tutors toward an additional class of
BD students in the school. The philosophy underlying most research related to attitudes
toward the handicapped assumes that individuals manifesting attitude change toward one
or several members of a specific handicapped population will also experience a

generalized attitude change toward the entire population; or conversely, that the
attitudes reported toward a hypothetical population are also applied to specific members
of that group. The findings reported here challenge such assumptions and provide
evidence that, at least in the the case of the BD population, nonhandicapped students
may manifest attitude change toward one group while shewing no change toward
another.

Johnson and Johnson {1984) hypothesized that cooperative contact aliowed the

nonhandicapped studént to séé a handicappéd peer in a less-stereotyped, more

N
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differentiated way. From the findings of the present study, it would seem that the
nonhandicapped students viewed the two BD classes as similar to one another and
dissimilar from a regular class prior to tutoring. On postiest measures, however, the
tutees rated the BD tutors similarly to regular class peers and differently from the other BD
class. Perhaps it was riot that the tutees changed their views of BD students generally:
rather, it was that they no longer thotight of théir tutors as behaviorally disordered: It is; of
course, unrealistic to assume that the tutees were no longer aware of their tutor's
emotional disabilities, but it is plausible to believe that the positive characteristics of the
attributes by which the tutors were judged. Thus, the tutees continued to hold
stereotyped prejudices toward the class with whom they had no contact while
demonstrating more acceptance of their BD tutors.
There is a pressing need for research that addresses this topic, for a number of

intervention strategies actually focus on explicating differences between handicapped
and nonhandicapped students: Although role-playing and simulation of handicapping
conditions can help nonhandicapped students understand the differences of their

handicapped peers; if not followed by instruction focusing on similarities, the intervention
may actually promote stereotypical views. In addition; many researchers rely on attitude
measures toward a hypothetical population to judge the effectiveness of intervention
strategies designed to profiote attitude change foward the handicapped: If the intent of
the researcher is to encourage attitude charige toward specific individuals with handicaps.
vaiid measures must reflect actual change toward the individuals, rather than change

toward a hypothetical population.
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"It is not possible to directly judge the effectiveness of reverse-role tutoring
* against other intervention strategies, but useful comparisons may still be made.
Extensive research described by Johnson and Johnson provided 7 to 12 hours of

cooperative contact time between nonhandicapped and mainstreamed BD students over
approximately 15 day periods (1981a, 1981b; 1982, 1983). Their cooperative activities

involved handicapped students working in small groups with peers to complete regular

class assignments in areas such as math and social studies: Although the researchers
reported that the handicapped students involved in this treatment were more socially
accepted than were students working competitively or individually; the studies did not
report how well the handicapped students were accepted in comparison to other
classmates. In contrast, reverse-role tutoring structured only three-and-a-half hours of
contact time between students from a regular class and BD students from a self-contained
class over a two month period. Results showed significant attitude changes for tutees
regular class peers on posttest measures. This is a particularly important area to explore,
for interventions which show significant changes toward handicapped students using
only pre and post measures may fail to note that the handicapped students are still
considerably less accepted than are other peers. i is possible that the sociai distance

between BD students and peers may be so great that even statistically significant

changes are minimal when compared with the remaining social disparity.

©n the level of practical application, many BD students in self-contained settings
are working their way toward full participation in regular classrooms: To facilitate their
social acceptance by nonhandicapped peers, the effects of tutor-tutee pairing based on

prospective class placements and subsequent integration should be assessed: In this
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way, the BD student could become closely acquainted with several of the students in the
targeted regular class before being mainstreamed. The experience would allow the
regular class tutees to see the BD student in a competent role; perhaps paving the way
for tha student to assume a more equal social position when finally entering the regular
classroom. Thers is little question that adjustinent to the regular class could be made
easier if the regular class students alréady possessed positive attitudes toward the BD
studenit. For this reason; continued effort should bé focuséd on strategies to improve

attitudes toward students with behavioral disorders.
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Table 1

Source gt ss MS E B
Betwsen groups 2 236435 11821,75 25.97 .000
Within groups 153 69548.67 455,22

Total 155 93292.17

Pretest Means of Regular Students’ Responses Toward Regular and BD Classes

Class Being Rated Number of Responsesa M S0
Regular 5th/6th Grads Class 52 102.04 23.04
Fifth-Grade BD Ciass 52 75.52 19.4

Sixth-Grade BD Class 52 76.35 21.42

3Includes responses made by 24 students from a fifth-grade class and 28 students from a sixth-
grade class.
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Analysis of Covariance
Source dt ss MS E E
Covariate (Pretest) 1 10581.69 10581.69 26.75 .000
Main Effect (Respondants) 2 4953:37 2476.68 6.26 .003
Residual 90 35598.95 395.54
Total 93 51134.00 549:83

Pretest, Posttest, and Adjusted Posttest Means of Controls’ and Tutees’ Responses Toward BD Tutors

Pretest Postiest
Obtained Adjusted
Number of

Respondents Responses M s M sD M
Tutees 274 7859 17.25 101.89 26.02 103.28
Same-Class 25b 7464  19.54 89.56  23.19 93.72

Controls
Different-Class 42¢ 8645  17.77 89.33  20.74 85.83

Controls

a Includes fifth-grade tutees’ responses toward flfth-grade B0 class and snxth-grade tmeesr responses
toward snxth-grade BD dass blncludes ﬂfth-grada wmrﬁls' responses toward fifth-grade BD class
and sixth-grade controls’ responses toward sixth-grade BD class. CIncludes tifth/sixth-grade controls’

responses toward fifth-grade and sixth-grade BD classes combined:
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Table 3

Source dt ss Ms E P
Covariate (Pretest) i 14950.88 14950.88 5§2.77 .000
Main Effect (Respondent) 2 43.18 21.59 .08 93
Residual 30 25500.79 283.34
Total 93 40494.85 435.43
Pretest, Posttest, and Adjusted Posttest Means on Controis' and Tutees' Responses Toward BD
Students With Whom There Was No Tutoring Contact
Pretast Posttest
Obtained Adjus’ieci
Number of

Respondents Responses M sD M sD M.
Tutees 27a 76.00 22.26 83.85  22.42 86.42
Same-Class 25b 74.28 22.83 83.60  19.44 87.22

Controls
Ditterant-Class 43¢ 86.45 17.77 89.33  20.74 85.53

Controls

2 Includes flfth-grada tutees’ rasponses toward smh-gradé BD élass and sixth-grade tutees

responses toward Mth-grade BD class. bincludes fifth-grade controls’ responses toward sixth-
grade BD class and sixth-grade contrqls responses toward fifth-grade BD class. Cincludes

fifth/sixth-grade controls’ responses toward fifth-grade and sixth-grade BD classes combined:
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Figure Caption

Eigure 1. Kruskal-Wallis analysis of variance for tutees' and same-class controls' responses

toward regular and BD ciasses.
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Abstract
The purpose of this study was to compare the effects on attitudes toward peers; school
relationships: 1) Treatment One: regular class students as reading tutors of LD students; 2)
Treatment Two: LD students as sign language tutors of r:gular class students; 3) Treatment
Three: regular class students as reading tutors of LD students and LD students as sign
language tutors of regular ciass students, reciprocally; and 4) Cantrol Grov; " 38
students as a no treatment control group. A total of 52 studer ; in self- S
classroom participated in the study along with 72 regular class stude~ . . - . om
kindergarten to sixth-grade. A preiest-posttest design was used to compare 1i:c th-ee
tr ‘atment group as well as the regular class control group. Multivariate analysis of
covariance indicated pre-post gains by all treatment groups on peer attitudes as well as
attitudes about school and learning: The reguiar class control group experienced gains only
on attitudes about schoot and learning: Further univariate analysis indicated that those who
tutored tended to experience the greatest attitudinal improvements. While Regular class
students in reciprocal tutoring experienced attitudinal gains; LD students experienced less of

a gain.
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The Effects of Three Types of Tutoring
on the Attitudes of Learning Disabled Students and
Their Regular Class Peess

Two of the primary problems faced by handicapped students are social rejection and
ﬁég&ﬁi}é attitudes toward school and leaming: Learning disabled students (who will be
referred to as ED students throughout this report); especially those in self-contained
classrooms, are often viewed by their regular class peers as being mentally retarded and are
rejected as a consequence (Bryan, 1974; Garrett and Crump, 1980). However, even though
socialization and positive attitudes are necessary for productive and gratifying living,
American schools hz - given little attention to its enhancement (Custer & Osguthorpe;
1983). Subsequently, special tutoring programs have been used with the hope of addressing
handicapped students' social and attitudinal deficiencies (Gerber & Kauffman, 1981;
Krouse, Gerber & Kauffman, 1981; Strain, 1981; Osguthorpe, Eiseiman, Shisler, Top and

Promising results have been reported with respect to academic and social (attitudinal)
benefits following programs in which hrndicapped children served in some capacity of a
tutor/tutee relationship with other students their age (Osguthorpe et al., McHale, Olley,
Marcus and Simeonsson, 1981; Kane and Alley, 1980; Travato and Bucher, 1980;
Lazerson, 1980; Epstein, 1978; Snell, 1979). Several types of peer relationships have be=n
used in tutoring studies, although the relationships have not been studied in comparison with
each other. Three forms of one-way peer tutoring have been used in tutoring research
involving handicapped students: regular class students tutoring handicapped students,

handicapped students tutoring handicapped students, and handicapped students tutoring

regular class students. Reciprocal teaching has incorporated a fourth relationship model,
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two-way tutoring (in which students trade roles of tutor and tutee), although there is no
documentation of handicapped students being included in any of these studies, Because the
greatest social benefits are most likely to come to handicapped stidents when interacting with
regular class students, research comparing the potential benefits of different tutoring
relationships should focus on one-way and two-way tutoring relationships involving both
handicapped and regular class students. The question is, do the social benefits as well as
benefits referring to attitude toward school and learning which follow peer learning
experiences (tutoring) vary, depending on the particular roles assumed by the handicapped
and regular class studeats?

The purpose cf this study is to compare the effects on attitudes toward peers, school and
learning when LD and regular class students experience one of the following tutor/tutee
relationships: 1) Treatment One: regular class students as reading tutors of LD students; 2)
Treatment Two: LD students as sign language tutors of regular class students; 3) Treatment
Three: regular class students as reading tutors of LD students and LD students as sign
language tutors of regular class students, reciprocally; and 4) Control Group: régular class
students s a no trexanient control group.

Six hypoiheses were tested in order to address the above purpose of the study:

1. Pegular class and LD students who aré in one of the three treatment groups will

experience significant gains in attitudes about school and in social acceptance of the

othér kinds of students whilé réguiar class control students will not éx’perience
significant attitudinal gains. |

2. When comparing LD students in treatments oné, two and three, those who

experience treatment three will demonstrate the miost significant increase in positive

attitude toward school, while students who receive treatinent two will demonstrate

the second most significant increase and those who experience treatment onie will
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3. Regular class students who experience treatment three will demonstrate the most
significant increase in positive attitude toward school, while students who receive
receive treatment two will demonstrate the least significant increase as measured by
school attitude tests, when compared with regular class students who do not
experience any kind of tutoring.

4. When comparing LD students in treatments one, two, and three, those who
receive treatment three will demonstrate the most significant increase in peer attitude
treatment two will demonstrate the second mcst significant increase in peer attitude
acceptance, “nd those students who receive treatment one will demonstrate the least
significant inci¢45¢ in peer attitude acceptance.

5. Regular class students who receive treatment three will demonstrate the most

significant increase in peer attitude acceptance as measured by the attitude
instruments while students who receive treatment one will demonstrate the second
most significant increase and those who rective treatment two will demonstraté the
least significant increase when comparc:i with regular class students who do not
experience any kind of tuscring

6. LD students and regular class students i group one will demonstraté the most
significant increase in reading ability, while studeénts in group three will
demonstrate ths second most significast increase, and students in groups two and
foiir; will derrosise-ate the least Significant increase in reading ability.

Further, differences in tintee/wtor relationships that could be noted when comparing the

experience of the older students with the younger students involved in the study were of
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interest.

Methods

Subjects selected for the study were enrolled ift four schools in the Davis School Distict,
north of Salt Lake City. The people of the areéa were predominantly middle-class caucasion
with light industry and agricultural occupations. Four schools in ti:z district with
seif-contained leaming disabled (LD) classrooms, wére included in the study. A total of 52
students in the self-contained LD classrooms participated in the study along with 72 regular
class .iudents, ranging from kindergarten to sixth-grade; were taken from appropriate
grade-ages in each school for inclusion ir: the treatment groups. Approximately 85% of the
self-contained LD students were bussed in from another neighborhoods outside of the school
boundries.

Research Desi

All of the LD students in the four classrooms whose teacher's agteed to participate were
included in the study. Regular class teachers in each school were asked to noniinate students
which could benefit from extra reading experience and interaction with the LD students.
These teachers were each told how many students to nominate for the program. While each
LD student was included in one of the three treatments, enough regular class students were
selected in order to have a regular class control group. There was no control group

consisting of LD students:

Five instruments were administered to ali of the students in the three treatment groups as

pretest and posttests: one standardized reading achievement test (Woodcock-Johnson
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Reading Test Subtests #13, #14 and #15),one standardized selr-attitude test (Student
Perceptions of Ability Scale), and threz measures of attitude toward school or classmates
(Student Attitudes Questionnaire, Attitudes About School, and the Who's Oﬁ Your Team
Test). The SPAS instraraent is comprised of 70 statements about which the student
determines to be "un-like” ar "like” himself or herself. This instrument was used to
determine différénces in academiic ~clf-esteem between the LD and regular class students.
This instrument has beer vsed widely in elementary schoois. Esiimates of internal
concisteéncy were determi -+ by Cronbach's alpha reported at .715. Test-retest reliability
data were collected resulting in 2 stability coefficient for tié full SPAS at .834. The
Students Attitudes Questionnaire includes a list of 20 adjectives and 14 short phrases which
are used at the end of the question, "How miuch are the students in 's class...?"
For each of the adjectives the student résponds on a five point scale which illustrated as

follows: ifie. The Attitudes About School instrument

consists of eight questions pertainig to attitudes about school and uses the same scale
described for the Students Attitudes Questionnaire. Four tests of reliability were performed
on the Attitudes About School and Student Attitudes Questionnaire on each of group of
students in the study; LD, regular class, younger and older. The full scale alpha ranged
from .80 to .95. The Who's On Your Team instrument was designed to focus on social
distance choice behavior between students in elementary school. This instrument required
measurement technique was not tested for reliability, a number of previous studies which
have used the technique have reported confidence in it (Bryan, 1974, Garrett & Crump,
1980; Prillaman, 1981). Observation data were collected by an assistant researcher on a
daily basis throughout the study for purposes of treatment verification. This data included

daily observations of tutoring and sign language training, tutoring sessions as well as social
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interactions, and interviews with students and teachers. Frequent meetings with the assistant

provided aseful information in assuring that the treatments were being administered
appropriately.

All testing was performed by university Special Education and Curriculum and

Instructional Science students who were trained to administer the tests.

Two sets of instructional materials were used: one for the reading tutoring and the other
for the sign language tutoring.

5. The instructional materials used for sign language

tutoring were adapted from existing materials utilized in previous research (Osguthorpe et:
al.): Prompt cards were used on which the tutor saw a photograph >f the object or word;
graphic representation of the hand shapes (signs), and the printed word to be signed: The
reverse side of the prompt card consisted of only the printed word to be signed: Groups of
cards were mounted on flip stands which stood independently while the tutor flipped from
one card to the next during tutoring:

The sign language vocabulary used in these materials included numbers, colors, the
alphabet; a number of complete sentences and 150 nouns and verbs familiar to both the
handicapped and nonhandicapped students.

Reading Materials. The instructional materials used for reading tutoring were adapted

H structured tutoring program developed by Grant Von

Harrison (1980). This tutoring program was originally designed for parents, aides or older
students’ use however, only minor adaptations were necessary for use by the students in this
study.

Training Tutors. The tutors were trained collectively by the researcher using
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procedures for training handicapped tutors déveloped by Osguthorpe (1984). This training
consisted of practicing four important tutoring techniques: 1) demonstrating the learning task,
2) prompting the tutee, 3) monitoring performance, and 4) giving praise and corrective
feedback. Training of the tutors required two oné-hour séssions during which the tutors

practiced the tutoring skills under the supervision of the teacher's aide who had been trained

training students to be tutors. Following the tutoring training; and before they could begin

tutoring, =ach tutor was mastery checked by the aid on their tutoring skills.

Multivariate analysis of covariance was used to statistically adjust for any pretreatment
differences among the three treatment groups and the control group when analyzing posttest
data. Tiecause there was a total of 80 of the 124 participants for whom there was posttest
Aata for each measure, the multivariate analysis of covariance was actually conducted on a
subgroup of the participants. Consequently, it was necessary to perform individual analyses
of covariance on each measure, including the total number of participants for whom there
was data on each measure. The covariates used on posttest multivariate analysis of
covariance including all five measures were selectod based on their high correlation with the
variables of interest as calculated with the MANCOVA. The covariates used on the
individual analyses of covariance were the specific pretests which also had been found to be
highly correlated with the respective posttest measures.

Upon first examination the multivariate procedire appeared thé most consérvative and
approp:iate procedure to use. However, since this procedure makes the assumption that any
~ases which do not include data on all variables should be excluded from the anlaysis and
since there were only 80 of the 124 participants for whorm there was pre- and posttest data on

all five instruments, it was détérmined that univariate analyses of variance on each individual
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measure were actually the more appropriate procedures to use.

It should be noted that the reason there were only 80 of 124 participants for whorn there
was posttest data on all five instruments was not because of att-*ion or data collection error.
Rather, two specific problems arose during data collection. First, many younger and some
older students experienced difficulty in either completing instruments or in completing them
accurately. All of the LD students were read the instruments aloud. Many of them were
given the instruments in a one-on-one fashion. While most of the LD students did not have
difficulty, some appeared not to be concentrating and somewhat indiscriminant in th=ir
responses. Consequently, this data was discarded. These cases represent the majority of the
missing data. A second problem was absenteeism which resulted in several participants not
receiving one or two of the instruments. Therefore, individual analyses of variance were

used in order to account for these problems: The acceptable level of statisticai significance

was determined at p<:05 for all analyses performed.

In order to assess pre-existing social acceptnace attitif des as well as attitudes about
school and learning, a study was conducted immediately prior to the implementation of the
treatments in which the same sample of LD and regular class students were measured on the
same set of instruments (Eiserman, 1986). The results indicated that LD and regular class
students had positive attitudes about each other at a distance. However, this attitude did not
seem to transfer into positive rapport with each other, as they did riot chicose the other kind
of students on the Who's On Your Team measiire as much as they chose students of their
own kind. Further, younger students wWere more [:>.tive toward students of the other kind
than were older students on the self-report ineasures. Another conclusion of the
pre-treatment study was that LD students were cignificant’y more confident about their

general ability than were regular class students. This result was consistent with research

A g



Effect of Tutoring on Attitudes
74
which i::dicated that LD students tend to overestimate their capabilitiés and status. Further,
younger students were generally more confident and satisfied with school. Therefore, it was
concluded that a need existed for improvements to be made in social acceptance attitudes as
well as attitudes abou?, school and leamning.
Results
A summary of the post-treatment research hypotheses and questions and the respective

results appears in Table 1.

Insert Table 1 about here

The multivariate analysis indicated that a significant difference between pre-treatment and
post-treatment was found for all participants in the study, including those in the regular class
control group, F(6,45)=.507, p< .05. In order to determine if this pre-post difference was
two individual analyses were performed; one on the regular class controt group and one on
all of the treatment groups: |

First, a univariate analyses of covariance conducted separately only on regular class
control group participants indicated a significant difference between pre-treatment and
post-treatment on three of the measures; Woodcock-Johnson total score, E(1,9)=441.7,
p<:001; SPAS; F(1,9)=20.46, p<.001; and Attitudes About School, F(1,9)=12.4, p<.01.
Sécond, multivariaté analysis of covariance conducted on only treatment groups indicated a
significant difference between pre-treatment and post-treatment on all six measures; Own

Class Attitude, F(1,66)=57.46,p<.001; Attitudes About School, E(1,66)=20.87,p<.001;
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Other Class Attitude, F(1,66)=29.77,p<.001; SPAS; F(1;66)=64.4, p<:001;
Woodcock-Johnson, F(1,66)=454.04,p<.001; and the Who's On Your Team,
E(1,66)=5.28,p<.05.

In order to address the second and third hypotheses pertaining, to attitudes about school
gains; gains made by the ED and regular class students in each of the treatments and control
group were compared. The first multivariate analysis of covariance which included all five
measures indicated no significant difference on the two measures pertaining to attitudes about
school and learning: Because there was a total of only 80; of the 124 participants, for whom
there was data for each ineasure, this initial multivariate analysis of covariance was actually
conducted on a subgroup of the participants: Consequently, an individual analysis of
covariance was conducted on the Attitudes About School measure including the total number
of participants for whom there was data on the measure. This analysis of covariance
indicatéd a significant difference between LD and regular class siudents, F(1,87)=7.83,
p<.01. By examining the pre-treatment and post-treatment means and the univariate F-test in
Table 2, it was found that regular class students scored signficantly higher than LD students
on this measure. Further, a significant difference was found when testing kind by treatment
interaction, indicating that at least one of the combinations of kind and treatment were
significantly different from another combination of kind and treatment, F(1,87)=3.73,p<.05:
Results of the Fisher's LSD analysis (p< .05) indicated that regular class students in
treatment two experienced significantly greater gains than regular class control students and
LD students in treatments one and three: This analysis also indicated that regular class
studencs in treatment three experienced significantly greater gains than LD students in
treatments one and three: Further; LSD analysis showed that while regular class students in
treatment one did not experience a gain; the loss they experienced was significantly less than

the loss experienced by ED students in treatment three.
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Insert Table 2 about here

In order to address hypotheses four and five; peer acceptance attitudes of all of the LD
and regular class students were compared: The analysis of covariance conducted on the Own
Class Attitude measure indicated that there was a significant difference when testing kind by
treatment interaction; F(3;80)=3.53;p< 05. Table 3 presents the pre-treatment;
post-treatment and adjusted means, standard deviations and the univariate F-test for this
" measure. This analysis indicated that at least one of the combinations of kind and treatment
were different from another combination of kind and treatment. Results of the Fisher's LSD
analysis (p< .05) indicated that Regular class students in treatments one, two, and three and
LD students in treatment one éxpérienced significantly greater gains than LD students in
treatment three. Further, this analysis showed that Regular class students in treatment three

also experiericed significantly greatér gains than LD students in treatment two.

Insert Table 3 about here

Neither the multivariate analysis of covariance conducted on all of the measures, nor the
individual analyses of covariance found a significant difference due to treatment, kind or
grade group on the Other Class test or on the Who's On Your Team measure.

LD students and regular class students in each of the treatment groups and control group
were compared next on their reading gains in order to address the sixth hypothesis dealing
with reading achievement. The multivariate analysis of covariance conducted on the
Woodcock-Johnson showed that there was a significant difference between LD and regular

class students on at least one of the subscales; E(3;90)=.121,p<.01. The results of the
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univariate analysis indicated that the Regular class students experienced a significantly greater
gain than LD students on the passage comprehension subscale, F(1,92)=10.78, p<.001.
There were no significant difference: between LD and regular class students on the other two
subscales.

The multivariate analysis of covariance conducted on the Woodcock-Johnson also
showed that there was indeed a significant difference between treatments on at least one of
the subscale, F(9,246)=.272, p<.05. When examining the results of the univariate éiié:lysis
it was found that there was a significant difference due to treatment on the Passage
Comprehension subscale; F(3;82)=4:22; p<:0L. Therc were no significant differences on
the other two subscales due to treatment. Subsequently, 2 significant interaction was found
when testing kind by treatment interaction on the Passage Compreheénsion subscale,
E(9,246)=.249,p<.05. Table 4 presents the results of the multivariate analysis of
covariance testing kind by treatment interaction on the Woodcock-Johnson. When
exarmininig thé univariate F-test; it was found that thereé was a significant difference when
comparing at least one combination of kind anc. treatment with another combination of kind
and treatment on the passage comprehensioi. ubscale, F(3,82)=4.3, p<.0l. Results of the
Fisher's LSD analysis (p<.05) indicated that regular class students in treatment one and
treatment two experienced significantly greater gains than all of LD students in the study.
Further, regular class students in treatmeat 3 and the control group experienced significantly

greater gains than LD studer:s ini treatments two and three.

Insert Table 4 about here

The multivariate analysis of covariance on the difference between the Other Class

measure and the Own Class measure indicated a significant difference when testing the
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interaction between category and kind, F(1;73)=5.69; p<.05. Ths results of a subsequent
Fisher's LSD analysis (p< .05) indicated that Regular class older students experienced a
greater differenc - iween their Other Class and their Owa Class attitudes scores than the
regular class younger students and the LD younger and older students.
Post-treatment Conclusions

who zre in one of the three treatment groups wili cxperience significant gains in attitudes
about school and in social acceptance of the other kind of stidents while regular class control
students will not experience significant attitudinal gains. This hypothesis was addressed by
the least stringent procedures used in the analysis. The results indicated a significant
difference between pretreatment and posttreatment, multivariately, for all treatment groups
and the control group. Individual analyses on the control group and on the combined
treatment groups found that this pre/post difference was largely due to gains made by the
treatment groups. The treatment groups experienced significant gains ou all of the measures
while the control group experienced significant gains on only the SPAS: Atiitudes About
School and Woodcock-Johnson measures. This finding is important because it indicates that
all three treatments were generally beneficial to the students with respect to attitudes about
regular class control students did not experience significant gains on the two measures
pertaining to social acceptance of LD students: One conclusion which can be made, then, is
that all thres futoring reatments produced significant gains which were siriliar on all of the
measures and that regular class students who did not experience any of the tutoring
treatments did not experience an increase in social acceptance of LD students.

While it was hypothesized that all of the treatments would produce gains, the most
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rigorous questions which were tested by this study pertained to the difference in gains made
between treatments:  Hypotheses two; three; four; five and six were tested by the most
conservative and stringent methods used in the study: The post-treatment resulis of analysis
performed on all five instruments combined indicated that there were no differences due to
treatments or to any other of the dependent variables specified in the study. Because this
analysis procedure is statistically very conservative; it caused a rather substantial reduction
in the number of students whose data could be included in the analysis. Consequently, it is
questionablé thése results were as accuraté as the results obtained by further analyses
conducted on each of the instruments separately. These individual analyses addressed
hypotheses pertaining to differences due to treatment and other dependent variables of
interest.

As can be nioted in Table 1, the fourth and fifth hypotheses were not supported by the
results as no significant difference due to treatment was fcund on tiic Student Attitudes
Questionnaire when adminstered about the other kind of students or on the Who's On Your
" Team test. Significant differences due to kind by treatment interaction were found,
however, on the Student Attitudes Questionnaire which was administered about students of
their gwn kind: Regular class students in treatments one; two and three and LD students in
treatment one increased in their liking of their own kind of students significantly more than
LD students in treatment three. Regular class students in treatment three increased their
liking toward other regular class students Significantly more than LD students in treatment
two:.

One possible explanation for the regular class students' increase in liking of other regular
class students pertains to seif concept.  When the students were nominated for involvement
in the tutoring program, teachers were requested to providé names of students needing

reading help. However, teachers mentioned that many of the students théy nominated also
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needed experiences to enhance self-esteem. Previous research has suggested that social
status and social comfort are closely related to self-csteem: Further, as Osguthorpe et al.
(1985) has shown, tutoring experiences can enhance both self-esteem and social acceptance:
It is possible that the self-confidence obtained from the tutoring experience transferred into

social comfort with students of their own kind and was manifested in the regular class
students' increase in liking other regular class students: It is important to note that the
régular class control group did not experience this incréase which further indicates that the
tutoring experience may enharice a general feeling of comfort with peers of their own kind.

LD students in treatment one also experienced a significant increase in liking other LD
students when compared to LD students in treatment three. One possible explanation for this
difference is that the reciprocal tutoring (treatment three) may have been more socially
demanding, siace the LD students were expected to change roles every other day.
Consequently, it is possible self-confidence was not built for LD students in treauirtent three
as it seems to have been the case for LD students in treatment one.

One issue raised in the literature pertained to the development of self-confidence and age.
The third research question addressed by this study was: What differences in the effects of
tutoring can be noted when comparing the experience of older students with younger
students involved in the study? The difference between attitudes toward students of the other
kind and attitudes toward students of their own kind is one area where significance was
found: Older regular class students who were in one of the three treatment groups expressed
a difference between their attitudes toward LD students and their attitudes toward other
regular class students: This difference for the older regular class students was significantly
LD students or younger LD students, all of whom were in one of the three treatment groups.

This finding indicated that the older regular class students expressed a difference in theéir
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attitudes between the two kinds of students; a differénce which did not exist prior to the
tutoring experience. Perhaps the tutoring experience accentuated a difference between LD
students and other regular class students of which the older regular class students had not
been aware prior to the tutorinig experience.

Previous research (Goodman, Wilson & Bonstein, 1972; Gottlieb & Budoff, 1973) has
often become more negative than they were. With extended periods of time, however, this
is compensated for and social acceptance increases significantly. Perhaps this finding
suggests that the time required to improve social acceptance with older regular class students
is greater than the time required with younger regular students. This finding also indicates
that a greater difference between older regular class students’ attitudes about other regular
class students and LD students exists and should be the focus of both future research and

special programs in schools.

The second and third hypotheses that were tested were tested with individual univariate
analyses which is a statistically less stringent method than the multivariate procedure
previously discussed. However, it was felt that this procedure was appropriate because it
included all of the available data while still remaining fairly conservative.

The results of the Attitudes About School measure did not support these hypotheses.
Rather, while students as a wholé experiénced a gain on this measure, as was previously
discussed, all of the LD students experienced a loss rather than a gain on this measure; the
greatest loss made by those in treatment three with the least loss made by those LD students
that with age +h of time in school, increases on this variable might be expected.

Further, prc ch has indicated that peer tutoring experiences, such as any of these
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three types, lead to more positive attitudes about school and greater insight about learning
processes.

In light of the pretreatment findings and results of previous research, then, there are two
possible explanations for why LD students experienced loss rather than gains on the
Attitudes About School micasure. First, it is possible that the LD students were all
experiencing a similar tendency which would result in a 10ss as indicated with this measure.
The differences, then; could be accounted for not in termis of damage done by the three
treatments, but the degree to which a negative attitude or loss in insight was prevented. If
this is the case, it is not difficult to understand why treatment two produced the best effect.
With this treatment, the LD students were engaged in a unique activity which they enjoyed
and successfu'ly accomplished. This circumstance is likely to be the most encouraging to the
LD students. Further, because the LD students in treatment two were in tutor roles, it is
most likely that insight about learning processes were retained. A possible explanation for
why treatment three was least beneficial to the LD students is that it required the students to

S e e — g - — mm = g e i

indicated that the LD students appeared to be confused occasionally, due to the daily changes

in their role. Rather than making the learning process a more understandable event; i
became more blurred. Furthermore; it was frustrating to a number of the % D students to
switch from sign language tutoring; which they enjoyed most, to reading tutoring; which
between LD stidents in treatment three and LD students in treatments one and two.

The second possible explanation for why LD students experienced losses on the
Attitudes About School measure is that the treatments were indéed harmful to the LD
students’ attitudes about school. Previous research indicated that tutoring was beneficial to

LD students in providing insigiii w.. ..aming processes (Top, 1984). Differences inherent to
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this study (which were, essentially, that three different types of tutoring were occurring

simultancously) may have added an element to the tutoring treatments which caused a

negative effect for LD students. In either case, it can be concluded that LD students benefit

miost with respect to attitudes about school by being the tutor of sign language and least from
experiencing reciprocal tutoring.

The results pertaining to the regular class students also did not support the second and
third hypotheses. Rather, these results were precisely the opposite of that which was
expected. Th.c findings indicated that regular class students in treatment two benefitted the
most, followed by treatments 3 and 1 and the control group accordingly: Further, regular
class students in treatwients two and three experienced gains significantly greater than gains
made by LD students in treatments one and three. While regular class students in treatment
one experienced a loss; it was, however, significantly less of a loss than that experienced by
treatment two, just as did the LD students. This may suggest that the content of thé tutoring
(sign language) may have been the dominant effect of the treatment rather than the individual
roles which were acquired by the students. This notion can be argued further because if
content was thé main detérminant; it would bé éxpected that treatment three (where sign
language was the content half of the time) would have been the second most pov: :rful effect,
as was the case. Perhaps, the ways in which sign language was taught and leamned
providec “«sth the regular class and LD students an experience which lent itself to improved
attitudes about learning and insight into the learning process. This notion supports previous
findings (Osguthorpe et. al.; 1985) which suggest that when academically deficient students
were given a completely new subject to learn (sign language), they begin to take risks in
learning and may, in fact, become more aware of how they learn and their abilities to learn

something new.



Effect of Tutoring on Attitudes
84
Another interesting finding was that the regular class control students experienced a loss
which was significantly less than the gain made by regular class students in treatment two.
which place them in different léarning roles, will grow less inaighiful about 'earning
processes and experience a decrease in positive attitude about scacol and learning. Thus, it
can be concluded that treatmens two (LD studerits tutoring regular class students in sign
language) resulted in the most significant gains in attitncies about school for regular class
students, followed by treatments three and one.
Reading Abilit

The sixth hypothesis that was tested by this study was: LD and regular class students in

treatme~* one will demonstrate the most :ignificant increase in reading ability, while students
in tre= it three will demonstrate the second most significant increase, and students in
ability. The results i the Woodcock-Johason measure indicated that regular class students
scored significantly higher than the LD students: This was an expected outcome mainly
because the LD students were known to have severely delayed reading abilitics: There was
also a significant difference due to kind by treatreent interaction; reguiar class students in
treatments one and two experienced significant!v greater gains on the passage comprehension
subtest than all of the LD students in the study. Further, regular class students and the
control students scored significantly higher than D students in tréatments two and three.
These results support the sixth hypothesis partially inasmuch as the régular class
students in treatment oné scored higher than all of the rest of the students. This finding
supports previous research (Top, 1984) which indicated that academically deficient tutors of
reading would experience significant improveément in reading skills. Interestingly, however,

Top found réading gains made on the Word Attack subtest rather than the Passage
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Comprchension subtest. It would be expected that significance wou.d be fouiid on the Word
Attack subtest becausc it is a more basic skill and, further; is a prerequisite to passage
comprehension skills. However, this study's finding is interesting because of the nature of
the reading tutoring which occurred. Tutoring logs indicated that much of the tutoring time
was devoted to passage comprehension exercises rather than word attack. Thus, it is
understandable why such gains were made.

Why regular class students in treatment two also experienced significant gains in passage
comprehension is not understood: It is possible these students received supplemental
reading assistance or that they were qualitatively different in their reading abilities wh
were not . dentified on the pre-test. Lack of documentation of such information makes firm
conclusions difficult o draw.

The sixth hypothesis was also partially -upported. LD students in treatment one

experienced greater gains than the other LD studerss; followed by ED students in treatment

thrée and two accordingly. This finding also supports the research of Top (1984) which
indicated that the recipients of reading tutoring by academically delayed tutors would
régular class students were titoring LD students whereas Top used the inverse tutoring
configuration. Again, Top's research indicated gains on tk: Word Attack and the Passage
Comprehension subtests rather just on only Passagé Comprehension. However, gains in
passage comprehension are the most desirable as the other subscales are only: prerequisite
skills to passage comiprehiension.

It is difficult to determine the reasons Why students in treatments two and three, as well
as the control group, experienced gains of various degrees in passage comprehension.
However, the main focus of hypothesis six should be that those students who did experience

treatment one experienced reading gains, which was the case. This finding is important -
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because it demonstrates the benefit of peer tuioring in the classroom. While some teachers
and parents may bé reluctant to beliéve that peer tutoring in reading can benefit both the tutor
and the tutee, this finding contributes to the r=search supporting this riotion.
Summary

Several conclusions have been drawn from this stud: . Pre- treatment findings showed
that LD and regular class students had positive attitudes about each other at a distance.
However, this positive attitude did not seem to transfer into positive rapport with each other,
as they did not choose the other kind of students on the team test as much as they chose

students of their own kind. This suggests that they did not feel as comfortable actuaily

interacting as they might have: Another pre-treatment conclusion which was drawn was that
LD students tended to overestimate their social acceptance, choosing the regular class
stucents to be on their team more than the regular class chose them: Younger students were
also more positive toward student: of the other kind than were older students on self-report |
measures. Hewever, because thic difference between younger and older students was not
manifested on the team choice measure it was possible that the younger students held a
distant liking for the other kind of students; bui; nevertheless; felt uncomfortable with
them. These findings suggested that mental atdtude and social rapport can functior
separately. A furthér pre-treatment conclusion was that LD students were significantly more
confidént about their general ability than were the regular class students. This finding may
be due to overestimation (a tendenicy found in LD students' self-perceptions) or a response to
recent programs aimed at improving LD students' academic self-esteems. A final
pre-treatment conclusion was that younger students were generally more confident, satisfied
with school, and perceived themselves as neatcr than older students. This suggested that with
age or length in time with school, students may become less confident and satisfied in these

alﬂ eas’ Wl
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Post-treatment findings have shown that all three tutoring configurations led to attitudinal
improvements regarding school and social acceptance. It was also concluded that the three
tutoring treatments are likely not to produce different attitudinal effects. Further, these
supplementary tuioring treatments may not produce effects which are significantly different
from effects produced by normal classroom experiences. However, several effects dué to
the treatments and other indépéndént variables in the study were identified. Reégular class
students who were tutored by LD students in sign language as well as those LD stiidents
who served as tutors experienced the greatest benefit regarding attitudes about school and
learning. Anotheér conclusion was th: - the régular class students involved in any of the
tutoring configurations experienced an increase in self-confidence which was transferred into
enhanced social confidence with other regular class students. The finding was similar for LD
students, however, it was found that recii i tutoring (treatment three) was especially
Another post-treatment conclusion which was drawn was that more time may be required to
improve social acceptance with clder regular class students than with younger regular class
students or with any of the LD students. Lastly, and in support of previous research
findings, both tutors and tutees of reading experienced reading gains.

From both the quantitative and the qualitative data which was collected for means ci
treatment verification, suggestions for improviag future peer tutoring programs were
formulated. Those recommendations include the following:

1. It is best for LD students to be given one role in a tutoring relationship and not to vary
from day to day. Results of this and previous research have indicated that LD students
functioning as tutors benefit both attitudinally as well as academically in the subject being
tuicred. It zppeats that stable tutor/tutee roles arc bst for LD students and that r'éé-iprbe;}i

tutoring would not be advantagous.
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2. This study's findings also supported those of previous research (Eiserman & Osguthorpe,
1985) indicating that total class tutoring 1s an effective strategy for peer tutoring programs.
There are two main challenges in the implementation of total class ﬁiEﬁﬁg; First, it is vital
that enough supervision is given the students so as to assure that they are kept - 1 task and
are advancing only after demonstrating mastery: The results have indicated that two aduls,
trained in the tutoring procedures, can adéquately supervise 15 pairs of tutors tutoring one
subject.

The second challenge pertains to materials. While it is often best to use materials

especially designed for peer tutoring programis; occasionally adaptations of siuch materials or
other kinds of materials require special preparations to be made. I: is difficult to guage
individual progress of a number of students; therefore, it is vital that materials be made prior
to implementation. Once these materials are prepared they must be organized in a fashion
where - ents are able to use and maintain tke system themselves. Individ::=i folders for
each tutoring pair lizlp them to keep track of their progress as well as for the teacher to
monitor their activities.
3. While it has been shown that LD students will have a better experience by functioning as
the tutor regularly, rather than switching roles, i: is also important that the program be
designed so that after a period of time, the LD students can switch tutees. ‘This and previous
research found that after approximately six weeks of tutoring threc times a week, both the
tutors and tutees began requesting new tutoring pariners.

Thus, the results of this study support the claim that LD and regular class students
should be nlaced together in peer tutoring programs in the schoois: From such programs all
students can experience social benefits > well as significantly improved attitudes about

school:
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Result

Hypotheses

One: Regular class and LD students who

are in one of the three treatment groups
will experience sxgmﬁcam gains in attitudes
about school and in social acceptance of
the oth - kinds of students while regular
class control students will not experience

significant attitudinal gains.

Two:When comparing LD students in
treatments one¢, two and three, those wilo
experience treatment three will demonstrate
the mosi significant increase in positive
attitude toward school, whﬂc students ‘who
receive treal-.:ent two will demonstrate the

second most significant increase and those

who experience treatment one will demon-
strate the least siganificant increase as meas-
ured by school attitude tests.

Three: Regular class czadénis who exper-

ience treatment three will degs:otstrate the most

significant increase in positive attitude toward

school, while students whc receive treatment

ors wxil demonstrate the second most signifi-

cant increase and those who receive treatment

twe will demonstrate the least significant in-

crease as measured by school attitu:: : tests,

when compared with regular Class students

who do not experience any kind of tutoring.

Significant differences were found for
all reatments and the regular class con-
trol group. Treatment groups exper-
ienced significani pre-post differences
on all measures while the regular class
control group experienced pre-post
differences on the Woodcock-Johnson
SPAS and Attitudes About School
measures.

On thc Amtu = About Schdoi meas-__

Treat. 1 and 3. Also, ch Trcat s

LD Treat. 1 and 3. Also, Re~. Treat. 1
> LD Treat. 3.

For the SPAS measure, a kind x
school interaction was found for two

of the subscales.

vontintes.



Table 1 continued.
Hypothesis or Question

Result 99

Hypotheses

Four: When comparing LD students in
treatiments ofie, two and three, those who
experience treatment three will demonstrate
the most. &i;» 5 i=ant increase in peer attitude
acceptam - - i:& students who receive
treatmen: . % demonstrate the
second -3 iy \ificant increase and those
who expet. ‘treatment one will demon-
strate the least significant increase as meas-
ured by attitude instruments.

Five: Regular class students who exper-
ience treatment three will demonstrate the most
significant increase in peer attitude acceptance
while students who receive treatment =
one will demonstrate the second most signifi-

cant increase and those who receive treatment

two will demonstrate the least significant in-

crease as measured by attitude instruments,
when compared with regular class students

who do not experiencz any kind of tutoring:

Six: LD students and regular class students

in treatment one will demonstrate the most
significant increase in reading ability, while
students in treatment three will demonstirate
the second most significant increase, and

students in treatment two and four will

dcmonstrate the least significant increase in
reading ability.

Question

One: What differences in tutor/tutee

relationships can be noted when comparing
the experience of the older students with

the younger students involved in the study?

Reg. Treat.1, 2, 3 & LD Treat.1 > LD
Treat. 3. Also, Reg. Treat. 3> LD
Treat. 2.

No other significant differences were

found due to treatment or kind on
cither the Other Class or Who's On

Your Team measure.

Reg. Treat.1 & 2 > all LD stude:ws:

Control > LD Treat: 2 & 3:

Regular class older students exper-

icnced a greater diffesence between
their Other Class a:d their Own Class
Attitudes scores than the regular
younger studsnts and the LD younger

and older students:
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Pretest, Posttest, and Adjusted Mean Scores and Univariate F-tests of
Significance

Variable Group PreM  PreSD  PosM PosSD AdiM N

Treatment 1 LD 3.02 532 2.61 422 2.58 12
Regular 2.77 .496 3.43 717 2.80 17
Treatment 2 LD 2.77 633 2.77 360 2.80 11
Regular 2.95 534 2.96 323 2.94 17
Treatment 3 LD 2.54 394 2.45 530 253 13

Regular 3.05 .438 2.98 :380 2.94 18
Contrci LD e
Régular 2.96 511 2.71 462 2.69 15
grouped LD 2.77 .546 2.60 455 2.63 41
grouped Regular 2.93 516 2.77 447 2.85 6%

Kind 7.83*
Kind x Treatment 3.73%*

*pe..d
**p<.05
Note. Due to attrition f fegrees of freedom when using the full model, it was necessary
to calculate the analysis of varia>e by kind in a separate an..ysis with kind as the only
efféct.

dol
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Pretest;, Posttest, and Adjusted Mean Scores and Univariate F-tests of
Significance

Varigble  Group N PreM PreSD PosM PosSD AdiM

Treatment 1 LD 17 2.95 308 3.72 562 3.75

Regular .7 3.09 158 3.58 554 3.58
Treatment2 LD 12 3.03 308 3.44 643 3.45

Regular .7 301 195 3.71 544 3.72
Treatment 3 LD 14  3.09 262  3.13 452 3.12

Regular 17  3.10 195 3.74 555  3.73
Tﬁtfﬁéﬂt& Lb'"“'.”“““,“””f"““"””'”““““”"""”“'“;;';;';;;;;;;;;;;;;;;

Effect F

Kind 4.0022%*
Treatment ¥ Kind 3.5344%

**p<.05
*p<.01
Note. Due to attrition of degrees of freedom when using the full mode!, it was necessary
to calculate the analysis of variance by kind in a separate analysis with kind as the only
effect.

Table 4
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Muicivariate Analysis of Covariance

Type of Test 'V alize Hypoth. df Error df F

Hotelling's 12 24925 9.0 236 024
Wilk's Lambda 79246 9.0 194 026

Pretest, Posttest, and Adjusted Gain Scores and Univariate F-tests of
Significance

Variable Group N Pre M Pre SD PosM  Pos SD Adj.Gain

Subscale: Passage Comprehension
Treatment 1 LD 15 14620 1312 i5.27 10.60 .949
Regular 15  160.80 655 14347  7.12 491
Treatment 2 LD 15 151.80 12.03 15147  9.80 -1.42
Regular 17 16006 629 16347  7:.12 460

Treatment 3 LD 16 14856 581 15050 10.77 .043

Treatment4 LD......oovveo.... s et

Effect F

Kind . 10.778+*
Treatment x Kind 4.3034*

*p<.01  **p<.001
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Abstract

The purpose of this study was to assess the attitudes of LD students and their regular class
peers using multiple attitude measures in several different schools where LD students were
placed in self-contained classes: Further, attitudes toward school and learning were assessed
for both LD and regular class students: A total of 52 ED students (all of the students in all four
self-contained classrooms) participated in the study: Of these 52 students, 22 were in
Kindergarten through third-grade classrooms while 30 were in fourth through sixth-grade
classrooms. Additionally; 72 regiilar class students; all of the low functioning readers in the
four schools, were indentified to be included in this study. Of these 32 were in third-grade while
40 were in fifth- grade classrooms. Results indicated no difference between LD students’
attitudes toward other LD students and their attitudes toward regular class students: Similarly;
no difference was found between regular class students attitudes toward other regular class
students and their attitudes toward LD students. Further; there was no difference between
regular class students' attitudes and LD students' attitudes toward each othér. Younger
students were more accepting of students of the othier kind and had more positive attitudes about
themselves as learners. LD students were more confident about themselves as learners than were

regular class students.
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Peer Acceptance of Learning Disabled Elementary Students

The influence of peer attitudes increases markedly during the elementary school years and
becomes more important than teacher attitudes (Reid, 1984). Because gaining peer acceptance is
one of the primary needs of children approaching adoléscence; LD childrén may be severely
affected by ncgative peer attitudes. However, it is uncertain whether regular class students
have negative attitudes toward their LD peers. Table 1 summarizes empirical studies which have
examined social attitudes between LD and regular class students. While all of the studies
reviewed found that LD students experience some degree of social maladjustment, some of the
conclusions drawn from these studies are contradictory.

In a study examining the interactions between LD and regular class students, researchers
régiiiéf class peers (Bryan, 1974) and found that LD children were not accepted and were, in
fact, rejected by their regular class peers: Additionally, the regular class students viewed the
LD children as scared, unhappy, worried and, generally, children who are not desirable
playmates. In a similar stedy Garrett and Crump (1986) found that LD students were preferred
less frequently and, thus; were found to have significantly lower social status than the regular
class studenits.

As can be.seen in Table 1, not all studies have indicatéd completely negative results
acceptance of LD children compared to regular class students and students with other
handicapping conditions. He found LD students to be less socially accepted than regular class
children, although attitudes toward LD children were mmore positive than toward children with
other handicaps. This study, however, elicited attitudes about hypothetical cases rather than

attitudes toward specific, real people known to the respondents as did the former two studies by
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Bryan (1974) and Garrett and Crump (1980). Consequently, it may be inappropriate to
compare these two sets of results.
Results of studies suggesting that I.D children's degree of social acceptance is less negative

attitudes toward specific individuals. In their study, Siperstein, Bopp, and Bak (1978) found

that LD students were EiEdiﬁcmﬂy less popular than regular class students: However, they also
determined that while LD students were never among the most popular, their incidence among
the isolates was similar to regular class students: These results confirm Bryans' results that ED
children are not as popular as regular class students, however, they do not indicate LD children
are rejected; as Bryan concluded. Rather; Siperstein et. al. concluded that children with
academiic problems are socially hampered, although not necessarily rejected. Further, they
suggest that the greater the LD children's strenigths in other arcas; such as athletics, the greater
their chances are of being more socially accepted. Thus, an LD child's attributes which may
have little to do with their handicap may have miich to do with their degree of accepiance by
their peers.

The LD children's influence on their social acceptance was the focus of an observational
significantly more competitive statements than non-LD children (Bryan, Wheeler, Felcan &
Henek,; 1976): Inversely, the non-LD children were found to be the recipients of significantly

data indicated that being nice may elicit niceness in others and competitiveness elicits
competitiveness in others: As Siperstein et al: suggest that positive attributes may contribute
positively toward LD children's social acceptance; Bryan et al: have shown similarly that ED
children's negative attributes contribute negatively to their social acceptance: Thus; social

acceptance is not simply an issue of regular class students’ attitudes; LD's children's behavior
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is also a variable for consideration when studying social acceptance of LD children.

Three studies, however, have reported results which are inconsistent with those previously
mentionied. First, The results of a study of 362 elementary students indicated that LD children
were not rated significantly lower in popularity than their regular class peers (Prillaman, 1981).
Further, Prillaman found that while LD children were as well accepted as regular class students,
they were found to be significantly over-represented in the isolation category. The reason for
the inconsistency between these results and those of Siperstein et. al. (1978) are not clear.
Prillaman suggests that it is important not to interpret isolation as rejection. It may, in fact,
indicate that a child is regarded neither negatively nor positively, but in a neutral way. Prillaman
also suggests that recent awareness in learning disabilities and special programs for LD
populations may explain the improved attitude. In another study conducted by Sainato (1983),
similar results were found showing no significant differences between social acceptance of LD
and regular class children, which may further substantiate that improvements have been made.
Nevertheless, even ini these studiés which have indicated more positive results régarding social
maladjustment which miist be studied further.

Various explanations have been offered regarding thie nature of this maladjustment. Garrett
and Crump (1980) found no significant differences in social acceptance between LD students
and regular class students; although the LD students tcrnided to overestimate their social status
while regular class students did the converse. This may support the claim of Siperstein et al.
(1978) that the LD students’ attribute of self-confidence evidenced in their overestimating of
their social status may actually enhance their social acceptance. Bruininks (1978) also showed
that LD childi»n are less accurate than their regular class peers in assessing their own social
status. However, Bruininks found that peer social acceptance of LD students in mainstream

programs was significantly less than that of regular class students. The findings of another
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study further complicate the issue, as Horowitz (1981) found that while LD children were less
popular than their normal peers, they were no less insightful about how others regarded them.
Perhaps Horowitz's finding is consistent with that of Garrett and Crump inasmuch as LD
children are no less insightful, however LD children over-estimate their status while regular
class students underestimate their own status.

One of the problems in interpreting these findings is in understanding the meaning of the
label "LD" across studies. Students with various degrees of handicapping conditions have been
labeled "LD". In the Colorado Learning Disabilities Study; Davis and Smith (1984) found that
there was a striking difference in the characteristics of children labeled "ED": Among them were
children who were slow learners, emotionally disturbed, and below average achievers (in high
achieving districts). Thus, one possible explanation for the discrepent findings of the studies
reviewed above is the nebulous use of the term "LD". |

One of the strengths of the Bryan et al. (1976) study is that it emphasized observing actual
behavior, rather than hypothetical, anticipated or expressed behavior as used in the other studies
mentioned earlier (Bryan, 1974; Garrett and Crump, 1980; Siperstein et. al.; 1978; Prillaman
(1981);.Sainato (1983). It is important to note that actua’ behavior may differ from verbally
expressed behavior: The results of a study of 34 LD ard regular class children indicated that LD
children were of lower status than their non-LD peers, and that regular class children actually
play with approximately one-half of the LD children they express a liking toward (Levy and
Gottlieb, 1984). This does not necessarily suggest that the conclusions of the previously
mentioned studies are inaccurate; but that a richer description of social acceptance may be
* obtained by observing actual behaviors as well as expressed behaviors. Consequently,
possible discrepancies exist between each of these studies; such as the degree of social rejection
as pointed out between the Sryan and Siperstein study and the question raised here pertaining to

the degree of accuracy of expressed social behaviors and the difference between attitudes toward
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respondents: It is likely these two measurement approaches; by their very natures, assess two
different constructs and, thus;, may have contributed to some of the disparity in these findings.
Despite the contradictions, cach of the studies indicated that LD students experience some form

of social acceptance deficiencies:

The purpose of this study was to assess the attitudes of LD students and their regular class
peers using multiple attitude measures in several different schools where ED students were
placed in self-contained classes. Further, attitudes toward school and learning were assessed

for both LD and regular class students. With respect to questions pertaining to social

acceptance; it was hypothesized that LD students would demonstrate a more positive attitude
toward other LD students than toward regular class students and that regular class students
students. Further, it was hypothesized that LD and regular class students would demonstrate
similar attitudes toward each other. Regarding attitudes about school and learning, it was
hypothesized that LD students would demonstrate a less positive attitude toward school and
learning than regular class students.

Methods

Students selected for the study were enrolled in four schools in the Davis School District,
north of Salt Lake City: The people of the area were predominantly middle-class caucasion with
light industry and agricultural occupations: Four schools in the district with self-contained
learning disabled (LD) classrooms, were included in the study: A total of 52 LD students (all
of the students in all four self-contained classrooms) participated in the study. Of these 52

103



Peer Acceptance of LD Students

103
sixth-grade classroonis. Additionally; 72 regular class students; all of the low functioning
study to improve peer social acceptance and reading skills through peer tutoring: Rather than
randomly selecting the regular class students, all students whose reading abilities suggested that
peer tutoring would benefit were chosen. Teachers' inferential self-concept ratings on thése
students indicated an equal respresentation of students with respect to degree of populatity,

self-esteem and attitudes about school. Of the 72 regular class students, 32 were in third-grade

classrooms while 40 were in fifth-grade classrooms.

Four instruments were administered to ali of the students in the three treatment groups as
pretest and posttests: one standardized self-attitude test (Student Perceptions of Ability Scale),
and three measures of attitude toward school or classmates (Student Attitudes Questionnaire;
Attitudes About School, and the Who's On Your Team Test). The SPAS instrument is
comprised of 70 statements about which the student determines to be "un-like" or "like" himself
or herself. This instrument was uséd to detérminé differences in academic self-esteem between
the LD and regular class students. This instrument has been used widely in elementary schools.
Estimates of internal consistency were reported using Cronbach's alpha (.915). Test-retest
reliability data were collected resulting in a stability coefficient for the full SPAS at .834. The
Students Attitudes Questionnaire inclides a list of 20 adjectives and 14 short phrases which are
used at the end of the question, "How miich are the students in 's class...?" For
each of the adjectives the student resporids on a five point scale which illustrated as follows: all,
questions pertainig to attitudes about school and uses the same scale described for the Students

time. The Attitudes About School instrumént consists of éight

Attitudes Questionnaire. Four tests of reliability were performed on the Attitudes About School

and Student Attitudes Questionnaire on each of group of students in the study; LD, regular
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class; younger and older. The internal consistency full scale Chronbach's alpha ranged from
.80 to .95. The Who's On Your Team instrument was designed to focus on social distance
choice behavior between students in elementary school. This instrument required each student
to list; in rank order, five students wanted on his/her team. While this measurement technique
was not tested for reliability, a number of prévious studies which have used the technique have
reported corfidence in it (Bryan; 1974; Garrett & Crump, 1980; Prillaman; 1981):
Data Analysi
the data included simultaneous measurements on many variables of interest, a multivariate
analysis was used. (Johnson and Wichern, 1982). Two sets of analyses were performed. First,
data were analyzed using multivariate analysis of variance followed by repeated one-way
analysis of variance. Because there were only 98 of the 124 participants for whom there was
data for cach measure on the pretest; the multivariate analysis of variance was actually conducted
on a subgroup of the participants: Consequently, it was necessary to perform individual
analyses of variance on each pretest measure, including the total number of participants for
whom there was data on each measure:

Upon first examination the multivariate procedure appeared the most conservative and
appropriate procedure to use: However, this procedure makes the assumption that any cases
which do not include data on all variables be excluded from the anlaysis: Since there were only
98 of the 124 participants for whom there was data on all four instruments (which meant 26
participants would be excluded in the multivariate analysis); it was determined that univariate
analyses of variance on each individual measure were actually the more appropriate procedures
to use.

It should be noted that the reason there were only 98 of 124 participants for whom there

was data on all four instruments was not because of attrition or data collection error: Rather;
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two specific problems arose during data collection. First, many younger and some :’o’i’ciér
students experienced difficulty in cither completing instruments or in completing them
accurately. The experimenter read aloud the instruments to all LD students administering the
insruments in a one-on-one fashion to many of them: While most of the LD students did not
have difficulty, some appeared to be not concentrating and somewhat indiscriminant in their
responses. Consequently, this data was discarded: These cases represent the majority of the
missing data. A second problem was absenteeism which resulted in several participants not
receiving one or two of the instruments.

The findings will be reported in two separate parts: 1) results from the multivariate
analysis of variance on all five attitide measures; and 2) results of individual analyses of ¢ach
attitude measure. These findings will be reported with respect to the specific hypotheses which
they addressed.

"wo.- 1) Prior to treatment, LD students will demonstrate a

more positive attitude toward other LD students than toward regular class students as measured
by social attitude instruments; and 2) Prior to treatment; regular class students will demonsrate a
more positive attitude toward other regular class students than toward LD students as measured
by social attitude measures.

The univariate analysis of variance comparing pre-test scores on the Other Class and Own
Class Attitud= measures indicated no significant difference between the two tests for éither the
LD or the regular class students. Therefore, hypotheses one and two were determined to have
not been confiraed.

Hypothesis Three. Prior to treatment, LD and regular class students will demonstrate
similar attitudes toward each other as measured by social attitude instruments.

No significant difference was found on either the multivariate or univariate analysis of
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variance between the LD and regular class students nior on the interaction between grade group
and kind. Consequently, it was determined that LD and regular class students did indeed have
similar attitudes toward each other.

Prior to treatment, LD students will demonstrate a less positive

attitude toward school and learning than regular class students as measured by school attitude
tests.

The first multivariate analysis of variance on the attitude measures showed no significant
difference between LD and regular class students. However; the second set of pre-treatment
findings, which included all of the data on each measure; indicated there was a difference
between LD and regular class students' attitudes about school. The multivariate analysis of
varianice conducted on the SPAS subscales showed 4 significant difference between LD and
regular class studets, E (6, 110)= .148, p<.01. Further univariate analysis on the subscales
showed that only one subscale, Confidence was significantly different, F(1,115)= .193, p<.05.
indicating that LD students scored significantly higher than the regular class students. Table 2
summarizes the findings of the multivariate analysis of variance and univariate F-tests of
significance on the SPAS subscales where difference between LD and regular class students
was tested. .

Ouestion One, Prior to treatment, is there a differerice between the younger students
and the older students in social attitudes as measured by social attitude measures?

The first multivariate analysis of variance on the attitude measures showed a significant
difference between younger and older students' performance. The multivariate test of
significance indicated that a significant difference existed between the young and older students,
E(5,91)=:234, p<.01, likely on at least one of the five attitude measures' mean scores. When

examining the univariate F-test and younger and older students’ means, it was seen that there
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was a significant difference between the two groups on the Other Class pre-test F(1;95)= 4.77,
p< .05. Further univariate analysis of variance including all of the existing cases on the Other
Class pre-test also indicated a significant difference between younger and older students, F(1,
114)=3.66, p< .05.

o, Prior to treatmient; is theré a difference between the vounger students

and older students in attitudes about school and learning?

The results of the analysis of variance on the Attitudes About Schiool test indicated a
difference between younger and older students, E(1,114)=8.85, p< .01. The means which are
reported in Table 3 show that the older students scored higher than the younger students on the
Attitudes About School measure. The analysis of variance also indicated a significant grade
group by kind interaction, F(1,114)=4.45, p< .05. This interaction indicates that the difference
between LD younger students and LD older students is significantly different from the
difference between the Regular class younger students and the regular class older students.
Specifically, there is a greater difference due to age for the regular class students than for the LD
students.

The first multivariate analysis of variance on the attitude measures showed a significant
difference between younger and older students' performance. The multivariate test of
significance indicated that on at least one of the five attitude measures' mean scores, significant
difference existed between the young and older students, F(5,91)=.235, p<.01. A significant
difference was found between the younger and older students on the SPAS test, F(1,95)=4.8,
p< 5. The separate multivariate analysis of variance; Table 4; including all of the existing
cases on the SPAS pre-tést subscales indicated a significant difference between younger and
older students; F(6;111)=:230; p<.001. This finding indicated that there was a significant
difference between younger and older students on the SPAS; likely on at least one of the

subscales. Univariate analysis on the SPAS subscales showed significance on three of the
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seven subscales; Confidence, E(1,116)=17.5, p<.001; School Satisifaction, E(1,116)=7.52,
p<.01; and Penmanship/Neatness, F(1,116)=3.75, p<.05. On all three of these subscales,
younger students scored significantly higher than older students. No difference between
younger and older students was found on the other four subscales.
I
The results showed that LD students' attitudes toward regular class students, as expressed
on the Student Attitudes Questionnaire, were not significantly different from their attitudes

class students approximately one-third as often as they chose ED students from their own class
to be on their tcam. Regular class students; on the other hand; chose LD students slightly less
than one-third as often as they chose other regular class students:

This finding is important because it demonstrates that the measurement of attitudes will
yield different results; possibly conflicting; depending on the type of instrument being used.
Previous research pointed to a critical question: should the focus of assessing social acceptance
of handicapped people be on a general handicapped population or on specific individuals kniown
to the persons being studied? Causing an attitude to be generalized from a specific individual; or
set of individuals, to a larger unfamiliar population is a noble, but difficult endeavor. However,
it has been shown that attitudes toward specific populations known to persons being studied are
inore easily assessed as well as influenced. The important question raised here is, what aspects
of social atitude, or social acceptance reflect what Custer and Osguthorpe (1983) referred to as
that which is necessary for productive and gratifying living. Is it something which can be
assessed by means of passive, self-report measures or is it a function of interpersonal rapport?

In this case, the passive, self-report technique as used in the Students' Attitude Questionnaire
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showed that both LD students expressed positive attitiides toward other LD students and toward
the regular class students. Similarly, regular class students expressed positive attitudes toward
other regular class students and toward LD students. However, when they were required to
express their attitudes more actively by chosing teammates, differences arose between number

of students of their own kind that were chosen and the numiber of students of the other kind that

were chosen: While it may be expected that students from their own class would be chosen
more than students from other classes, this finding is important because it illuminates an
interesting issue when studying attitudes and the manifestations of attitudes with special
education students who are in self-contained classrooms. If positive attitudes between LD and
regular class students are defined strictly in terms of the students' ability to passively report
positiveness; by means of choosing adjectives; for example, actual social interactivity is not @
point of interest: With such a focus; then; one may conclude that LD and regular class students
have similiar attitudes toward students of the other kind, in other classes, as they do toward
students of their own kind, who are in their own class. However, a deeper or richer
understanding of this attitude could be obtained if a positive attitude is defined in terms of
attitudinal self-report as well as actual choices about interacting with the other kind of students,
which could lead to real social consequences.

From this finding; then; it is concluded that on one level D and regular class students
expressed attitudes toward each other which are not significantly different from their attitudes
toward students of their own kind. While LD and regular class students have positive attitudes
about each other at a distance, as indicated by the résults of the Student Attitudes Questionnaire,
this finding also suggests that the students’ positive attitudes may not transfer into a positive
comfortable actually interacting.

It has been concluded that both the regular class and LD students expressed attitudes
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toward students of their own kind which were similar to their attitudes toward students of the
other kind. The next question was, are the LD students' attitudes toward regular class students
similar to the regular class students’ attitudes toward the LD students? The formerly mentioned
findings showed that LD and regular class students' both expressed positive attitudes toward the
other and that their attitudes toward the other kind were not significantly different from the
attitudes toward their own kind. However, furtheér evidence was found which indicatéd that LD
students chose regular class students to be on their team slightly more than regular class students
chose LD students. Interestingly, no significant difference between LD and regular class
students was found on the Students' Attitude Questionnaire. This may mean that when LD
students anticipate a social interaction, they feel more conifortable with regular class students
than the regular class students do with them, even though passive expression of attitudes is
similiar between the two kinds.

The team choice finding supports the research of Siperstein et. al. (1978) and Bruininks
(1978) that LD students tend to overestimate their social acceptability. When given an
opportunity to select a teammate, LD students would choose to be on a team which would
include regular class students who likely would not include them. While' Siperstein (1978)
concluded that LD students' overestimation of their social status may actually enhance their
social status, studies by Bruinink's (1978) challenged Siperstein's claim. The imbalance seen in
the present study may actually contribute to the LD students' social unacceptability and gives
reason for social skills training for ED students’ which will not only help them to become more
socially acceptable but to develop skills at better understanding their status among their peers.
However, the influence of overestimated social statis on actual social status is not yet certain.

Another interesting issue which stems from this finding is that ED children are always
outnumbered in schools. If they are at all involved in the social climate of the school, they will

find themselves desiring to participaté in social activities with regular class students who are
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likely not to want them involved. Thus, it is inevitable that LD students will be placed in
situations where there is potential for social interaction with regular class students. However, if
in these situations LD students are not accepted by regular class students; but nevertheless
important for special educators to be aware of LD students' need tc be given opportunities
which will lead to increased social acceptance before these occasions for socivl interaction arise:

One of the important questions which follows is whether or not younger students' attitudes
treatmient is there a differénce between the younger students and the older students in social
attitudes as measured by the social attitude instruments? Interestingly, younger students
expressed significantly more positive attitudes toward the other kind of students than older
studenits on the Student Attitudes Questionnaire. This was the case in both LD and regular class

populations. However, the difference in attitudes between the older and younger students was
only evident on the Student Attitudes Questionnaire, not on the Who's On Your Team test. This
finding may suggest that while the younger students' self-reported attitudes were more positive
about the other kind of students, some sort of inhibition was present which prevented them from
manifesting this attitudinal difference when making team choices. Perhaps they held a distant
liking for the other kind of students, but felt uncomfortable with them.

This finding, however, also indicates that older students experienced attitudes which were
more negative than younger students and possibly were also inhibited, for some reason, from
manifesting this attitude when making team choices. Perhaps the older students had motivations
which somehow went beyond their self-reported attitudes about the other kind of students:
Perhaps they felt some sort of moaral imperative to choose to be around the other kind of
students in spite of their attitudes. It is also likely that the older students were more capable of

enjoying being around the other kind of students whose attributes they did not appreciate: This
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finding may suggest that attitude and rapport can function separately. However, further
research is nesded before firm conclusions can be made. |
Another possible explanation for the difference due to grade group on the Student Attitude
Questionnaire and the lack of difference on the Who's On Your Team test is that both the
younger and the older students were manifesting two different kinds of attitudes. The School
Attitude Questionaire elicits attitudes about the other kind of students with no mention or
relativity to rapport: The Who's On Your Team test; however, addresses nothing about
opinions pertaining to atiributes of the other students and applies strictly to social distance and
rapport. In this case; the two aspects of attitude may have functioned separately: Once again it
is apparent that there are two critical aspects to social acceptance; mental attitude and rapport.
What is not understood is how these two aspects relate to one another- Is one a function of the
other ? Does one precede the other? Can the two constructs operate independently or are they
interdependent?
Attitud The fourth hypothesis that was tested by this study was:

Prior to treatment, LD students will demonstrate a less positive attitude toward school and
learning than regular class students as measured by school attitude tests. The results of the
SPAS test indicated that LD students were significantly more confident, geneérally; about
themselves academically. While research on academic self-esteemm, Osguthorpe (1984); has
students; the results of the SPAS test show the contrary. Perhaps this is similiar to other

evidence that LD students tend to overestimate their own academic abilities (Siperstein et. al.,

1978; Bruininks,1978; Horowitz, 1981). It is also possible that this finding does not reflect an
overestimation; but rather a response to the programs given them which are especially aimed at

Another finding pertaining to attitudes about school addressed the second research
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question: Prior to treatment is there a differerice between the younger and older students in
attitudes about school and learning? The results indicated that the younger students scored
significantly higher than older students on three of the SPAS subscales. One possible

self-esteem in the areas of general confiderice, school satisfaction and penmanship/neatriess
decline. However, the results of the Attitudes Aboit School Questionnaire indicated the
opposite, that the older students scored significantly higher than the younger students. This
instrument reflects thie students’ insight on learning processes more than on self-esteen; which
explains the contradictoty results. These findings suggest that with age and length of time in

school, students will likely become less confident, but will gain more insight about learning

positive attitude did not transfer into positive rapport with each other, as they did not choose
the other kind of students on the team test as much as they chose students of their own kind.
This suggests that they did not feel as comfortable actually interacting as they might have. In
addition, LD students tended to overestimate their social acceptance; choosing the regular class
students to be on thieir team miore than the regular class chose them. Younger students were also
miore positive toward students of the other kind than were older students on self-report
measires. However, because this differenice between younger and older students was not

manifested on the team choice measiire, it was possible that the younger students held a distant

findings suggested that mental attitude and social rapport can function separately. A further
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conclusion was that ED students were significantly more confident about their general ability
than were the regular class students: This finding may be due to overestimation (a tendency
found in LD stidents' self-perceptions) or a response to recent programs aimed at improving LD
students' academic self-esteem: A final conclusion was that younger students were generally
more confident, satisfied with school, and perceived themselves as neater than older students.
This suggested that with age or length in time with school, students may become less confident
and satisfied in these areas.

Further study of social acceptance between LD and regular class students should be done
for the following reasons: 1) to develop more sensitive attitude instruments to be used when
assessing social acceptance; 2) to study the difference between attitudes toward hypothetical
groups and actual persons known to the respondents; 3) to study the difference between
passively reported attitudes and actively expressed attitudes; and 4) to assess current levet of

social acceptance of LD students as various improvement efforts are made in this area.
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. _ i ‘Measurement i

Citation Sample Instrument(s) Result

Bruininks LD children LD children are less accurate than

(1978) their regular class peers in assess-

ing their own social status.

Bryan (1974) 62 third, 1.Friend List LD children were not accepted
fourth and 2. Auribute List  and were rejected by regular class
fifth-grade Both measures peers. Regular class students
LD & regular elicited attitudes LD students as scared, unhappy,
class students about a specific and, generally undesirable to

population known have as playmates.
to the respondents.

Bryan, Third- Observational LD children emited significantly

Wheeler, to Fifth- study on the more competitive statements than

Felcan & graders quality of inter- non-LD children. Non-LD child-

Henek pgrggnal comm- ren were the recipients of signifi-

(1976) unications cantly more statements showing

consideration

Garrett & 100 fourth, 1. lfr!egg List LD students were preferred less

Crump fifth-, and sixth-  Elicits attitudes frequently and, thus, were found

(1980) grade regular about a specific to have significantlly lower social
class and LD population known status than regular class students.

to the respondents.

Garrett & Social Acceptance No difference between LD and

Crump Scale regular class students. LD stud-

(1980) ents tended to over-estimate their

social status while regular class
students did the converse:.

Horowitz Attitudes abouta LD children were less popular

(1981) specific population than their regular class peers, but

known to the were no less insightful abuot how
respondents: others regarded them.

Levy & 341D & Friend list _ LD children were of lower social

Gottlieb regular class and observation status than non-LD peers: Reg-

(1984) students Attitudes about ular class students actually play

a specific popula- with approx. one-half of the LD
. tion known to children the express a liking
the respondents.  toward.
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( 1984)

Bak (1978)

332 second-,
to sixth-grade
stiudents

362 second-

to sixth-graders
of whom 28 were
LD

regular and
LD students
clementary age

177 fifth- &
sixth-graders
22 of whom

were LD
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1. Scale of Child- LD students were less socially
ren's Attitudes  accepted than regular class
Toward Exception- students: However; attitudes to-
alities (SCATE)
Elicits attitudes posmvc than toward children
about a general with other handicaps.
population.

LD children were not rated lower
than regular class peers in popul-
arity. LD children were accepted
just as regilar class students. LD
students were significantly over-

represented in the isolation group

Friend list.
Attitudes about

a specific pyopula-
tion know to the
respondents.

Attitudes about

a specific popula-
tion known to the
respondents.

No significant difference between
social acceptance of LD and reg-
ular class students.

1. List students
opinions of best
athlete, smartest
and the best

looking student.
Elicited attitudes

about a specific
population known

to the respondents.

LD students were signficantly
less popular than regular class
students.LD students were riever
among the most popular, yet

not overrepresented in the

social isolates group.
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Type of Test Value Hypoth: df Error df Sig. of F
Hotelling's T2 .148 6 110 017
Wilk's Lambda .871 6 110 017

Gen. Ability LD 1.57 238

Regular 1.56 276 .07
Read./Spell LD 1.64 280

: Regular 1.65 243 .002

Confidence 1D 1.49 242

Regular 1.41 172 4.73%
School p 1.64 258
Satisfaction Regular . 170 233 2.47
Pein./Neatess 1D © 1.66 277

Regular 1.70 221 1.025
Arithmetic LD 1.66 261

Regular 1.68 207 2818

LD Group n=45 Regular Group n=73 *p<.05
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Pretest, Adjusted Mean Scores and Univariate F-tests of Significance

ol

Grade Group Kind M SD

younger LD 2.58 519
Regular 2.91 552
younger grouped 2.8 .559
older LD 3.1 610
Regular 3.0 442
older grouped 3.04 543
Grade Group 8.85*%
Kind x Grade Group 4.50°

B

younger n=50 LD n=45 *p<.01
older n=69 Regular n=73 **5<.05
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Hotelling's T2 23042 6 111 .001
Wilk's Lambda 81273 6 111 .001

Pretest Means, Standard Deviations and Univariate F-tests of Significance

Variable Grades M SD F

Gen. Ability younger 1.57 264
older 1.56 .260 .061

Read/Speli younger 1.69 202
older 1.62 .284 2:139

Confidence younger 1.53 .191

older 1:38 .193 17.51*
Schiool younger 1.75 188
Satisfaction older 1.63 250 7.519+*
Pen./Neatness  younger 1.74 .188

older 1.65 270 3.745%%+
Arithmetic younger 1.67 -168

older 1.67 262 0427

younger n=48 *p<.001

older n=70 **p<.01
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Abstract

Sign language instruction has become an increasingly popular treatment for normal-hearing
mentally retarded persons with communication deficits, though research findings concerning the
benefits of such instruction are inconclusive. One successful method of sign language training has
been reverse-role tutoring, in which retarded studerits teach sign language to regular class peers. In
this study, 17 moderately and severely retarded students tutored 68 regular class elementary
students in sign language: A pretest-posttest control group design was used to measure the effects
skills of the retarded students: Results showed that the handicapped students in the experimental
group (those who learned and tutored sign language) performed similarly to the handicapped

students in the control group (those who did not learn sign language) on five instrurients designed

to measure receptive and expressive communication skills.
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The Effects of Reverse-role Sign Language Tutoring

on Communication Skills of Retarded Students

Comimunication is a priority in the development of meaningful interactions, yet the majority
of moderately and severely mentally retarded individuals have impaired communication skills.
According to federal reports (Grossman, 1983), speech or language disability combined with
mental retardation is the most common of all dual disabilities. The President's Commission on
Mental Retardation (1975) reported that an estimated 55% of all mentally retarded persons
manifested some form of speech handicap, and additional studies (Garcia & DeHaven, 1974:

Reich, 1978) estimated that 75% to 80% of people with IQ's below 50 have severe speech
problems.

Instruction in manual communication has become an increasingly popuiar treatment for
normal-hearing mentally retarded persons with communication deficits. A 1977 survey by
Goodman, Wilson, and Bornstein (1978) revealed 4,000 persons in special education programs in
28 states were receiving some type of sign language instruction. At that time the authors of the
survey speculated that well over 10,000 clients in the United States were involved in sign programs
and that the number would be increasing. Of the 129 survey respondents, 72% indicated they were
using sign with moderately retarded persons; 79% were using sign with severely retarded persons,

and 53% were using sign with profoundly retarded persons: A similar survey in England; Wales,

severely and profoundly mentally retarded children were using signs as a form of communication:
Based on descriptions of adaptive behavior of retarded persons published by the American

Association on Mental Deficiency (Grossman, 1983), oné would assume that the majority of the
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moderately and severely retarded persons réceiving sign training already had some degree of
expressive verbal communication and that attempts were being made to improve those speaking
abilities.

Research, however, is inconclusive regarding tlie benefits of sign language instriiction for
their ability to functionally use and generalize the signs to new situations varied (Lombardino &
Kaswinkel, 1983; Duker & Michielsen, 1983; Duker & Morsink, 1984; Kohl, Wilcox & Karlan,
1978; Williams, 1978). Similarly, sign language instruction benefited communication skills of
some retarded students (Kotkin, 1979; Kotkin, Simpson, & Desanto, 1978; Penner & Williams,
1982; Sisson & Barrett, 1984) but was no more effective than speech-alone training in facilitating
speech and language skills of otl-r retarded students (e:g: Kahn, 1981; Moody, 1980; Romski &
Ruder; 1984).

One innovative and successful approach to teaching sign language to handicapped students
has been reverse-role tutoring (Custer & Osguthorpe, 1983; Osguthorpe, 1985; Osguthorpe,
Eiserman, & Shisler, 1985). These programs have employed intellectually handicapped students in
self-contained elementary school classrooms as the tutors with regular class students in the same
schools as the tutees. The content of the tutoring has been sign language. In these studies retarded
children who taught sign language to regular class students were reported by their parents to have
increased and improved sentence length, sentence structure, speech clarity, and general
conversational abilities as a result of participation in the sign tutoring program.

Tne purpose of this study was to systematically examine the effects of serving as reverse-role
sign language tutors on the communication skills of moderately and severely mentally handicapped

mentally retarded tutors will demonstrate a significant increase in verbal communication skills, as



Sign Language 126

measured by standardized language tests, when compared to a comparable group of retarded

students who do not participate as tutors.

Method
Subjects

Handicapped subjects were 33 mentally retarded students (11 girls and 22 boys), ranging in
chronological age from 7.1 years to 18.4 years, in mental age from 2.9 years to 7.4 years, and with
IQ scores from 35 to 73. Four students were mildly retarded, 20 were moderately retarded; and 9
were severely retarded. Four of the handicapped students had mild hearing losses but only two
wore hearing aids. One student had cerebral palsy, and 13 students had Down Syndrome. The
speech of the mentally handicapped students varied from normal to unintelligible. As measured by
the Arizona Articulation Proficiency Scale: Revised, 8 students had normal or near normal speech,
11 had intelligible speech with noticeable errors, 10 had intelligible speech with careful Lisiening,
and 4 had speech that was usually or always unintelligible. Mean length of utterance at the
beginning of the study varied from 1.2 to 5.7 morphemes.

A total of 68 regular class first through sixth grade students, 36 from school one and 32 from
school two, with no prior knowledge of sign language, were selected by their classtoom teachers
treatment groups, one composed primarily of younger students and one composed of older
students. In order to approximate peer age tutoring, regular class students were assigned to
tutoring groups according to age. Within each tutoring group, regular class tutees were randomly

assigned to handicapped tutors.
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Instruments

Five communication instruments were administered to all of the mentally handicapped students
as pretests and posttests: The Arizona Articulation Proficiency Scale: Revised (Fudala, 1963); the
Expressive One-Word Picture Vocabulary Test (Gardner, 1981), the Receptive One-Word Picture
Vocabulary Test (Gardner, 1985), the Miller-Yoder Language Vocabulary Test (Miller & Yoder,
1984), and a language sample of 50 spontaneous utterances adapted from Bloom and Lahey
(1978). The number of signs known by the treatment group students was also measured before
and after the treatment.

Procedure
The majority of the sign language vocabulary used was centered around topics suggested by the
special education students' teachers; thus ensuring the greatest opportunity for meaningful learning
and providing continuity with concurrent class instruction: Highly iconic manual sign words
were preferred over those whose signs bore little resemblance to the action or object being
represented (Goossens, 1983; Griffith & Robinson, 1980; Bray & Thrasher, 1982). Because many
of the handicapped tutors could not read, word selection was also limited to words which could be
easily represented in picture form. American Sign Language with English word order was already
being used in varying degrees at both special education schools and was the manual communication
system used in the study.
Tutors were provided a printed cue card showing (a) the word or phrase being signed; (b) an
iconic picture representation of the word or phrase, and (c) a graphic represenitation of the sign
" being performed. To assist regular class tutees whose handicapped tutors had poor speech skills,
tutees could see the word in print but could not see the graphic representations of the word.
Initial training for tutors consisted of 15-minute to 20-minute sessions conducted five times

weekly for two weeks: Students were taught the signs using pictures and actual objects; with the
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printed words being visible but never directly taught. Students were also instructed in how to
demonstrate and monitor correct production of the signs and to give positive feedback. A teacher's
aide was employed to assist the signing instructor in monitoring progress and providing
individualized practice.

The handicapped tutor - regular class tutee tutoring sessions began during the third week of the
project and continued for i3 weeks. Tutoring sessions were conducted for 15 minutes three days a
week. The first tutoring session lasted four weeks while the three successive sessions lasted three
weeks each. The regular class tutee group changed every three weeks in order to provide broader
contact for the handicapped students. Tutor training continiied for 15 minutes two days a week

while the reverse-role tutoring was progressing.

Results

The 17 students in the treatment group learned from 102 to 206 signs with a mean of 162 and
a standard deviation of 31. A comparison of these pretest scores with posttest scores showed that
students in the treatment group had significanily improved their receptive and expressive sign
language skills, t(16) = 5.04, p<.001.

However, a multivariate analysis of covariance on the scores of the five communication tests,
using the pretest scores and IQ as covariates; indicated no significant differences between the
treatment and control groups; F'(1; 14} = 1:.99; p>:10. Additionally, no significant pretest to
posttest score changes occurred for either of the groups on the five communication skills tests. An
analysis of the reliability of the five tests, including the pretest and posttest on each of the five tests,

yielded a Cronbach's alpha of .72.
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Discussion
The results of this study indicate that moderately and severely mentally retarded school age
children were successful in leamning sign language and teaching those signs to regular class
students at nearby schools. However, the sign instruction and tutoring experience did not
significantly affect the handicapped tutors' communication skills; as measured by standardized
tests.

The fact that this study showed that sign language did not improve communication skills of
students in the treatment group following 15 weeks of sign training is consistent with the findings
measure language or communication prior to and following instruction in sign language, and both
of whom failed to find any changes in communication skills due to the sign training. However, the
Ferguson, and Weller and Mahoney studies indicated that subjects made significant gains on the
language tests given, while the results of the present study indicated o significant changcs from
pretest to posttest.

The failure to find that sign language facilitated communication skills in moderately and severely
retarded individuals, is significant in light of Goodman;, Wilson, and Bomstein's (1978) estimation
that well over 10,000 retarded persons in the United States were receiving sign language training in
1978, and that the number would be increasing. Presumably; the intent of much of that instruction
was to improve the speaking abilities of the retarded students. This study indicates, however, that
the assumption that sign language training improves speech may be erroneous and that teachers
should be cautious if electing to present sign language instruction solely for the purpose of
facilitating students' verbal communication ski'ls.

No evidence has been presented that sign language instruction inhibits speech acquisition in

retarded persons who do not have other handicapping conditions such as autism (Cart, 1979). One
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would assume, therefore, that sign language instruction should nut be prohibited in the special
education classroom,; nor should it be restrictud only to students who do riot have expressive verbal

Teachers and researchers should be encouraged to conduct experiments to determine the éffects
of sign language instruction on the acquisition of reading and spelling skills, and to utilize sign
language to reinforce vocabulary acquisition. Additionally, moderately and severely retarded
students who attend school with students who use use sign language as a primary means of

communication, should be encouraged to leam signs in order to communicate with their classmates.
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Abstract
~ Mentally retarded students have often been poorly accepted by regular class students: In
Study 1, 17 retarded students tutored 51 regular class elementary students in sign language in order
to improve the attitudes of the regular class stuidents toward the retarded students. Results indicated
(a) no significant pretreatment to posttreatment changes in attitudes of regular class stidents toward
retarded students, and (b) no significant differences between attitudes of students in the treatment
and control groups. Study 2 measured the attitudes of 115 regular class elementary and junior high
students toward retarded and regular class peers. Attitudes toward regular class peers were
significantly more positive than attitudes toward retarded students, and attitudes toward retarded
students attending nearby schools were more positive than attitudes toward retarded students in

self-contained classrooms in the regular school.
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The Effects of Reverse-role Tutoring on the Attitudes of Regular Class
Students toward Retarded Students

Moderately and severely mentally retarded children have frequently been poorly accepted by
regular class students (Gresham; 1982). The negative attitudes of regular class students toward
handicapped students have been caused primarily by misbehaviors of the handicapped students
while positive attitudes have been generated largely by demonstrations of academic competence by
the handicapped students (Gottlieb, Semmel, & Veldman, 1978). One successful approach
developed to create positive interactions between mentally retarded and regular class students has
& Shisler, 1985). These programs have employed intellectually handicapped students in
sel{-contained elementary school classrooms as the tutors with regular class students in the same
schools as the tutees. The content of the tutoring has been sign language. These studies indicated
that reverse-role tutoring resulted in increased contact between retarded and regular class students
during free-play times on the playground:

The reverse-role tutoring studies also indicated that greater gains in free-play time with regular
class students occurred for the less handicapped students than for their more severely handicapped
peers. This finding was consistent with Burton and Hirshoren's (1979) suggestion that the more
sever¢ the handicapping condition, the greater would be the rejection by regular class peers.
However, handicapped students labeled as retarded have sometimes been more acceptable to
regular class children than handicapped peers whose retardation was less apparent (Budoff &
Siperstein, 1978). Wile the students in the previous studies were classified as educable mentally
retarded and attended the same school as the regular class students; moderately and severely

mentally retarded students enrolled in self-contained schools might also benefit and succeed
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academically and socially in the role of tutors for regular class students.

Study 1
attitudes of regular class students toward retarded students attending nearby schools. The
hypdthésis was: thi-du’gii their jiéﬁiéiﬁéﬁéﬁ in the reverse-role tutoring study, regular class tutees
will demonstrate more positive attitudes toward mentally retarded students at adjacent schools than

regular class students who do not participate as tutees:

Subiccts

Handicapped subjects were 33 mentally retarded students (11 girls and 22 boys); ranging in
IQ scores from 35 to 73. Four students were mildly retarded, 20 were moderately retarded; and 9
were severely retarded. One student had cerebral palsy, and 13 students had Downs Syndrome.
The speech of the retarded students varied from normal to unintelligible. The retarded students,
attending two self-contained special education schools, were randomly assigned to treatment and
control groups. Students in treatment groups were then separated according to age; forming
younger and older treatment groups at each school.

A total of 102 regular class first through sixth graders, 54 from school one and 48 from school
two, with no prior knowledge of sign language were selected by their classroom teachers and
randomly assigned to the treatment or control group. The students attended elementary schools
adjacent to the special education schools. Each special education school had two treatment groups,
one composed primarily of younger students and one composed of older students. In order to

approximate peer age tiitbi'iiig; i'égiiiéi' class students were assigned to tutoring groups according to
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Although 102 regular class students participated.only 93 students completed both the pretest and
the posttest.

Three tutoring sessions of three weeks each were conducted, allowing the largest possible
number of regular class students to participate in the signing program: The three tutoring sessions
provided retarded tutors the opportunity of tutoring three different regular class tutees in a

one-orni-one situation, and provided éncounter situations which could be compared.

An attitude questionnaire designed specifically for the study was administered as a pretest to
each student in the regular class treatment groups immediately before each group began receiving
sign language instruction. Simultaneously, the scale was administered fo the regular class control
administered to the entire group of regular class students as a posttest. Ninety-three students
completed both the pretest and the posttest. The attitude questionnaire, based on a similar
questionnaire ased in previous reverse-role tutoring studies (Shisler, 1986), was a Leikert-type
rating scale including 19 positive and 13 negative adjectives, statements or questions such as
"happy," "sloppy," and "If you had a retarded brother or sister, would you tell your friends?" The
five-point quantitative scale asked students to mark whether each item described the retarded

students at the adjacent schools always; most of the time; sometimes; once in a while, or never.
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preceded by two weeks of initial instruction for the retarded tutors and a four week pilot study,
the handicapped tutor - regular class tutee tutoring sessions began during the seventh week of the
project and continued for nine weeks. Tutoring sessions were conducted for 15 minutes three days
a week. The regular class tutee group changed every three weeks in order to provide broader
contact for the handicapped students. Tutor training continued for 15 minutes two days a week
while the reverse-role tutoring was progressing.

An analysis of variance indicated that regular-class students showed no significant changes in
attitude as measured by the questionnaire developed for this stady; F(1; 68} = 1.98, p>.10. Scores
Cronbach's alpha of .96. While attitudes of the treatment group did not significantly increase over
attitudes of the control group neither did they significantly decrease:

When compared to attitude scores of regular class students in a similar study (Shisler; 1986);

the attitude scores of regular class students in this study were unexpectedly high.

Study 2
Because regular class students in Study 1 demonstrated unexpectedly pocitive scores when

assumed that the regular class students in the second study might have had more contact with

retarded students at their own schools than regular class students in Studv 1 had with retarded
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students in nearby schools. The purposes of Study 2 Were (a) to examine the differences between
attitudes of regular class students toward regular class peers and toward retarded peers in
self-contained classrooms in their own schools, and (b) to examine the differences between regular
class students' attitudes toward retarded peers in self-contained classrooms in their own schools;
and toward retarded students in nearby self-contained schools.

The hypotheses for Study 2 were based on studies indicating that the attitudes of regular class
students toward retarded students tend to become increasingly more riegative as the contact between
the two groups increases (Goodman, Gottlieb, & Harrison, 1972; Gottlieb & Budoff, 1973
Gottlieb; Cohen; & Goldstein, 1974). The hypotheses were: As measured by an atfi:ude
questionnaire: (a) regular class fourth and seventh grade students will demonstrate significanitly
more positive attitudes toward regular class peers than toward retarded peers in self-contained

classrooms in their schools; and (b) regular class students in Study 2 will demonstrate significantly

more positive attitudes toward mentally retarded students in self-contained classrooms in their own
schools than did the regular class students in Study 1 toward the retarded students enrolied at

nearby schools.

districts as the students in Study 1. In each district, the elementary and junior high schools
containing the largest number of self-contained classrooms for intellectually handicapped students
were selected. One fourth grade classroom or one seventh grade classroom was selected by the
principal at each school based on teachers' schedules and willingness to participate. A total of 115
regular class students participated in Study 2 including 48 fourth grade students, and 67 seventh

grade students.
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The inscrument used in Stucy 2 was very similar to the attitude questionnaire given in Study 1.
Based on correlation analyses of the instrument used in Study 1 and a similar instrument used by
Shisler (1986), eight items on the attitude questionnaire were changed in order to obtain a more
uniform correlation of items.

o

Each of the regular class studerts completed the study two times, first when instructed to think

about a classroom of peer-aged retarded students in their own schiool, and secondly when told to

thmk about another specified classroom of fourth or seventh grade regular class students.

Attitudes toward retarded and regular class students were compared using a paired t-test. The
effects of grade, school, class, and sex were determined using an analysis of variance procedure,
The total mean score for attitudes toward retarded students was also compared to total mean scores
in Study 1, but was not statistically compared because the instruments were not equivalent,
However, mean subtotals were determined for the 24 items which were identical on the
questionnaires given in Study 1 and Study 2, and these mean subtotals were compared using a
t-test. |

A reliability analysis of the attitude questionnaire used in Study 2, using Cronbach's alpha,

indicated an alpha coefficient of .95. A paired t-test indicated that the mean attitude score when
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attitude score when rating retarded peers (M=112). After finding significance between the two
groups, an analysis of variance was performed to determine the significance of main effects. The
results of the analysis of variance indicated (a) significance of school, F(3; 105) = 3.51, p<.05,
with one elementary and one junior high having greater differences in attitudes than the other

elementary and junior high, and (b) significance of sex of the raters, F(1, 105) = 9.04, p<.005,

Means were also compared to regular class attitude means from Study 1 with the hypothesis that
attitudes toward retarded students in Study 2 would be more negative than attitudes toward retarded
students in Study 1. The major difference between the first study and the second study involved
amount of contact with retarded swdents. Regular class students in Study 1 attended schools
without classrooms for retarded students, but with self-contained special edtication schools nearby,
while students in Study 2 attended schools which did have self-contained classrooms for
intellectually handicapped students. The hypothesis was confirmed when regular class students
who attended school with retarded students rated the retarded students approximately one standard
deviation below the ratings given by regular class students in Study 1. The mean score for the
Study 1 subtotal, in which regular class students were asked to rate retarded students at
neighboring special education schools, was 93.1. And the mean score for the subtotal on the
questionnaire in Study 2, when regular class students were asked o think about retarded students
in their own schools, was 79.3. A. t-test comparing the two means indicated a significant

difference, t(205) = 6.06, p<.001.
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Discussion
The results of this study indicate that: (a) Mildly, moderately, and severely mentaily retarded
school age children were successful in learning sign language and teaching those signs to regular
class students at nearby schools. However, (b) the contact with retarded students at nearby schools
did not significantly change the attitudes of the regular class students toward the retarded students
as measured by an attitude questionnaire designed for this study: (¢) Regular class students had

classrooms. And (d) attitudes of regular class students toward retarded students in self-contained
schools were more positive than attitudes toward retarded students in self-contained classrooms in
the regular school.

It should be noted that although attitude scores in Study 1 did not show significant pretreatment
to posttreatment gains, ihey did not show significant decreases. Previous studies of attitudes
toward mainstreamed students suggested that the more contact regular class studenits had with
handicapped students, the more negative the attitudes of the regular class students became (€.g.
Goodman, et al., 1972; Gottlicb and Budoff, 1973). The results of Study 1 do not support those
findings, as attitude scores did not become more negative, but stayed the same. Rather, results
tend to support the findings of Strichart and Gottlieb (1975) who demonstrated that regular class
students tended to improve their attitudes toward retarded peers when the retarded students
displayed competent skills. The miaintenance of scores when they might have been expected to
become miore negative; could indicate that attitudes became more positive as regular class students
saw the retarded students responding competently as tutors, indicating the success of the
reverse-role tutoring treatment in affecting positive attitude changes in regular class students.
Additional studies of the effects of reverse-role tutoring are warranted.

Study 2 confirmed the conclusion of Gottlieb and Davis (1973) and others that regular class
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students were significantly more positive toward regular class peers than toward handicapped
peers. The results of Study 2 also indicated that regular class students rated retarded peers in self
contained classrooms in their own schools approximately one standard deviation lower than the
regular class students in Study 1 rated retarded students at adjacent schoois; even after the regular
class students in Study 1 had been tutored by the retarded studenits. This finding supports the
supposition presented earlier that the attitudes of regular class students toward retarded students
the regular class students see the handicapped students in a competent role.

The suspected reason the attitude scores of the regular class students in Study 1 were more
positive than anticipated, was due to the lack of familiarity between the retarded and regular class
students. This suggests that regular class students having only minimal contact with retarded
students have unrealistic perceptions of the abilities and disabilities of those retarded students, and
that contact between the two groups needs to be regular, frequent, and personal in order to

precipitate real relationships and realistic expectations between the two groups.
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TUTORING INTERVENTIONS WITHIN SPECIAL EDUCATION SETTINGS:
A COMPARISON OF CROSS-AGE AND PEER TUTORING'?

THOMAS E. SCRUGGS RUSSELL T. OSGUTHORPE
Utah State University Brigham Young University

In two Eii:?nihéiits. cross-age and peer tutoring interventions conducted within special
education settings were compared. In Experiment 1, learning disabled (LD) and

behahoraﬂy disor@gggi(ga) students acted as tutors of younger !:.t) and BD students:
both expenmems, tutors and tutees exhibited academic gains: Only in Expenmeﬂt
1, however; were attitudinal gains observed. Implications for future research and prac-
tice are given.

Within the last decade, the use of tutoring programs involving special education
students has been investigated (see Scruggs, Mastropieri, & Richter, 1985; and Scruggs

& Richter, in press, for reviews). Frequently, special education students have been used
as tutees in such interentions (e.g:; Haisley, Tell, & Andrews, 1981; Jenkins, Mayhall,

Peschka, & Jenkins, 1974; McCracken, 1979; Sindelar, 1982). In some investigations,
however; special education students have been used as the tutors of other special or

remedial students (e.g., Dequin & Smith,-1980; Epstein, 1975 Higgins, 1982; Mabher,

1982, 1984).
Tutoring interventions in special educational settings can take one of two basic con-

ﬁgﬁi'étiﬁiis. Cross-age tiit’oi‘iiﬁiggi;jjiéiéii' tljtg{lfjs Pé?[ tﬁi&t’oﬁﬁg involves pairs of students

of similar ability working on content appropriate to the skills of each, while cross-age
tutoring involves use of ore student as “expert” of the content area and provides a focus

of control in the tutoring dyad. Cross-age and peer tutoring are basically similar con-
figurations; however, specific strengths and weaknesses can be associated with each.
Altheugh older lngher—functxomng students may perform eﬁ‘ectwely as tutors of younger

And while peer tutonng can assure that both students are learmng sktli—appropnate

content, the potential quality of such instruction could be questioned.
Fecent reviews of tutoring programs in special education settings have concluded

that both cross-age and peer tutoring configurations appear to be promising types of

interventions (Scruggs, Mastropieri, & Richter, 1985; Scruggs & Richter; 1985). The

relative benefits of these two tutoring configurations, however, have not yet been assessed
within one larger investigation; using the same dependent measures. That was the pur-

pose of the present investigation, which; in two experiments, evaluated the effects of
cross-age (Expenment l), and peer (Expenment 2) tutonng, usmg 1dent1cal materlals,

in the same geographic area.

__ _Address requests for reprints to Thomas E. Scruggs; Developmental Center for Handicapped Persons,
Utah State University, Logan, UT 84322-6840.
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Choice of dependent measures and tutoring materials was based upon considera-

tion of previous research ﬁﬁdin’giggs;i:u;g’g}; Mastropieri, & Richter, 1985; Scruggs &
Richter; 1985). Reading was chosen as a content area because it has been shown that

tutors stand to profit from the fluency-building activities that reading instruction pro-
vides (Scruggs, Mastropieri, & Richter, 1985). Because structured interventions were

more likely to produce gains, Harrison’s Structured Tutoring materials (Harrison; 1976)
were used . An attitude toward school measure was used as one outcome criterion, since
improved attitudes previously have been reported to result from tutoring programs (e.g:;

Frarica, 1983). Moreover, to ensure consistency of intervention across 10 schools in two
school districts; all tutoring sessions were directly supervised by project staff.
EXPERIMENT 1: CROSS-AGE TUTORING
METHOD '

__Subjects were 47 elementary-age learning and/or behaviorally disordered students
(30 boys, 17 girls) attending five different elementary schools in a western rural public
school system. All students were officially ciassified by school districts as learning disabled
(N = 35) or behaviorally disordered (V= 12) according to Public Law 94-142 and local
school district criteria. The subjects included 9 first-grade students; 9 second-grade
students, 5 third-grade students, 8 fourth-grade students, 11 fifth-grade students, and

5-sixth-grade students. Average percentile reading level across all students as assessed
by the Woodcock-Johnson Pretest was 23 (SD =8.2).
Participating teachers were asked to identify pairs of students who would be ap-

propriate for cross-age tutoring interventions (i.e., students who would get along well,
read at different levels with one studex:t having good mastery of content, and who would

not present substantial scheduling difficulties). In this manner, a total of 27 learning
disabled and behaviorally disordered children were identified as tutors (V= 13) and tutees
(V= 14} in the experimental group: One student was used as a tutor for two separate
tutees. Twenty other children were selected as controls. The latter came from the same

resource and regular class settings as those in the experimental condition, the only

difference being that scheduling or matching difficulties prevented them from being in-

tegrated into the tutoring program. Experimental and control group students did not
differ significantly (p<:05) with respect to grade level or achievement.

Materials o - o
__Four books were compiled that were modified from the tutoring matcrials developed
by Harrison (1982). The first two books presented the content taught in Beginning

Reading I, while the third and fourth tutoring books represented the first and second
half of Beginning Reading II. @ . . - ,
The criterion tests from the Harrison materials were employed as pre- and

postmeasures of reading skills: Three reading subtests from the Woodcock-Johnson
Psyc,.o-Educational Battery (Woodcock, 1978) were used to assess word attack, sight-
word reading, and reading comprehension:

The Attitude Toward School Measure developed by Marascuilo and Levin (1968)
was employed as measures of attitude change for the experimental study. This measure
contained such items as “I like to use the library,” “I like to do homework,” and “I get
bored in class,” in an agree/disagree format, and was previously successful in monitor-
ing tutoring programs with nonhandicapped learners (Marascuilo & Levin, 1968).
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Procedure S
The total tutoring intervention lasted 10 weeks, preceded by one week of pretesting
and followed by one week of posttesting and feedback. All students were first ad-
ministered all measures. Project staff then met with tutors individually and introduced
them to the methods of structured tutoring: (a) sitting next to the tutee, (b) giving positive
feedback and avoiding criticism/ridicule, (c) being sure that the tutee has mastered a
step before going to the next step, and (d) using immediate correction of errors and
asking student to reread as corrected.
Tutors also were told that some students may progress slowly and that they should;

therefore, be patient. The importance of the student’s role as tutor also was emphasized
to the student, and the importance of this role in mzking important changes in the tutee’s

academic functioning also was underlined. =~ , ,
Next; the student role-played a tutoring situation in which the investigator was the

tutor and the student, the tutee: The roles were then reversed, and the student was asked
to be the tutor. By this method; models for prompting; correcting, modeling, and praising

student responses were given to the student and s/he unm"”"”édia;téﬁly;v?}a's able to practice
them. Finally, when the student had exhibited to the satisfaction of the investigator corm-

petence as a tutor, s/he was asked to tutor with the tutee Who was brought in to be
tutored under the observation of the investigator. When it appeared that the tutor ex-
hibited behaviors appropriate to the tutoring situation, the tutoring intervention was

implemented. . 7 -

Although the amount of time spent on tutoring sessions was made similar across
the district ~t 30 minutes per session, the number of sessions per week varied considerably:
Six experimental students were involved in tutoring interventions five days a week, two
were involved four days a week, and 19 were involved in tutoring two or three days

a week. These tutoring sessions occurred during the spring semester of the schiool year,

and each session was directly supervised by project staff who, without actually deliver-
ing reading lessons or content, were available for student questions, as well as to deliver
corrective feedback on tutoring procedures. At the end of 10 weeks of tutoring sessions;
students were given all posttest measures.
RESULTS AND DiscussioN

Academic Measures o 7
_Students took one of two criterion tests, depending on whether they were at the
Beginning Reading I (grade level K-3) or Beginning Reading II (grade level 4-6) level.

On these criterion tests, percentage of words correctly read was computed on pre- and

posttest scores. The pretest score was subtracted from the posttest score to evalute gain
score on the diagnostic ineasure. On this measure; gains of the .14 tutees (21%) were

double that of the 20 control students (10%). These differences were statistically signifi-

cant, #(33) = 2.46, p<.05. The gain score the 13 tutors made on this diagnostic instru-
ment, however; was only 8%, comparable to that of the control students. In contrast,

perimental vs. control students. However, the raw gain score exhibited by titors and
tutees on the Woodcock-Johnson word-attack subtest (means of 2.75 vs. 2.83, respec-
tively) was substantially higher than the mean gain of control students (.65). Tutors and
tutees both exhibited significant gains on the word-attack subtest, #(25) = 3.16, p< .01,
with tutors independently exhibiting significant gains; #(11) = 3.11, p<.01. By contrast,

gain scores on the Woodcock-Johnson subtests were not significantly different for ex-
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control students did not exhlbnt s:gmﬁcant gams 1(18) = .78, p<.44. No significant pre-

post differences between tutees, tutors, or control students were observed on word
reading, reading comprehension, or tetal reading subscores of the Woodcock-Johnson

@l s<1).

Amtude Measure
Gn the attitude i mstmment tutees gamed significantly more than the control group
or tutors, with mean pre-post gain scores of 2.69 vs. .00 and - 1.29, respectively. And

although no significant ifferences were found using a between-groups analysis of

variance, the differential gains seemed to favor tutees. The attitude gain was; in fact,

e em————

statistically significant, '(14) = 2.08, p<.05; on the part of the tutees, and nonsignificant

on the part of controls aud tutors; (fs<1), as evaluated by pair-wise #-tests.
In _summary,; gains on criterion, norm-referenced, and attitude measures suggest

that cross-age tutoring is a potentially productive and effective intervention that can
be implemented in special education classrooms with relatively little difficulty. It was

seen that tutees gained substantially more than tutors on the criterion test, although
the tutors did not differ from control studeiits on the sare measure. Tutors did exhibit

differentially superior performance on the Woodcock-Johnson word-attack subtast,

however. ]
The sxgmﬁcant gams in the diagnostxc mstrument on the part of the tutees indicate

that handicapped students can, in fact, be quite potent as tutors of other handlcapped

students, and that this type of tutoring can provide a useful supplement tospecial educa-
tion programming. One interpretive difficulty involved in this experiment was that, in

fact, it was project staff and not resource teachers who were actively monitoring the

tutoring project. The extent to which teachers themselves could, in fact, monitor these
pairs and conduct their own instruction was not determined through the present investiga-

tion, although informally teachers expressed no concern that this could be done. In ad-
dition; the scheduling difficulties that were foreseen as causing problems with cross-age

tutoring were not appreciably realized, and those difficulties that did occur were over-
come relatwely easily. The results of these findings suggest that resource and self-

contained special education teachers would benefit from interventions in which some
of their handicapped students served as tutors for students who were readinig on a lower
grade level. Although the academic benefits to these tutors were less prominent than
they were to the tutees, they were nonetheless tangible. It is also possible that students

used as tutors in one setting could be themselves tutored by older students in another
setting to provide them with additional individualized instruction. ,
The finding of sxgmﬁcant gains in attitudes on the part of tutees; but not tutors,

came as somewhat of a surprise to the investigators, particularly in light of the com-

monly exggssﬁecflinonon (Allen; 1976b) that tutors would be the individuals expected

to gain most in affective areas. Strodtbeck, Ronchi, and Hanseil (1976), however, pro-

vide a rationale for the observed differences in attitudes of the tutees. These authors

suggest that students may feel more positively towards themselves because of the positive
attention they receive from the older tutor.

The results of Experiment 1 suggest that older special education students functioned
effectively as tutors of younger special education students and gained significantly in

word-attack skills as a result of the tutoring experience. While tutees demonstrated a
stgmﬁcant 1mprovement m attltudes toward school tutors dnd not. Experiment 2 was
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m spec:al education classes shared tutonng responsibilities with other students of similar
age and ability.

EXPERIMENT 2: PEER TUTORING
METHOD
Subjects and Materials
~ Subjects for Experiment 2 were 31 elementary-age learmng and/or behavxorally
disordered studeiits attending 5 different elementary schools in a western rural public

school system adjacent to tkat in Experiment 1. This sample of 31 elementary-age students
included 11 second-grade students; 8 third-grade students; 5 fourth-grade students; and

7 fifth-grade students. Average reading percentile assessed by the Woodcock-Johnson
pretest was 19 (SD =17.6). In addition; all students had been officially classified by the
school district as learning disabled (N = 24) and behaviorally disordered (N = 7) accord-
ing to Public Law 94-142 and local school district criteria. Participating teachers were
asked to identify pairs of students who would be appropriate for peer tutoring interven-
tion @.e., for each pair, teachers were asked to select students who would get along

well, read at about tﬁe same level whxle bexng m the same grade level and pau's of students

in the expenmertal group. In addition, 15 children were sclected for use as control
students. These students were taken from the same settings; same schools; and same

teachers as the experimental students, with the only exception being either scheduling
or matching difficulties preventing them from easily being integrated into the tutoring

program. Materials and dependent measures were the same as those used in Experiment
1. ,

Procedure S 7
Tﬁé éﬁiifé iﬁiéﬁiéﬁiiéﬁ iééiéfl éigﬁi ﬁéeké s, preceded by one week of pretesnng and

and tutoring procedures were the same as those in Experiment 1, with the exceptlon
that students were told to alternate tutor and iiutee roles once every session.:
Although the amount of time spent for most tutoring sessions remained the same
across the district at 30 minutes per session; the number of sessions per week varied
considerably. Six experimental students were involved in tutoring intervention five days
a week, four experimental students were involved in tutoring four days a week, and
six experimental students were involved in tutoring two days a week. At the end of the

eight weeks of direct tutoring sessions, students were met with individually, given all
posttest measures, and given feedback on the tutoring project.

RESULTS AND DiscussioN
Academic Measures
Gn the criterion test, percentas= of words correctly read was computed on pre- and
posttest scores. According to this mcasure, students in the experimental group gamed
an average of lG% on the dxagnost:c measure (SB 67) wﬁlle the control group dld

1(28)=3. 96 p< 003 Slgmﬁcant differerices were not found between expenmental groups

on pre-post gain scores on the Woodcock-Johnson reading subtests. However, the ex- -
perimental group gained 2.1 words on the word-attack subtest of the Woodcock-Johnson

153



Thomas E. Scruggs and Russell T. Osguthorpe 153

test; while the control group gained a mean of only 1.2 words during the same time
period. As in Experiment 1, this within-subject increase was significant for the experimen-
tal group, #(14) = 2.87, p< .01, but only approached significance for the control group,

1(14) = 1.96, p>.05. In contrast, neither group gained significantly on either letter iden-

tification or passage comprehension (both within-subject fs<1).
ziiii{i;dé 7%@5‘? ] o ] 7
Students in experimental and control groups gained only slightly on the attitude

measure, with experimental students gaining 1.27 (SD = 3.53) po.nts and control students

gaining .46 (SD = 6.28) points. Although experimental students’ gain scores were again
higher than those of control students; neither between-group nor within-group pre-post
differences were significant; <.

Both cross-age and peer tutoring interventions were seen to produce positive results.

Students employed as cross-age tutors gained general decoding skills, but did not gain
in skills that were a direct component of the tutoring activities, as did their tutees. In

contrast, peer tutors and tutees gained in both specific and general reading skills. OF
interest is the fact that experimental students in both experiments exhibited gain on

decoding skills, but not on comprehension skills as measured by standardized tests This
consistent finding suggests that tutoring interventions in reading may most likely pro-

duce gains in word attack skills, and that more direct teacher contact may be necessary
to increase comprehension skills. - ] S
Attitude gains were observed only in the cross-age configuration, suggesting that

cross-age tutoring may hold more potential for social gains. This finding is supported
by the work of Maher (1982, 1984), although in those investigations, social benefits were
seen to accrue to the tutors, rather than to the tutees of the present investigation:
Additional research is needed to further examine the relative benefits of cross-age
vs. peer tutoring; and, in fact, the present authors are currently engaged in such activity
(Osguthorpe; Scruggs; & White; 1984). At present; however, it can be stated that both
cross-age and peer tutoring represent effective and versatile interventions for special and

remedial settings; and certainly appear to be positive alternatives to independent seat
work or practice activities. Before initiating such interventions, however, it is impor-

tant that teachers clearly specify objectives; carefully structure the tutoring sessions,
provide regular feedback; and monitor progress toward the completion of objectives.

Through these means, teachers can ensure that a tutoring program can be a positive
experience for all students involved:
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HANDICAPPED STUDENTS AS TUTORS

Utah State University

A meta-analysis was conducted on available re-  more than tutors; and (c) tutor and tutee gains on

search documenting effectiveness of handi- self-concept and sociometric ratings were small,
capped students as tutors of other students. Nine-  while gains on auitude measures were larger.

teen articles yielding 74 effect sizes were located.  Implications for instruction and further research
Results indicated that (a) tutoring programs were  are given. :

The use of students as instructional agents has been recommended for centuries:
(see Allen, 1976). Previous reviewers of tutoring literature have concluded that
tutoring has many academic and social benefits for both tutor and tutee. In
particular, documentation of benefits afforded to tutors seems to be of impor-
tanice in justifying the use of student tutors in a teaching rather than a learning
role: , o -

_Much has been written in response to the issue of possible benefits for tutors. It
has been mentioned that tutors commonly learn more than tutees (Cloward; 1976;
Hassinger & Via, 1969; McWhorter & Levy, 1970). In addition; it has been
suggested that acting as tutor can res"lt in a multitude of social benefits; inicluding

social skills (Argyle, 1976; King, 1979), improved self-estéem (Jenkins & Jenkins,
1981; Ross, 1972; Strodtbeck; Ronchi; & Hansell; 1976); heightened level of
aspiration (Elder, 1967), and personal confidence (Symula, 1975).
_Such gains would indeed be impressive if they could be empirically
documented: Unfortunately, several of the above studies suffered from meth-
odologic weaknesses (see Jenkins & Jenkins; 1981, for a discussion); while others
report only anecdotal information: Most crucial to the purposes of the present
review, few of the above-cited articles refer to special edication students.
Tutoring has a potentially important role in special education, for a variety of
reasons. First, tutoring may provide a means of delivering the type of cost-effec-
tive individualized instruction which provides a necessary basis for special educa-
tion settings. The quality of this instruction; however; depends to a certain extent
on the skills of the tutor: It could be argued that special education students,
enrolled on the basis of academic deficiencies, could not function effectively as
tutors. Even if it could be argued that these students could be effective tutors. use
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of their academic time may be difficult to justify unless it can be demonstrated that

tutor social and academic gains can also be expected: Recently, a body of literature
has emerged in which special education students have functioned as tutors; and it

was the purpose of the present investigation to synthesize the findings of this
literature. ]

Several previous reviews of t tutonng literature exist, many of which deliberately
or otherwise excluded studies concerned with special education (Allen, 1976;
Cohen,; Kulik; & Kulik; 1982; Devin-Sheehan, Feldman; & Allen; 1976; Gartner;
Kohler, & Riessman, 1971). Other reviews which have addressed special education
specifically have cited previous iiterature selectively (e.g:; Gerber & Kauffman,
1981) or have discussed the use of tutors as “behavior change agents, in dispens-
ing tangible reinforcers rather than delivering academic instruction (e.g:; Strain,
1981): In addition, books and monographs have been written which have focused
primarily on the mechanics of establishing tutoring programs, rather than pre-
senting comprehensive reviews of research (Cooke, Heron & Heward, 1983; Ehly
& Larsen, 1980; Jenkins & Jenkins, 1981; Pierce, Stahlbrand, Armstrong, 1984).

Scruggs and Richter (1985) reviewed available tutoring literature in which
students classxﬁed as learnxng dxsabled (LD) were employed as tutors or tutees.
That is, studies which had not included a control group were most likely to report
positive effects; followed by studies which had employed no-treatment control
groups. Most equivocal findings were reported when tutoring was directly com-
pared with alternative instructional intervention, such as teacher-led instruction.
Scruggs and Richter concluded, however, that little evidence existed that learn-

xng—dxsabled students could not function effectxvely as tutors.

(BD). This g group of studies focused more on social benefits to tutors than had the
research reviewed By Scruggs and Richter (1985). Scruggs, Mastroplen and

Richter (1985) concluded that tutors could be expected to gain with respect to

attitudes toward the content tutored and to have positive interactions with the
tutee. Generahzed socxal | gains, such as selF esteem and sociometric status; were

Richter (1985) provxded xmportant summary xnformatxon regardxng tutonng

interventions involving LD and BD students. Those two reviews, however, differ
from the present investigation in the following ways: (a) the Scruggs, Mastropieri,

and Richter (1985) and Scruggs and Richter (1985) reviews did not focus exclu-
sively on special education students employed as tutors; (b) studies involving
intellectually handicapped (IH) students as tutors were not included; and (c)
xndependent variables were not evaluated with respect to a standardized outcome
metric; leavnng unanswered the issue - ¢ the magnitude of tutoring effects beyond

the reporting of statistical significance. The purpose of the present investigation,
then; was to synthesize indings from all available resea-ch in which learning-dis-

J'I \
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abled, mtellectually handxcapped and behavxorally disordered students
functioned as tutors. Utilizing synthesis procedures, a quantitative evaluation of
the social and academic benefits to tutors and tutees was completed.

METHOD

Studies were included in this analysis if the authors of the study identified the
tutors as either learning disabled (LD), behaviorally disordered (BD), or intellec-
tually handicapped (IH). In some cases; the author did not label; but described;
the handicap of the subjects. In these cases, and also to determine whether
reported labels were justified; the definitions provided in PL 94-142 were used as
guidelines. Also, only studies in which an academic subject such as reading,
mathematics, or language arts was tutored were selected.

Gomputer data bases of Psycﬁologzcal Abstmcts stsertatzon ﬁbstract.s and Educa-

the computer search and a hand search of the references of relevant artlcles 90
articles were located for this analysis. Of these articles, 19 provided enough
descriptive information about the subjects’ handicaps to allow them to be coded
and enough statistical information to calculate standardized mean effect sizes:
Investigators who had relied solely on smgle-sub_]ect methodology (e.g.;
Stowitscheck, Hecimovic, Stowitscheck; & Shores; 1982) were excluded from this
analysxs A number of the 19 articles reported the results of several outcorme
measures: A tabulation of these mdependent outcome measures resulted in a total

of 54 cases of compansons of tutoring interventions: These 54 cases provided a
data set of 74 effect sizes (49 for tutors and 25 for tutees).

From the analysis of previous reviews of handicapped tutoring, variables which
the reviewers concluded were associated with tutoring effectiveniess were also

xaenttﬁea Gonvenuons For tﬁe codmg of tﬁese vanaBles were constructe& For

Effect Size (ES) The ES was definied as the difference between the means of the
treatment and control groups on a given dependent variable divided by the
standard deviation of the control groupon that variable (Xe X+ SD.).TheESis .

essentially a standard score; it tells what portion of one standard deviation one
group mean differs from another group mean. An ES of 1 indicates “a person at
the mean of the control group would be expected to rise to the 84th percentxle of
the control group after treatment” (Smith & Glass, 1977). In those cases in which
the means and standard deviations were not reported; other procedures were
used to give an estimate of the ES (see McGaw & White, 1981). ]

In addition to the ES; the characteristics for each study were coded in order to
obtain a description of the study: This included a validity estimate for each study
in which each of Campbell and Stanley s (1966) threats to mternal vahdxtv were
observer as a coding reliability check. Using interrater percent agreement across
all variables; a reliability of .87 was achieved. The two coders then discussed the
articles, and the conventions and codes were clarified. At this point, coding

three coders.

[y
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Since the articles selected for this analysis were thought to comprise virtually the
total population of studies, it was not considered necessary to useé inferential
statistics in the data analysis. Therefore; only descriptive information was calcu-

RESULTS

This section first reports a statistical description of the subjects, the tutoring
procedure, and the handicaps of the subjects. Next; the overall results for all the
studies are analyzed and compared with the results from those studies which used
good quality methodology. Then; the results of the studies are reported by
selected subject; intervention, and dependent measure characteristics. Itis impor-
tant to note that effect sizes could be calculated for a large number of study
characteristics. In some cases, this would require calculating mean effect sizes
involving a very small number of cases. Several effect sizes calciilated from less
than five cases are included in this section: They are reported to show comparisons
with other effect sizes but should be interpreted with caution.

It may be noted from the descriptive statistics in Table 1 that there is a large
amount of variability in the study characteristics. The number of subjects ranged
from 3 to 75, while their ages ranged from 8 to 28. The number of hours engaged

in tutoring was as small as .8 and as great as 20; the number of sessions was as small

as 3 and as great as 56. The number of hours engaged training the tutor ranged

from .5 to 23. - o

_ A majority of the experimental tutors (56%) were labeled behaviorally disor-

dered. The majority of experimental tutees were distributed among learning

disabled (20%); intellectually handicapped (18%), and not reported (22%).
The total mean effect sizes for the tutors and tutees; with all 54 cases considered;

are shown in Table 2. The above data indicate that being involved in a tutoring
intervention raised the performance level of the handicapped tutor and tutee over

one-half of one standard deviation above their respective control groups. These
standardized mean effect sizes are similar to those found bv Cohen et al. (1982) in
a meta-analysis of tutoring literature involving nonhandicapped students.

o TABLET
MEANS AND STANDARD DEVIATIONS OF SELECTED STUDY CHARACTERISTICS

Characteristic _ _ Mean SD n

No. of tators 18:30 11.43 54
No. of tutees 20.07 16.07 54
Age of tutors 13.07 3.85 31
Age of tutees 10.33 3.20 33
Hours of tutoring 10.83 4.69 38
Sessions/week 13.33 . .98 42
Total no: sessions 28.72 13.12 40
Length of sessions tmin:) 23.76 10.36 38
Hours of tutor training 7:28 6.58 18
Sessions of tutor training o 18.92 27.21 25
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TABLE 2 )
MEAN TUTOR AND TUTEE EFFECT SIZES FOR ALL STUDIES AND FOR GOOD QUALITY STUDIES
Tu-tor Tutee
) ES sD n ES sD n
Total studies 53 74 49 58 .60 25
Good qualitystudies 48 .60 .25 48 - 49 12

Good quality studies, or cases in which the threats to internal validity were coded
cither “0” (not plausible threat) or “1” (potential minor problem), made up 50%
of the total cases. Data presented in Table 2 indicates that effects for good quality
studies are similar to the overall mean ES.

Thlrty-oﬁe ;Sercent of cases used interventiot procedures which were substi-
tuted for instruction usually delivered to the students; whereas 17% used tutoring
to supplement regular instruction. Whether the tutoring intervention was a sub-
stitution forora supplementauon of regularly delivered instruction may rot make
a sxgmﬁcant difference in the performance level of the tutee (Table 3). When
tutoring was used asa supplement to regular instruction, the tutors performed

rating scales: The outcome mea: -

dent measures are shown in Tu [ 4 )
The effect sizes of tutors ( 5% g aitees ( 69) on academic measures are very

snmnlar Mean effect snze fbr neas. g ﬂs - F 2[&"'{183 to ard school academxc con-

change more (.89) than the i tutees /. ¢ ’_.

TKS&C 3 o - -~
PERCENTAGE OF CASES AND MEAN TUTOR AMC Ti:%#E EFFECT SIZ<S, SELECTED FOR ACADEMIC

SURIECTS

___Tutor__ _ _ . Tutee

Variable % E SO _ . n ES 'SD n
Subject o o o
Reading 31 30 47 15 49 51 13
Math 13 .67 112 8 .85 94 5
Language 15 .25 ot 6 1.13 1.06 2
Readmg/wntmg/math 33 .82 .80 18 15 .02 2
spelling 4 .01 .90 2 51 43 2
Implementation B o o o ) .
Substitution 31 63 N 13 66 .73 17
Supplement 17 .96 87 9 _.69 . 54 2
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L ___ TABLEa S
PERCENTAGE OF CASES AND MEAN TUTOR AND TUTEE EFFECT SIZES, MEASURES
Tutor __ Tutee
Measures ) % ES sD n ES SO n

Acadenic. 52 59 7725 65 69 1
Attitud> N 7 .25 34 4 86 .51
Self-concept/sociometric =~ 13 -.06 32 7 a2 =
Behavior rating scales & checklists 24 .89 76 12 10 a6
Instrument - _

Objective, standardized 33 A1 .50 16 .45 44
Objective, unstandardized 26 91 113 1 89 .92
Rating, questionnaire 37 .38 .58 20 47 .54
Criterion referenced 57 1.01 121 7 100 .98
Norm referenced 32 42 51 15 45 46 1

(S B JNIPU R N

OV NLN

-y

. Objective, unstar:dardized instruments produced higher effect sizes than stan-
dardized instruments or ratings and questionnaires. The finding is corroborated
by tutor effect sizes found when the cases were separated according to outcome
measure reliability. When the reliability was .60 to .79, the tutor effect size was .66.
When reliability was .80 to 1.0; the tutor effect size was .48.

Cohen et al (1982) concluded that tutoring interventions which last five weeks

or less show the largest effect sizes. In the present analysis, however, no clear
relation between length of intervention and study outcome could be determined.

~ The type of instrument used to measure the academic gains of the tutor and
tutee affected the size of those gains. From Table 4, it is noted that unstandard-

ized, criterion-referenced instruments produce effect sizes that are double thuse
found with stzndardized; norm-referenced tests.

Another interesting finciing is the magnitude of the effect size standard devia-
tions (7 :bles :: through 4). Many of the effect sizes calculated for various study
characi¢ -istics F-ad standard deviations that equaled or exceeded, sometimes by
double, t# '~ mean effect size. This indicates that there is a considerable amount of
variance w:ihin the performance levels: What this variance may be attributed to is

more than likely 2 complex corabination of subizec and intervention variables.
Additional researci: wiii: explicl. delineated subjcts and procedures will help
identify thoes: <arizb' ;.
HSCUSSION

A meta-a.ziysis 1o on tacing interventions which used handicapped
tutors and tuters cyoiucc’ 19 cudable articles and 74 effect sizes. It may be
concluded that nundicapge? 15t 2nd tutees achieve gains on academic depen-
dent measures as a v of paiiicdpetonin a tutoring program. Generally, tiitees
ach..ved greatar gaivs than tutors: Academic gains for tutors and tutees were
grea:=st on criterion-refer: aced measires, whereas gains were less on norm-ref-

erenced measirss. Cbiain: d effect sizes of tutors and tutees for academic mea-
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sures were comparable to those obtained for nonhandxcapped students ina recent

meta-analysns of tutoring programs (Cohen, Kulik, & Kulik, 1982). In all, indica-
tions are that handicapped stucents can function effectively as tutors of other

handicapped and nonhandicapped students. Furthermore, there is some evi-
dence that handicapped students can function effectively wk 2n tutoring roles are
exchanged. Scruggs and Osguthorpe (in press) reported an investigation in which
LD and BD children exchanged roles as tutors and tutees of reading. This
investigation was not included in the present meta-analysis because effects could
not be computed for tutors versus tutees; nevertheless, obtained effect sizes
paralleled those of other interventions; in that sizable academic effects were
obtained, and effects were more pronounced on a criterion-referenced measure

of the reading skills taught.

~ Analysis of tutors versus tutee gains indicated that tutors - -ack could
be expected to gain from tutoring programs. Scruggs; N'a' " Richter
(1985) suggested that tutors may be more likely to guin in are: Li z1€ Was
need for fluency building, whereas tutees ‘may gain in areas ¢ SGuasiton:
Also, whereas the pFéEéﬁE investigation can shed litte i ghe 1,5 issue, one

investigation is of interast. In a study by Smgh (1982); i< was détermined that

tutees had achieved :he greatest effe-t in the area of computation, v-hereas tutors
had gained most in concepts and applications subtests. These findings are pro-
vocative and deserve further exploration.

With respect to social or emotional benefits, the present results are more

eqmvocal Consistent with the F-ndmgs of Cohen etal. (1982); no effect of i tutcrmg

was realized on self-concept or sociometric ratings. Since “self-esteem” gains have
been commonly reported to be benefits of tutoring; more attention must be given
to this variable before it can be concluded thatsuch percé{)ixéﬁs areaccurate, Until
any further evidence suggests otherwise; then, it may be wiser to assume that
tutoring will have little effect on the self-esteem of the tutor or tutee: On the other
hand, rcported attitudes toward school or the content area tutored do seem to
improve with tutoring; a finding consistent with the s suggestxon of Scruggs et al.

(1985). In addition, a sizable mean effect size greatly in favor of tutors was noted
on behavioral checklists and rating scales. And, ‘although such measures could
point to improved social funcuonmg on the part cf the tutor, caution must be
taker: in interpreting this finding, in light of the fact that most of these rating scales

were completed by classroom teachers who were not “blind” to experimental

conditions. An e'tample of such gosmve “bias” can be provided by a dissertation by

Roddy (1981). In that investigation; teachers and students both were asked to fill

out a “self-esteem” survey, and the teachers were asked to infer the self-esteem
score on the part of the students. Results indicated that although teachers per-

ceived improvement in self-esteem on the part of the tutors; self-esteem surveys
completed by the students in_fact indicated that no such gain had been made.
These discrepancies could reflect either an “expectancy bias” on the part of the
teachers or could mdu.ate that teachers were observing some subtle  aspect ¢ of soc1al

many commonly reported social benefits of tutoring have yet to be supported
empirically.
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It can be concluded that tutoring is a viable and potentially powerful instruc-
tional intervention for special education, and that learning-disabled; behaviorally
disordered; and intellectually handicapped students can function effectively as
tutors. In addition, certain social benefits have been realized, though perhaps not
to the extent reported anecdotally. Future research efforts would do well to
investigate specific components of tutoring, and the relation between tutor gain
and type of content tutored; and to provide future data on potential social and
emotional benefits of tutoring.
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