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Abstract

Title of Dissertation: An Investigation of the Effect of

Tutoring Preschool Handicapped Children Upon the Self-
Concept and Achievement of Fifth and

Sixth Grade
Elementary Students

Nancy D. Keener, Doctor of Philosophy, 1985

Dissertation directed by: Dr. Ruth Heidelbach

Department of Curriculum and
Instruction

The purpose of this study was to investigate the effect

of tutoring preschool-age handicapped students upon the self-

concept and academic achievement of upper elementary age
students.

Forty fifth/sixth grade students were randomly assigned

to treatment and control groups. The twenty students in the

treatment group served for sixteen weeks as tutors to sixteen

preschool handicapped children two to five years of age.
This treatment group was divided 1into two different

subtreatment and control groups.

This grouping made it
possible to study the effect first, of praise upon the tutor's

self-concept and/or academic performance and second, the
effect of the tutor planning, teaching and evaluating his/her

own teaching sessions.

The study also examined the effect upon self-concept
and academic progress of (1) the number of sessions

taught ,
the initial attitude of the tutor toward his tutee,
observable

(2) (3)

progress made by the tutee, and (4) initial low



self-concept and/or low academic performance. The classroom
teacher's estimate of the tutor's academic performance and
self-concept was compared to the student's estimate of
his/her self-concept and his/her academic performance.

Gains made following pre

and post administrations of
The Piers-Harris Children's Self-Concept Scale

and as
reflected by grade point averages provided the basic data for
the study.

Data was analyzed using a two-tailed t

test, Pearson

Product Moment Correlations, and multiple linear regression.

Results of the analysis indicated that (1) students 1in

the treatment group maintained higher grades than students

not involved in tutoring a preschool student, (2) grades of
tutors who spent more time with their tutees dropped, (3)
lower pre self-concept scores were associated with higher

tutor self-concept gain scores, (4) the classroom teacher's
pre judgement of the student's self-concept correlated

significantly with the tutor's final self-concept score, and
(%) a high correlation existed between the teacher's
judgement of the tutor's self-concept and his/her judgement

of the tutor's academic ability.

Noting the apparent strong influence of the classroom
teacher upon a

student's concept of himself, we should
perhaps closely examine the strong 1initial correlation

between the teacher's view of the child's

self-concept and
the level of academic performance within which she sees him
functioning. Perhaps it would be more reasonable to consider



providing students with several components to determine their

academic performance.

The most influential element with respect to both

grades and self-concept appeared to be an attachment factor

which occurred as a friendship developed between the tutor

and tutee.
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CHAPTER ONE

Introduction

The unique set of perceptions, ideas, and attitudes
which an individual has about himself determine his self-
concept. It defines for him, who he is, what he is, and
what he can accomplish. This concept of himself is unique
to the individual and is different than the view anyone else
has about him. This view is developed through experiences
and interaction with 1individuals whom he recognizes as
significant. The individual filters the sensory information
he receives during these experiences through his own unique
receptors, interpreting it and incorporating it into his
existing set of self-referent ideas. The existing ideas
tend to limit the information he will accept. From this
self-defined 1information he draws current conclusions about

1
himself in abstract terms.

Introduction to the Problem

The self-perceptions of experiences an individual has

every day 1indicate to him whether he 1is competent or

1
Donald W. Felker. Building Positive Self-Concepts
(Minneapolis, Minnesota: Burgess Publishing Company, 1974),
PP« 2-16.



incompetent; worthy or unworthy. This concept of self acts
as a powerful influence on his behavior. Within the school

environment this influence has been found to

have a

measurable relationship with general achievement, reading,
2,3,4

self-responsibility, anxiety, and prejudice. Studies

have shown a student who

is cognitively capable of
understanding a subject and performing well on assignments
may underachieve because he views himself not capable of
S

performing well.

The task of the educator is to develop a program which

helps the individual achieve a more positive self perception

and as a result to increase his academic achievement.

Statement of the Problem

The problem of this study was to determine whether the

2

Felker, p. 22.
3

Mary pat Pfeil,
Everybody's Somebody."

"They Got the Feeling That
10, (December 1969),

Journal of American Education,

of 5, No.
pRs 21-24.
4
Joann Balmer. "Project Tutor - Look I Can Do
Something Good." Teaching Exceptional Children, 5, No. 4,
(Summer 1972), pp. 166-75.
5
P. Lecky. Self-Consistency: A Theory of Personality.
N.Y. : Island Press (1945).
6

M.L. Goldberg. "Studies In Underachievement Among The
Academically Talented." in A. Frazier, ed. Freeing Capacity
to Learn. Fourth ASCD Research Institute, Washington, D.C.:
Association for Supervision and Curriculum Development,
National Education Association (1960).

-

W.K. Durr and R.R. Schmatz. "Personality Differences
Between High-Achieving and Low-Achieving Gifted Children."
Reading Teacher, 17, (1964), pp. 251-254.




self-concept and academic performance of an upper elementary

student would be modified after he tutored a preschool age

handicapped student.

The study 1looked at several factors which could

affect the degree of change that might occur. These factors

included:

1. Allowing the tutor to plan and execute his tutoring
session within general guide lines of educational goals
2. Praising the tutor in writing for his performance

3. Considering different lengths of time for tutoring

experiences

4. Evaluating the progress of the tutee

5. Evaluating the tutor's attitude when assigned a

particular tutee

6. Evaluating change for students with initial lower
academic performance

7. Evaluating change for students with lower initial
self-concept scores

8. Noting 1if classroom teacher evaluations of tutor
self-concept reflect the same direction of change as the

more formal measure.

The tutor population was randomly selected from a

group of fifth and sixth grade students who expressed a

desire to tutor and received parental permission to partic-

ipate. This constituted one-half of the students. The other

half served as a control group. The tutor population was

sub-divided into control and experimental groups to evaluate



the possible causes of either academic or self-concept
behavioral changes.
The study proposed to answer these research questions:
1. Did interacting with a preschool handicapped child
in the role of a tutor significantly change the self-concept
of a fifth or sixth grade non-handicapped student as

measured by The Piers-Harris Children's Self-Concept Scale?

2. Did interacting with a preschool handicapped child
in the role of a tutor significantly change the academic
performance of a fifth or sixth grade non-handicapped
student as reflected by grade point averages?

3. Did changes 1n academic performance increase
significantly when the tutor was given control of planning,
evaluating, and executing his tutoring sessions?

4. Did changes in self-concept increase significantly
when the tutor was given control of planning, evaluating,
and executing his tutoring sessions?

5. Did changes in academic performance significantly
increase when the amount of time the tutor spent with his
tutee increased?

6. Did changes in self-concept significantly increase
when the amount of tim2 spent tutoring was increased?

7. Did changes 1in academic performance increase
significantly when the preschool teacher praised the tutor's
performance through written comments?

8. Did changes in self-concept increase significantly
when the preschool teacher praised the tutor's performance

through written comments?




9. Did changes in academic performance significantly
increase when the tutee made progress observable to the
tuter?

10. Did changes in self-concept significantly increase
when the tutee made progress observable to the tutor?

11. Did the tutoring experience cause a more significant
change in the self-concept of students who initially
measured below the mean in self-concept?

12. Did the tutoring experience cause a more significant
change 1in grade point average of students who initially
measured below average on grade point average?

13. Did the evaluation of the tutor's classroom teacher
reflect the same direction of change as the self-concept
scale?

14. Did the initial attitude the tutor had toward his
preschool student significantly affect the degree of change
in his grade point average?

15. Did the initial attitude the tutor had toward his

preschool student significantly affect the degree of change

in his self-concept?

Purpose of the Study

Although research studies employing cross-age tutoring,
with older students teaching younger students, have been
reported 1in the literature, the majority of the studies
involved the teaching of an academic skill common to both
students. Achievement gains by the tutor in that subject

may well have been affected by additional practice and




study. Those studies involving low self-concept and/or low

achieving academic students as tutors were designed in this

manner, i.e., with a poor reader teaching a younger poor

reader. This study was wunique in that the skills taught

by the tutors were not related to their academic subjects

since the tutees were of preschool age. Thus the effect of

generalized self-concept changes upon academic performance

should have been more readily measured.

The study further looked at the effect of length of

time spent with the tutee. This data does not appear to have

been previously measured. It also eqguated the amount of

time the control group spent outside of in-class instruc-

tion with the amount of time the tutor spent with the

tutee. Both groups experienced an equal opportunity to

gain from teacher-directed instruction.

Few reported tutoring projects have used tutees who

were preschool age. The handicapped status of the young

population was also unique to this study.

It was the purpose of this study to 1investigate one

program for enhancement of student self-concept and 1its

relationship to academic achievement. This 1investigation

examined changes in both self-concept and academic

achievement of non-handicapped fifth and sixth grade

students following their experience tutoring pre school

handicapped children (ages 2-5 years) to develop their

skills in a developmental area (self-help skills, fine motor

tasks, gross motor tasks, play skills, language skills, and



cognitive skills). Particular attention was focused on

the changes which occurred for the initially 1low achieving

tutor and/or the tutor with a poor self-concept.

The effects of the tutor controlling his tutoring

sessions, receiving written verbal praise, the amount of

time spent in tutoring, and the progress the tutee made,

were all studied to determine if the change in academic

performance and/or self concept increased or decreased under

each of these conditions.

Theoretical Bases of the Study

Children's attitudes toward themselves as well as their

knowledge of themselves result from their increasing

cognitive growth and attitudes of those around them. Both

social learning theory and social psychological theory

affect the development of self-concept as it is perceived in

this study.

Felker referred to this view of self-concept
8

as a humanistic point of view. Historically, James

9
initiated the social psychological emphasis in the 1800's.
He linked the social self to social interaction, theorizing

that there must be not one but many social selves and that

"me" grew out of the recognition the individual
10
received from others.

the social

8

Pelker, 1974, p. 24.
9

Felker, 1974, B. 19.
10

Shirley G. Samuels. Enhancing Self-Concept in Early
Childhood, (N.Y.: Human Sciences Press, 1977), p. 47.
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Mead presented additional theories supporting the
social psychological concept. In the 1900's he theorized
that infants were born without a self, later developing a
self-concept as the result of social experience. Mead
theorized that <children took on the attitudes toward
themselves of significant others in their world, those
individuals on whom they depended and who controlled them.
The groups to which the individual belonged served as the
significant frames of reference.ll

Erickson wrote that self-esteem resulted from the
development of this sense of belonging. The individual
needs to be accepted and valued by the members of the group
and to see himself as a valued group member.12 Jersild also
felt that individuals saw themselves as worthwhile or not
worthwhile 1in the estimation of others. They judged this
from what others did to and for them. He postulated that
individuals needed this sense of worth to develop a positive
self—esteem.13

The implication that children cognitively learn who and

what they are from experiences with others also implies that

it should be possible to change self-concept through re-

i
G.H. Mead, "Mind, Self, and Society", in the Social
Psychology of George Herbert Mead, E.A. Strauss (Chicago:
University of Chicago Press, 1956) from Shirley A. Samuels,
Enhancing Self-Concept in Early Childhood (NY: Human
Sciences Press, 1977) p. 47.
12
E.H. Erickson. Childhood and Society, 2nd Edition,
(N.Y.: Norton, 1950)
13
A.T. Jersild, 1In Search of Self, (N.Y.: Columbia
University, 1952) o o




interpreting experiences to reflect the individual's
positive value and competence. A positive self-concept
14
should result from this feeling of competence.
Riessman developed a Helping Therapy Principle. He
suggested that people who have a problem help other people
who have a more severe form of the same problem. An example

is Alcoholics Anonymous. The person providing the

assistance tends to be the individual who makes the greater

15
improvement . This theory of Riessman leads directly into the
concept of cross—-age tutors being used for the purpose of
developing their own skills and improving their own self-

concepts by learning through positive experience they are
worthwhile.

The underlying basis for cross—age helping lies in
understanding the concept of "the helping relationship." It
has been demonstrated that cross—-age helping encourages
improved academic standings, an increased sense of worth and
recognition, an increased sense of responsibility, an
increased understanding of the wvalue of learning, and

increased interpersonal relationships for both tutors and

16
tutees.
Anothei theory contributing to learning self-concept
S
Felker, p. 31l.
'S
A. Gartner, M. Conway, M. Kohler, F. Riessman.
Children Teach Children, (N.Y.: Harper Row, 1971), p. 9,
e

W.W. Purkey, A.W. Combs, D.I. Avila, The Helping
Relationship Handbook, (Boston: Allyn and Bacon, 1971)
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through experience 1is the role theory. Sarbin postulates
that enactment of the role of teacher to a younger child
usually produces modifications in self perception, beliefs,

attitudes, and overt behavior. The behavior changes tend to

17
fit the behavior expected in the role the child is playing.

"Empirical data demonstrate that the role
enactment does 1indeed produce behavioral and
attitudinal changes in the person 1inacting a
role... In the case of the child who enacts the
role of teacher for another <child, the role
represents prestige, authority, and feelings of
competence. It would seem resonable to expect
that the enacting of the role of teacher would
increase self-esteem and produce a more positive
attitude toward school and teachers." 18

Basic Assumptions of the Study

The following assumptions were made for the study:

1. It is possible to measure self-concept using a self-
report measurement device.

2 Teacher given grades represent academic
performance.

3. The tutors were not being penalized academically
since they were scheduled to work during non-
instructional periods. Students in the control group

were involved in another non-academic activity for an

17
Theodore R. Sarbin. "Cross Age Tutoring and
Social Identity in Children as Teachers", 1in Vernon L.
Allen, Children As Teachers, (N.Y.: Academic Press,
1976) , pp. 37-38.
18
Vernon Allen. Children As Teachers, (New York:
Academic Press, 1976), p. 22.
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equal amount of time during the school day.

4. Grade point averages reflect changes in academic

performance with greater accuracy than achievement

tests since they are more directly related to the

students day-to-day assignments than are general

achievement tests standardized over a wider population.

Delimitations of the Study

1. The wuse of a population of pre school handicapped
children may have been a factor which affected the data.
Although similar results might be found if other populations
of handicapped students were used, further research would be
necessary to determine if the age factor was significant.
Similar results might also be found using cross-age tutoring

with normal preschool/school age populations. Further

research would be necessary to determine if the handicapping

condition was a significant factor.

23 The use of fifth and sixth grade students only may

have affected the data. This was decided since previous

experience with this age group indicated they were mature

enough to handle the task.

8is The small population available may have affected

the data. Replication would be necessary prior to attempts

to generalize results.

4, The time span in this school year may have limited

the data. The manual for The Piers-Harris Children's Self-

Concept Scale recommends

long term studies for comparison

of scores.
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Limitations of the Study

All students were instructed by both sixth grade
teachers; however, the amount of time each student spent
with either teacher was not equalized. The effect of this

differing instructional time was not correlated with grade

decisions.

Definitions of Terms

Cross—-age tutoring - this term describes older children

who are wused as tutors for younger children. In some
studies, the older child has been selected because he had an
academic problem in the same area as the younger child.

Preschool Handicapped Child - a child, twenty-four to

sixty-six months of age, placed in a Fairfax County self-

contained classroom as the result of developmental delays.

Outline of the Study

Chapter One included a statement of the purpose of the
study, the research problem, research questions, the theore-
tical bases of the problem, the limitations of the study,
and the definition of terms. Chapter Two contains a review
of the literature. The methodology used including the in-
struments selected and/or developed, the population sample
selected, the research design and procedures is described in
Chapter Three. Chapter Four also details the procedures
followed in the study including the sources of data and the
manner of data collection, as well as the results of the

data analysis. A summary of the study, conclusions reached,
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and implications are contained in Chapter V.




CHAPTER TWO

Review of the Literature

Self-concept

Our concept of what and who we are deeply affects our
behavior 1in every aspect of our lives. Assisting the
contribution of education toward helping students develop

healthy and useful self-concepts was an important concern of

this project.

William James spoke to wus of the many aspects that

together create the self.

"In its widest possible sense, a man's self is the
sum total of all that he can call his, not only
his body and his psychic powers, but his clothes
and his house, his wife and children, his
ancestors and friends, his reputation and works,
his lands and horses and yacht and bank account...
I1f they wax and prosper, he feels triumphant; if
they dwindle and die away, he feels cast down ..." 1

Donald Felker tells us:

"... for a child to gain self-esteem or to view
himself in a positive way, it is necessary for him
to feel that he 'belongs,' that he is 'competent'
and that he is 'worthy.' When a baby is born, he
or she does not have any of these feelings, but he
or she very quickly begins to develop them." 2

1
William James. The Philosophy of William James, (New

York: Random House, 1925), pp. 124-125.

2
Donald Felker. Building Positive Self-Concepts,

(Minneapolis: Burgess Publishing Co., 1974), preface.

14
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Felker explains there are three main factors that
contribute to the unique view individuals learn to call
self: perceptions, ideas, and attifudes.3 Individuals are
constantly receiving and absorbing sounds, tastes, smells
and tactual, kinesthetic, haptic, and propreoceptic data.
All of this data is filtered, interpreted, and selectively
stored in the individuals own unique manner. These sensory
perceptions become the basis for ideas. The sensory data
received 1is given meaning. The meaning given the data
results from the individual filtering the information
through his already developed ideas to interpret it and give
it meaning. These sets of ideas about themselves define
for each individual who and what he is; they become his

self-concept. Each new perception 1is affected by and

affects this self-concept. The ideas develop into attitudes

toward the self as more ideas cluster together. The ideas
become emotionally toned. The unique set of feelings
individuals have about themselves are attitudes. These

attitudes are powerful and not easily changed. To change an
attitude of the individual would involve changing what he

sees, hears, feels, and thinks; convincing him that what he
4

perceives is not reality.

Changing of how an individual sees himself has been
the basis of psychotherapy. The therapist traditionally

has depended upon the existence of an inner self

3

Felker, 1974, pp. 2-4.
4

Felker, 1974, p. 6.
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that the therapist could appeal to for help in bringing
about behavior and personality changes. Through the
therapists interpretations, the individual may gain insight

into himself and divest himself of the repressing mechanisms

that were causing his problem. .

carl Jung, a student of Freud, first applied the word
self +to the inner being with whom the therapist tried to
communicate.

The self and self-concept have been topics of concern

to Dbehavioral scientists since the days of William James

(1890) . He described infants as being without a self at
birth, then learning through experience a concept of
himself. In 1902 Charles Cooley theorized an individual

imagines himself in the mind of another as to appearance and
the other's appraisal of that appearance. The individual

then responds to that imagined appraisal with a self-value

feeling such as pride or shame. In 1927 Adler emphasized
the social determinants of behavior. He felt that
6

individuals were aware of the reasons for their behavior.
In 1934 George H. Mead theorized that an individual

conceives of himself as he believes significant others

conceive of him. He will tend to act to fit the
expectations of these people. He felt social interaction
5
William Samuel. Contemporary Social Psychology: An
Introduction. (N.J.: Prentice-Hall Inc., 1975), pp. 396-97,
6

Shirley C. Samuels. Self-Concept in Early Childhood,
(N.Y.: Human Sciences Press, 1977), p. 48.
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7

was an integral part of the development of self concept.

In 1935 Lewin viewed the self as a central and relatively
permanent organization which gave consistency to the entire
personality. In 1939 Goldstein analyzed the process of
self-actualization 1in contrast to the sick organism that
must constantly worry about bodily preservation. LrlC 1945
Lecky expressed a notion of self-consistency as a primary
motivating force in human behavior. Bertocci emphasized the
self had two aspects, self as the subject "I" and self as
the object "me." Murphy in 1947 discussed the origins and
modes of self-enhancement and how the self is related to the
social group. In 1948 Raimy introduced measures of self
concept in counseling interviews. Gordon Allport emphasized
the importance of self. Carl Rogers built a "nondirective"
therapy around the importance of self. He described the
self as a social product, developing out of interpersonal
relationships and striving for consistency. ’

In the forties Combs and Snygg also influenced the
concept of self as a factor in education and psychology.
They proposed that the basic drive of the individual is the
maintenance and enhancement of the self. They declared that

all behavior is dependent upon the individual's personal

frame of reference, the totality of experience of which an

i
William Fitts, et. al. The Self-Concept and Self-

Actualization, (L.A.: Western Psychological Assn., 1971), p.

8
William Purkey. Self-Concept and School Achievement,

(N.J.: Prentice Hall Inc., 1970), pp. 4-7.

48.
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individual is aware at an instant of action.

Although behaviorism became popular in the 1930's there
was a renewed interest in the developrent of self concept in
the 1940's. By the 1970's sociologists, psychiatrists,
theclogians, philosophers, educators, anthropologists and
peychologists all had keccme concerned with this concegt.
Those professions involved with the understanding of pecple
and their behavior appear to view the self-concept as a
central construct by which people and their behavior can
be understood. The professional literature

come 6 @

presently has thousands of theoretical articles and research
10
studies about self concept. The writings of Brookover,

patterson, Combs, Diggory, and Coopersmith, among others,

given wus a deeper understanding of the self as it
L1

have

relates to behavior.

In Self-Concept and Self Actualization, William Fitts

and Wayne Richard describe self theory as a theoretical

system developed through the works of Rogers, Combs, Snygg,
Lecky, Wylie and others. This theory is strongly
phenomenological in nature. It is based on the principle

that man reacts to his phenomenal world in terms of the way

he perceives this world.

"The most salient feature of each person's
9
purkey, p. 6.
10
Fitts, 1971, pp. 2-3.
11

Purkey, 1970, p. 7.
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phenomenal world 1is his own self - the self as
seen, perceived, and experienced by him. This is
the perceived self or the individual's self
concept e The self-concept or self image, is
learned by each person through his 1lifetime of
experiences with himself, with other people, and
with the realities of the external world." 12

Most self theorists agree that self-concept once

clearly defined is fairly stable, but throughout 1ife

continually changes and develops. Self-concept is affected

to the greatest degree by:

j interpersonal experiences which generate positive
feelings and a sense of value and worth

2. competence in areas the individual and others value

3. the implementation and realization of one's true

potentialities - whatever they may be.

One of the interesting aspects affecting changing self-
concept is our tendency to explain another person's behavior
in terms of enduring traits but our own failure behavior in

terms of situational demands, i.e., emotional stress,

financial problems, etc. Favorable behavior we tend to

ascribe to our oOwn inherent traits because it boosts self

snyder, Stephen, and Rosenfeld completed a study in

esteem.
14

1976 which demonstrated this tendency.

Thus helping the individual experience success should

lead him to ascribe the success to his own positive traits.

12
Fitts, 1971, p. 3.
13
Fitts, 1971, p. 38.
14
Melvin L. Snyder, Walter G. Stephan, and David
PasanBald. " Egotism and Atbkribution," Journal of

Personality and Social Psychology, 33, 4 (1976). 435 - 441.




20

"A person shapes a self-concept out of his
experience in which he puts together his knowledge
of what he is and how he compares to others. His
attitudes and meanings, as they are learned, also
puild into an ideal of what he should be... " 15
A self-accepting person knows his weaknesses, which faults
he can alter, and learns to live with the rest but feels
despite his limitations he is a person to be approved and

that he is doing what can reasonably be expected of him. He

approves of himself even knowing he is not perfect.

Tutoring
Tutoring has been cited in the literature as a method

through which educators could both enhance skills and build

positive self-concepts of students in the tutor role. These

studies describe tutoring projects using students of similar
ages as tutors (peer tutoring) as well as wusing older
students to assist younger students (cross-age tutoring).

Historically, Comenius noted that, "He who teaches
16
another teaches himself." This principle of teaching other

children has been implemented for many years. Montessori
used this approach by having the more advanced students teach
the less advanced students. The one room schoolhouses in the

United States also used this method to successfully teach

many levels of students under the care of a single teacher.

Andrew Bell used this system in 1797 to teach boys in an

15
Lee Cronback, Educational Psychology, (N.Y.:
Harcourt, Brace & Co, 1954) .
16

John A. Comenius. The Great Didactic translated by

William M. Keating, London England, A&C Bloom Ltd., 1921.

(Originally published 1632) in Tommy King, "Learning From a
Pal", The Reading Teacher, (March, 1982 .
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orphans school in India, improving both behavior and learning.

In England in the 1830's Joseph Lancaster adopted the system

modifying it so that a schoolmaster taught older monitors who

then taught the younger students. He declared 1000 students

could thus be taught by one teacher. Children teaching

children 1is used in the pritish Infant School in a multi-age

grouping, in which the older students assist younger students

with problems. I[n 1972 Jerome Bruner re-emphasized this

principle when he proposed giving children in school more

responsibilty for educating each other. He felt education

be communal rather than competitive. He recommended

should
17

student assisted learning. In 1974 the report of the Panel

of Youth of the president 's Science Advisory Committee also

emphasized this concept by establishing one requisite for an

appropriate environment for young people included the
opportunity for children tg assume responsibilities that
affect the lives of others. '

A part of the success of children teaching other
children may be attributed to the theory of "the helping
therapy principle.” This principle maintains that the

inactment of a role produces changes in behavior, attitude,

il
J. Bruner, "Tomaturity - Its Uses, Nature, and
Management ," The Times Iducational Supplement, (London)
oct. 27, 1972, pp.62-63. in S. Armstrong et.al. "The Cost
Effectveness of Peer and Cross—age Tutoring", Paper presented

at CEC Convention, Dallas, Texas (April, 1979).

18
. 'J.S._Coleman, Youth: Transition to Adulthood, Chicago:
University of Chicago Press, 1974) ih 6= nArmstrong et.! 'glk
"The Cost Effectivenss of Peer and Cross-age Tutoring", Paper

presented at CEC Convention, Dallas, Texas (April, 1979).
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and self-perception consistent with the expectations
associated with the role. Riessman, who developed the

that people with a problem helping other

theory, maintains
tend to

people who have a more severe form of the problem

make more progress toward solving their problem than do those

19
they help.

Tutoring Affects the Behavior of the Tutor

It has been documented tutoring changes the behavior of
the tutor even more than the tutee. “ This phenomenon has
been particularly noted in studies where cross-age tutoring,
older students teaching younger students, has been used.
theories appear to explain this behavior: the

Three major
and the belief that

helping therapy theory, the role theory,

is a cognitively 1learned concept through

self-concept
interaction with others.
Avila, and Purkey assert that a positive view of

Combs,
21
is learned and being learned can be taught. They feel

self
having successful

taught through people

self-concept is
treated with dignity,

When people are

and are liked,

experiences.
they feel wanted.

integrity, and acceptance,
they can do things because they have experienced

They feel
19
A. Gartner, M. Conway, M. Kohler, F. Riessman.
Children Teach Children, (NY: Harper Row, 1971), p.9.
20
Gartner, pp. 1-4, 35, 44.

24,
Arthur Combs, Donald Avila, and William Purkey, Helping
Relationships Sourcebook (Boston: Allyn and Bacon Inc. 1971} ;

Dol
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success. Successful living produces self esteem.

Cross-age tutoring providos one of the experiences of

succesS. [ 1 of fers an atmosphere in which the student feels

23
he is respected. "Nothing is more encouraging to a student
24
than feeling that adults really trust him ..., How the
25
individual feels and thinks determines his actions." The

crucial matter is not so much what you are, but what you
26
think you are."

When tutoring a younger child the older tutor can learn

to be nurturant and to take the responsibility for another.

The vyounger child tends to try to emulate his7 tutor. This
2
enhances the self-esteem of the older Child.h The one-to-
one relationship encourages an ascribed role. The child is
dependent oOn affective communication. Caring is a natural
result. The physical and psychological distance between the
tutor and tutee is reduced. These conditions encourage the
development of the older child assuming an obligation of

caring for the younger child. The teacher and the other

22
Haim G. Ginott. Teacher and Child (N.Y.: Harper and
Row Publishers, 1972) p-.1l.

23
Arthur W. Combs, Cchairman, Perceiving, Believing,
Becoming, ASCP Yearbook (Washington, D.C:; NEA Association for

Supervisors and Curriculum Develooment, 1962) p.96.

24

Combs 1962, p 174.
25

Arthur Combs, 1971«
26

combs 1962, p.10.
27

Vernon L. Allen. Children As Teachers (N.Y.: Academic
Press, 1976) p.22.




adults involved with the two students tend to positively
28 i ]
reinforce this relationship.

Enactment of the role of teacher to the younger child

usually produces modifications in self perceptions, beliefs,
attitudes, and overt behavior. The changes tend to fit the
29

behavior expected in the role.

"Empirical data demonstrate that the role enactment
does indeed produce pehavioral and attitudinal
changes 1in the person enacting a role... In the
case of the child who enacts the role of teacher
for another child, the role represents prestige,
authority and feelings of competence. It would
seem reasonable toO expect that the enacting of the
role of teacher would increase self-esteem and
produce a more positive attitude toward school and

teachers." 30

Numerous studies using Cross—age teaching indicate

tutors demonstrate a positive change in self-concept and

academic levels. pased on the helping therapy concept,

Bar-E1i and RavivV postulated that a child acting as a tutor

derives a newy increased self-esteem and develops his own

ability to learn. They attenpted to demonstrate this via a

learning through teaching project using fifth and sixth

grade underachievers. The academic achievement of the tu-

tees was compared to that of matched subjects who continued

regular in-class study. The difference in achievement of the

matched subjects who did not tutor and tutors was also

Theodore B. garbin, "Cross Age Tutoring and Social
in Children as Teachers" in Vvernon L. Allen. Children

Identity
As Teachers (N.Y.: Academic Press; 1976) pp. 37-38.
Y0k L
garbin pp. 76-78.
30

Allen 1976 pp-. 114-115.

i e e ST TN
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compared. Further, changes in the self-concept of the tutors
was investigated. The results of the study found the second
grade tutored pupils showed significant improvement on the
Standard Arithmetic Test but not in classroom grades. The
tutors showed significant improvement both on the test and

in teacher's grades. The self-concept questionnaire used
31

did not indicate a difference.
Kathrvn Price and Margaret Deauine found g¢good results

using low-achieving tutors. Gains were made in the areas of

self-esteem and transfer of learning. Studies of self-
concept and behavior found students who were withdrawn or

aggressive became more interested in the learning process

after serving as tutors. Teachers noticed increased
32
responsibility and organization. The advocate of the

program postulates the gains resulted from the reversal c¢f
roles, which allowed healthy experiences with peers, in which
learnigqg disabled students became "givers" rather than
"receivers" thus gaining the status necessary to enhance
their own learning.

"Learning by Doing" is a tutoring program used in Dallas

in grades K through 12. The results of the program indicated

less academic failure, improvement of self-concept by tutors

anlt
Nurit Bar-Eli and Ameran Ravis, "Underachievers as

Tutors;" Journal of Educational Research, 75, No. 3, January,
February, 1982, pp. 139-141.
82

Kathryn Price and Margaret Dequine, "Peer Tutoring: It

Builds sSkills and Self-concept", Academic Therapy, Jan. 1982,
p. 365.
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' 33
and tutees, and a sense of belonging on the part of both.
Cross—age helping has shown "highrisk" students gain

34

; i .
from experiences as tutors. Learning Through Tutoring", a

study conducted at the University of Wisconsin, indicated low

achieving children can improve academically when serving as
35

tutors for younger students. A study completed in 1Israel

used fourth and fifth grade students as tutors for second

grade students. The results indicated gains 1in 1increased

self-confidence, improved self-image, increased self-
36

assurance, better behavior, and improved learning. Reed in

1976 demonstrated tutors are penefitted by reinforcing their
37

own knowledge and enhanceing their self-confidence. ROSS

indicated significant gains were made by tutors in

in 1974
38

reading and self-concept. Hamblin found disadvantaged

children usually turned out to be effective tutors of peers

33
W. Vasallo,
9, 1973, pp. 25-28.
34
J. D. Dallas,
Clearing House, 48, 1974, p-.

35
v. L. Allen and R. S. Feldman, "Learning Through

Tutoring: Low Achieving Children as Tutors™, Journal of

Experimental Education, 42, 1973, pps 15
36

A. Weiner et.al. /

A Children Teach-Children Project",

Pp. 445-451.

37
"1 Must Be Good If I Can Teach",

D.  B. Lasersoll.
Journal of Learning Disabilities, 13, No. 3, March, 1980,

Pe 3.
38
Laserson pp.3-4.

"l,earning by Tutoring", American Education,

"cross-age Tutoring and Highrisk Students"
300-302. '

"applying the Helper-therapy Principle:
Child Welfare, 53, 1974,
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39
who learned little from adults.

geveral major reviews of studies involving tutoring by

peers and para—professionals have concluded that tutorial

programs contribute to the academic growth of the children

who are tutored and probably the growth of the children who

provide the tutoring as well.

Cohen and Kulik integrated 65 studies on tutoring which
described outcomes in learning, attitudes, and self-concept.

They found tutoring programs had pronounced effects on

learning and attitudes of tutees. The tutoring programs also

made positive contributions to the learning and attitudinal

growth of student tutors. In 90 percent of the 38 studies,

students who served as tutors performed better than did

students 1in the coatrol group. Ten of the 38 studies

reported statistically significant results. 16 studies

reported findings on self-concept of student tutors. Ime 12

studies self-concept was higher. Four studies showed
40

statistically significant differences.
studies of cross-age tutoring by Hassinger and Via in
1969 reported gains significant at the .01 1level, Dby high

school tutors who did cross-age tutoring with fourth )l B1Eeh .
41

and sixth grade students.

39
Laserson pp.3-i.
40

Peter A. Cohen and James A. Kulik, "Synthesis of Research

on the Effects of Tu-oring", Educational Leadership, Dec.

1981, pp.227-229.
41

Tommy King, "Learning From a Pal", The Reading Teacher,

March 1982, pp.682-685.



peer assisted learning was shown to improve self-concept
42
in a study in 1976 by Mason. Tommy King conducted a "peer

Assisted Learning"” project with seventh grade tutors teaching
third grade students. At the end of eight weeks the tutors

scored significantly higher (.05 level) in reading
’ 43 '

comprehension than the control group.

Hartup suggests peer rutoring as a means of providing

opportunity for social interaction between children. Both

children penefit from the peer tutoring experience. The

tutor gains 1in self-esteem due to the increased status the

role provides and has an opportunity to experience a nurtur-

44
ing role which helps to increase his sensitivity to others.

In a study of intra-grade trutoring at the end of 12

an average gain of 8 months as compared
45
showed 5 month gains. After serving as a

weeks, tutors showed
to non-tutors who

rater  4n . peading for a classmate with Down's Syndrome, a

46
first grade student showed a sightword gain of 79 words.
g
King p.683-
43

King pp.682—685.

44 " 2 . .

Annie Widerstrum, Mainstreamlng Handicapped
Preschoolers: should we or Shouldn't We?2" childhood
Education, Jan./Feb. 1982, p.172.

45

King pp.682—685.

46

N. L. Cookey T. E. Heron, W. L. Howard, Davic Test,
"Integrating a pDown's gyndrome child in a Classwide Peer
Tutoring gystem: A case Report", Mental Retardation, Feb.

1982, pp.22-25-
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s of Cortrol as Related to

Tutoring with LOCL
1c Imnrovemowt

oplf Concoot/Academ

for self-esteen to grow in an

NIt is difficult
ig little oxr no freedom of

environment where there
choice". 47

The concept of locus of control was developed from the
48

learning theory of Rotter (1954) . It refers to the
individual's perception of his ability to control his

successes and failures.

control of events 1s one motivational

"perceived
to affect children's

variable that appears

acadenic achlevempnf." 49

If an individual feels that other people and

happenings control how he performs, then he has 1little

internal control of his achievements and/or failures.
"Internal control refers to an individual's Dbelief
that an event Or outcome is contingent on his oY
her own pehavior O on relatively permanent
Characterisfics such as ability. The belief that an

event 1is caused by factors beyond the individual's
task difficulty, another and

control (e.9e-r luck,
powerful person) has been labeled external
control." 50
Bil.
Rotter (1966) claims that if reinforcement is not seen as
47
Wwilliam W. purkey-. 1870. pP«5ls

48

J.B. Rotter, ng and Clinical Psychology.

%oc1al Lﬂarn1

(N.Y.: Prentice- ~-Hall, ~T1954)
49
Deborah J. stipek and John R. Weisz. "Perceived Personal
Control and Academic Arhxpvcment Review of Education.
Research, 51, No. 1 (Spring 1681), 101-137. S
50
stipek. 1981, P- 102.
Bl
J.B. Rotter. "Generalized ExpecfanCieS for Internal vs.

Eiycholoqical Monographs,

Reinforcement.

External Control of
(1966), 80.
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on the subject's own behavior, then it will not

contingent

increase the likelihood that a particular behavior or event

will be followed by reinforcement in the future.

"Social learning theorists suggest that children's
behavior in achievement gsitvations is influenced by
their perceived locus of control. If the child
believes the outcome of a situation is contingent
on his or her behavior then the academic success
will increase the 1likelihood of a child's
instrumental behaviors such as attention or
persistence at future tasks. 52

The value of the reinforcement also affects the behavior. If

a child does not value a high grade he will not study for a

test even if he knows studying is the most likely way to

obtain a high grade. Grades appear to be more directly
53

related to locus of control than do achievement tests.

Messer (1972) found a relationship between inner and

academic performances as well as 1in
54
attitudes toward school.

external control and

In 1971 Felker and Thomas investi-

gated locus of control, discovering that the relationship

seemed sex-related and related to the success factor. Boys

with high self concepts simply put the blame on another

person if they failed. Girls with high self-concepts took

55
the credit for success themselves.
52
Stipek. 1981. p. 10:2.
23
Stipek. 1981. p. 102.
54
S.B. Messer. "The Relation of Internal-External Control
to Academic Performance." Child pevelopment, 43, (1972),
1456-1462.
55
D.W. Felker and S.B. Thomas. "Self-Initiated Verbal

gelf-concept.” Child Development,

Reinforcement and Positive
42 (1971), 1285-1287.
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ind educationally relevant

some of the most impressive
research concerning the relat ionship between locus of control
V : 56
and achievement comes from classroom intervention studies.

In 1974 Mathney and Edwards train ’5 teachers to implement

a contingency management educational program. Teachers were to

. o ‘.'|’ ty { : o .
give students more responsibil for their own learning

. " “h 5 o ] the e .
experiences. The children in the experimental program made

remarkable imrpovement in reading. The classroom in which
the improvement was most dramatic demonstrated statistically
significant changes toward internal control. The correlation
between the locus of control scores and reading achievement
scores was significant. scores on the locus of control test

shifted toward internality but not

for the other class rooms
57

significantly.

Wang and Stiles used second grade children to evaluate

teachers decided the

the effect of student control. The
assignments for the day but the children could ccmplete them
in any order the chose. The  children completed a

significantly higher percentage of their tasks under this

design than they did when the teacher decided the order of
58
task completion.

56
Stipek 1981, p.119.
57
K. Mathney and C.
An Experimental Classroom
School Psychology, 12 (1974) 222-232.
58

pFdwards. "Academic Improvement Through
Management System." Journal of

M. Wang and B. Stiles. "An Investigation of Children's
Concept of Self-Responsibility For Thier School Learning."
American Educational Research Journal, 13 (1976) from Deborah

T. Stipek and John R. Weisz: "Perceived Personal Control and
Academic Achievement" Review of Educational Research, 51,
1, (1981) pp.101-137.
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Harter and Weiner poth indicate that perceptions of

personal causality are pelieved toO enhance the affective

response to success. Harter suggests that pleasure in master-—

ing a task is greatest when the subject accepts the respon-

sibility for the suCcess. she claims that perceptions of

personal control are essential for a sense of competence

61
to result.

Prajse Durind Tutoring AS Related To Tutor
Self—Coggggﬁ/Achievemegﬁ

Approval oOf disapproval from adults as determinants of

achievement were studied by crandall et al (1960), Katz

(1967) (1976) . Bilby (1973) Dion and Miller (1973) . All the

researchers found the greater the extent of disapproval the

children perceived and the less approval, the less favorably

they themselves evaluated their performances. Crandall et al

found preschool children exhibited more achievement efforts

in freeplay situations if their mothers responded positively

when their children sought approval and also usually rewarded

and praised their children's efforts even when not asked.

EE—

g. Harter. "pffective Motivation rReconsidered: Towarc a
Developmental Model." Human pevelopment, 21 (1978) 34 - 64 in
D. J. Stipek and J. R. Weise "perceived personal Control and
Academic Achievement.” Review of pducational Research, 51,

No. 1 (Spring, 1981) 101 - 137.

650

R. White "Motivation Reconsidered. The Concept of
Competence." pszcholoqual ggview (1959) 297 323 in

veise "perceived personal Control and

D. J. Stipek and J. R. : ;
Academic Achievement.” Review of pducational Research, 51,

No. 1 (Spring, 1981) 101 - 137.
61
5. Harter. 1978.
62
samuels. 1977. P- 110.

58

62
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crandall (1960) suggested that some children need

others to define for them how

approval from siqnificanf
63

competently they are performing.

Ludwig and Maehr showed that this approval by

significant others caused an increase in self-ratings and

increased preference for activities connected with the

criterion task. pisapproval resulted in a lower self-rating

and a decreased preference for related activities. There was

a spread effect from areas directly approved to related
64

areas.

A teacher's reactions give feedback on the

appropriateness of behavior &s they interact with students on

a daily basis. As a significant other, the teacher 1is a

model to the children he teaches. By what he says and how he

says it and py his facial expressions, the teacher conveys

his feelings about a child. He teaches the child by his

behavior how the child shoulad perceive himself. He also

teaches a whole class how they should perceive individual

children. Kagen saw the teacher's major role as a model of
65
values.

Costelli reviewed the literature concerning motivation

in education. siqnificanf others were found to be

influential in learning @ selfconcept and in learning to

63
samuels. 1977+ P+ 18¢.
64
D.. % Ludwig a
Stated Behavioral Preferences".
453 - 467.
65
J. Kagan.
Brace, 1971).

child Development, 38 (1967)

Undersfandinq children (New York: Harcourt

nd M. 1. Maebr, "changes in Self-Concept anad
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66
self-evaluate both through reinforcement and modeling.
Research Dby page 1in 1958 found pupils' performance
improved siqnificanfly when teachers wrote encouraging

comments oOn their written WOYX. The control group in the
67

experiment regressed 1in their performance level.

Progress of the Tutee AS Related To Tutor's Change

in §§lﬁgggcepf/Academic pProaress

In a series of studies;, the researchers investigated the

. ) B . _ V
influence of the amount OT progress made by the tutee upon

the attitude and achievement of the tutor. several studies

showed that the tutor was affected by his tutee's learning

well only if that learning took place during the early

tutoring sessions. 1f the entire record of the tutee's

progress was available for the tutor to study, his responses

tended to Dbe affected only by the most recent behaviors of

the tutee Both role theory and the reinforcement theory

suggest that the degree of a student's success over a period

of time will affect the tutor's perception of the student's

£ . .
C. G costelll.

Review of the Liferature."
Motivation paucation. (N.Y.

67
E. B. Page. "meacher comments and student Performance: A

74 Classroom gxperiment 1IN gchool Motivation.™ Educational

Psychology, 49 (1958) 175 ~ 81.
=

V. I.J.

Attitude

Applied social psycholoGy.

Children As Teachers N.Y.:

"EgOo Involvement, Success and Failure: A
in B« Je Eysenck Experiments In
. MacMillan CO., 1961) pp. 161 - 208.

Allen and R. S. Feldman. nputor Attribution and

ag & Function of Tutee Performance.“ Journal of
4 (1974) in Veron L. Allen
Academic Press. 1976) pp.117 119.
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69
apility and his liking for the stucent.

How Tutoring Affects Underachievers Used As Tutors

Underachievers improve when thev have the opportunity to
tutor. A sixth-grader with reading difficulties is able to
reach and teach a younger child with similar troubles. He
understands his student's soft spots and 1is patient and

compassionate. In the process of helping the helper is
70
nelped the most.

In 1970 McWhorter and Levy used college level students
who evidenced 1low reading ability as tutors of elementary

students with 1low reading ability. At the end of one
11

semester the tutors had gained 2.4 years in reading skills.
Poorly motivated students were used as tutors by Mohan

in 1972, Each tutor was assigned a younger child who also

was poorly motivated to learn. Objective attitude scales and

subjective teacher ratings both indicated that the tutors

increased in their motivation for learning, 1in self-concept,

and in their attitude toward school. Fach improved
T2

academically in the subject they taught.

The effects of underachievers tutoring younger pupils

69
V.L. Allen and R. S. Feldman, p. 117.
70
H. G. Ginott, 1972, p. 205.
71
R. T. McWhorter and J. Levv. "The Influence of a Tutorial
Reading Program Upon Tutors" Journal of Reading. (1970) 221-
224.
12

1. Molin. "Peer Tutoring As A Technique for Teaching the

Unmotivated." A Research Report (N.Y.: Teacher Education
Research Center, State Universityv College, March 1972).
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was chosen as the focus of research completed at Tel-Aviv
University. The success of the "learning through teaching"

method hinges on heightened self-esteem and interest in the

process of studying, which brings about a positive change in

the child's self-concept as well as in his motivation. This

process appeared to meet the needs of the underachiever who

performed on a day-to-day basis below what might be expected

on the basis of his intelliagence. Fifth and sixth grade

underachievers tutored second grade underachievers. Control

groups were used. Both academic skills and self-concept

showed improvement for the tutors. The achievement gains
73

were significant at the .05 level.

Children With Lower Self-Concept Used As Tutors

As a person experiences success, he often is motivated

to strive for other success, with the end result being a more

positive feeling about him/herself ...a feel of 'I can-ness.'

The notion of I can-ness comes from exploring past success

74
through a variety of experiences.

A person with a poor self-concept can break down some of

the barriers that separate him from others.

"By good experiences, he can become less fearful
and more open. This process too feeds on itself
and confidence can be built by the gquality of his
experiences with others... " 75

The sense of self is learned through experience. A

73

Bar-Eli, 1982.
74

Combs, 1971. p. 15.
75

Combs, 1962. p. 16 (E. C. Kelly).
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' 76
positive self is teachable. What is learned can be taught.

This was demonstrated by Ronald and Peggy Lippit, social
scientists at the University of Michigan, who conducted

studies in cross-age tutoring in the Detroit Schools, at the

high school, junior high, and elementary levels. Results

showed that in the process of helping others to learn tutors

acquired social skills and academic competence. They learned

to relate to younger children, filled in the gaps in their

increased motivation, self-respect, and belief
77
in their own ability.

own studies,

perience Relates To Tutor

How Length of Tutoring EX
Self-Concept and Achievement

"The literature OnN tutoring apparently does not contain

any studies comparing different amounts of time spent in

tutoring. Most investigators hold the implicit view that the

longer the tutoring program, the more positive the effects

78
will be."

Ralph Melaragno, who has been associated with the

tutorial community project in Pacoima, California, suggests

that tutors pecome bored when repeating drill type

instruction over an extended period. He found this
79

particularly true of elementary school tutors.

The majority of studies use tutoring as a remedial

76

Combs, 1972. p. 206.
77

Ginott, 1972, P 206.
78

Allen, 1976, p. 242.

79
Allen, 1976, P. 183-84.
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program for classroom instruction, so that tutoring plus

classroom instruction 1is measured. One study by Bausell,

Moody, and Walzl in 1972, compared tutoring instruction to

classroom instruction with both groups being taught for the

same amount of time. The individual tutoring of fourth and

fifth graders by college—-ade education students resulted in
80

significantly higher learning than the group instruction.

It may be expected, however, that the longer a student

and +tutor work together, the more effect the student will

have on the tutor, providing the relationship is initially

positive. Studies indicate that, all other factors being

to various stimuli produces

exposure
81

equal, repeated

positive attitudes toward those stimuli. Zajone in 19638

used photographs toO demonstrate people develop positive

attitudes toward faces they see most frequently. These

findings were supported by research using people by Saegert

et. al. in 1973. When the persons initial attitude toward

able or neutral, repeated exposure to that

another is favor s
person is likely to have a positive effect.
80
R. B. Bausell, W. B. Moody, and F. ©N. Walzl, "A

toring Versus Classroom Instructiomn."

Factorial Study of Tu
American Ed:caf{on research Journal, 9 (1972) pp. 592 - 597,

8 l . . T
Robert B. zZajone. "Atf1fud1na1. Effects of 'Mere
Exposure," Journal of personality and Social Psychology 9,
o ea Walter C. Swap and Robert B.

uOLL S Ferevc =
(1960) pp. 1-27. Susan Saegert,
) Pr context, and Interpersonal Attraction."

Zajonc. "“Exposure .
Journal of P;rsonaiigz and Social Psychology 25 (1973) pp.
234 = 242.
82 B |
Joel Redfield, et. al., "Drive and

Philip J. Brickman, ¢
Predisposition as Factors 1D
Exposure." Journal of BXPE
(1972) pp. 31 - 44.

the Attitudinal Effects of Mere
rimental Social Psychologv, 8
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self-Concept and Academic Achievement

In 1945 TLecky was one of the first investigators to

relate self-concept toO school achievement. He studied

spelling errors finding the responses were affected by how

well +the students felt they could spell rather than their

actual ability. He noted that some children made the same

ing errors on each page, regardless of the
83
woras. The successful

number of spell

level of difficulty of the

achieving student was found to be characterized by self-
84

confidence, self-acceptance, arid a positive self-concept. 1In

a study by Brunkan and Sheni in 1966 efficient and effective

readers characterized themselves in favorable ways but
85
did not. Likewise in 1967 Farls found

ineffective readers
reported significantly
86 ’

higher self-concepts than low achievers. These same trends
87

y Williams and Cole and by Farquhar.

achieving intermediate grade students

were found in 1968 b

Brockover and his associates followed a group of
83 .
P. Lecky, §e1f—Con51sfency: A Theory of Personality.

(N.Y.: Island Press,—nggT-

8

4J, c. Gowan "Factors of Achievement in High School and
College." Journal of QQEEEEllEﬂ and Psychology. (1960) 91-95.
in william Purkevy. Self-Concept and School Achievement.
(WL v Brentice Hsll; Tnd., 1970) P.18.

85
gheni. "Personality Characteristics

R. J. Brunkan and F. B
of Ineffective, Effective, and Efficient Readers." Personnel

and Guidance Journal, 44, (1966) 837-44.
86

Low Achievement of Intellectually

Average Intermediate Grade students Related To the Self
Concent and Social Anproval" Dissertation Abstracts, 28
(1967), 1205 in william W. purkey. Self-Concept and School

Achievement (N.J.: prentice-Hall, Inc., 1970) p.18.

87
Purkey, 1970, P18

R. J. Farls. "High and
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students from seventh through twelfth grade. To stucdy their

data they factored out intelligence. Self-reported self-

of ability was significantly related to achievement
88
each grade level.

concept

among both boys and girls, at

In his discussion of self-concept and school

achievement, Purkey states research evidence has demonstrated

a persistent relationship between the concept of self and

school achievement. He cites studies by Campbell (1965),

Bledsoe (1961), and Baum (1969) which show the strongest

relation between self-concept and academic achievement for
89
boys.

Fink studied and discussed this behavior in 1962, using

two groups of ninth-grade students who were paired for

achievement-underachievement. To determine as adequate or

inadequate the self-image of each student, three separate

psychologists used data from the California Psychological

Inventory, the Bender visual-Motor Gestalt Test, the Draw-a-

Person Test, the Gough Adjective Checklist, a personal data

sheet, and a student essay entitled "What I will be in 20

years." Fink found a significant relationship between self-

chievement, with the behavior more

concept and academic undera90

male than female oriented.

38
Ww. B. Brookover, T. Shaler, A..Patterson, "Self-Concept
i Achlevemenf Sociology of Education, 37

of Ability and Schoo
(1964), 271-279.
89
Purkey, 1970.

90
gelf-Concept As It Relates to Academic

M. B. Fink,
Achievement." California Journal of Educational Research, 13
(1962) 37-42 in W.W. “Ppurkey, Self-Concept and School

Achievement (N.J.: prentice-Hall, Inc. 1970) p.16.
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A series of studies of underachievers supported the

belief that achievement in school is limited by the students

concept of his ability. In 1960 Goldberg studied

underachievers in high school. e Taes @ LA e

e .
characteristics which the student was to choose to describe

himself. The underachiever perceived himself as less able to

tasks;, less eager to learn, less

accomplish required a1

eoriE 4 Amnt less ambitious. In 1964 Durr and Schmatz
iz r Lo

' . ; i een elementary students who
investigated differences betw ]

achieved and underachieved. They found the underachievers to

_ : - -reliance, lacking a personal
be more withdrawn, lacking self o

feeling of sl F-worth, expressing a feeling of not belonging,

and feelings of inadequacy. They judged the students to be
: ) 92 . :
behaviorally immature. Taylor reviewed the literature in
s | N it

1964 reporting findings that the underachiever is self-

i t himself feels inadecuate, and
derogatory, depressed abou 93

g : : : ings.
has strong inferiority feeling

Although the relationship between self-concept and

academic performance has been well documented, the cause and
aCc { = £ i

effect relationship has not been firmly demonstrated, nor has
= C 2 X

91M T, coldberqg "gtudies In Underachievement Among The

" ' Frazier ed. Freeing Capacity
Acacemically Talented." 1N A. Fra i D y

~gearch Institute. Washington, D.C.:
to Learn, Fourth ASCD Re and Ccurriculum Development;

Association for Supervision (1960) .
National Education Association.

92

n o . a
W. K. Durr and R.R. Schmatz. Personality Differences

anc Low—-Achieving Gifted

Between High—Achievinq B
Children.Reading Teacher. 17 (1964}, 251-54.

93
R. G Taylor

Achievement: A Review
(1964), 76-81.

"personality Traits and Discrepant
Journal counseling Psychology. 11
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the ability of the educational setting to nodify  this

relationship been conclusively demonstrated.

Grade Point Average As a Measure of Academic Progress

The research studies correlating the results of the Tennessee
Self Concept Scale and Grade Point Averages tend to show
stronger relationships than with achievement tests. This
seems logical since the individual's performance compared to
the standards of his school and classmates, probably has more

direct significance to his self-concept than nationally

94
standardized tests.
From 1959 - 1971 Seeman and his students conducted a
group of studies showing that individuals with high

personality integration had higher grade point averages than
85

random normal samples of similar intellectual ability.

In Memphis, Hughes (1967) found the high self-concept
group of sixth graders had better grades than the low self-
concept group. Gapbel (1971) discovered that high school

graduates with high self-concepts demonstrated higher grade
96
point averages.

A correlation study by Gay in 1966 using black eighth

graders reported a .48 correlation between the self-concept
97

score and grade point averages (.62 male and .35 female).

94
W. H. Fitts, The Self-Concept and Performance. (L.A.:

Western Psychological Services, 1972) p. 29.

95
Fitts, 1972, p. 29.
96
Fitts, 1972, p. 30.
97

Fitte, 1972, p. 3l.
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The Measurement of Self-Concept

Self-concept is a psychological construct or an imaginary

mechanism which helps the psychologist think about the

phenomena he is studying. A construct cannot be seen or

measured directly. 1t 1is a concepnt of self inferred from

98
behavior. Rogers taught that the best vantage point
for understanding behavior was from the internal frame of
99

reference of the individual himself.

The method of the self report is weak in validity. Some

subjects find it impossible to give an accurate evaluation of

themselves because emotional blocks and defenses get in the

way. A subject can easily fake a self-report or his self-

is mood is affected by happenings of the

report may change as h

moment . The self-report is good only to the degree the

subject will/can report his real feelings and beliefs. 1t 1is
} 100

most necessary to obtain the good will of the subjects.

Observations of behavior are a second way to infer self-
concept, although the self 1s multi-dimensional and complex.
The observer's biases may well affect his observations. The

observation should focus upon the child's objective behavior

98

Bert 1I. Greene and Wallace LaBerne. Educational

Implications of §gl£:ggggg££ Theory. (Pacific Palisades,
California: Goodyear publishing Co. INnC., 1969) p. 9.

99
C. R. Rogers. client centered Therapy: It's Current
Practice, Implicétions and Theory (Boston: Houghton Mifflin
Co., 1956) p. 494.
100
Greene, 1956, p- 12.
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101

and should describe what is seen.
102

Rogers and Allport hoth advocate the individual

should be believed when he reports about himself. Sarpin

and Rosenberg concluded from research in 1955 that the self-

report was useful in getting at meaningful self-attributes

quickly and with minimum effort. Strong and Feder state

ative statement that a person nmnakes concerning

"every evalu
103

himself can be considered a sample of his self-concept.”

The major criticism of the self-report is that it is

only what the individual is willing to reveal to someone

else. Several variables affect the self-report:

1. the students familiarity with the items,

2. a response pattern,

3. social desirability of a response,

4. clarity of tne subject's awareness,

the ability of the subject to clearly communicate,

6. the cooperation level of the subject,

7. the degree the subject feels free of threat,

8. social expectancy,
104

9. the situational and methodological factors.

(Wylie 1961, Silman, 1968, Halburn, 1965, Purinton, 1965,

Combs and Soper, 1957)

L@
Purkey,
102
D. H. Cohen and V. stern, Observing and Recording The
Behavior of Young Children. (N.Y.: Bureau of Publications,
Teachers College, Columbia yniversity, 1958).

103
Shirley, 1977. p. 78.

58, B2.

1970, pp. 58-59.

104
purkey, 1970. pPp-
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Used sensitively and with other evidence, however, Purkey

believes self-reports offer valuable information.

At times quasi—projecfive techniques are used to aid

Observations. There are structured interviews with ovpen

ended questions , student written autobiography, complete

interest records, participation in simulated situations, make
' 105

up stories, draw, and complete sentences.

self-concept measures that have been
longitudinal have demonstrated moderate stability
over time. mngel measured a group of sixth and
eighth grade students for self-concept. Two years
later she repeated the measurements. The stability
was .53. A ten-day test-retest study produced a
stability of +68. Kelly found‘self—consistency to
be .30. This was a statistically significant,

moderate correlation.“ 106

"In general

The greatest Gifficulty in measuring self-concept

results f£rom the fact that each person's self-concept is

orivate, personal and not directly observable.

almost as many measuring devices

"There have been :
b t+ studies." 107

as there have been self-concep

Wylie cited almost 200 instrumentes that had been

employed through 1959. More have been developed since.

Little is known about the reliability, validity, or normative

data of many of these instruments.

also is encountered because self-concept 1is

Difficulty

conceptualized in a variety of ways. Different studies
measure different aspects of self-concept and then report how

105

purkey, 1970, p- 64.
106

Samuels, 1982,
107

purkey, 1970.

p. 79.
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the 1instr
limit the
unique, fi

Some

These
to give in
what emot

whether he

late with something else. The vocabulary level of
uctions, the mechanics of the answer sheet,

testable population. Since each self-concept

nding a universal standard test is difficult.
of those tests developed are:

The Self-Esteem Inventory 1967
Children 8-10

The Bledsoe Self-Concept Scale 1967
3rd - 8th grade
30 trait descriptive adjectives

The Self-Apvraisal Scale 1967
24 items, tested for intelligibility
to 5th arade

How I See Myself Scale 1958-67
40 - 42 items on a 5 point scale

O Sort 1963
Subject sorts self-reference statements

(70 - 150) in to piles along a continuum
of appropriatness of self description
from the most like him to least like him

Semantic Differential

Sets of polar opposite adjectives, 1i.e.,
happy-sad, hard-soft; the concept to be
measured 1is placed at the top of the
scale; the subject checks a box or line
between boxes to indicate attitude

Tennessee Self Concept Scale 1964
Psychological Inventory 1956

Piers - Harris Children's Self-Concept
Scale 1969

Coopersmith Self-Esteem Inventory
Self-report questionnaire

46

£

all

is

standardized self-inventories require the subject

formation about himself, what he likes,

dislikes,

ional reactions he has in certain situations,

admires or condemns certain public figures,

etac.
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The self inventory blank 1is valuahle because it gives below

the surface appearance to tap the individual's own personal

experience and feelings.

The tests are convenient to give because they do not

require a group of raters or interviewers. The disadvantage

is the person tested does not always understand himself and
may not give an accurate report or can falsify the answers if
108

he wants to cover up feelings.

Literature Search

gummary of the

A survey of the literature in the area of cross-age

tutoring indicated numerous projects in education using this

method to individualize instruction, to improve the skills

of tutees, and/or to improve the skills and/or self-concept
althocugh there was a dgreat

of the tutors. Unforfunately,

deal of enthusiasm from parents, teachers, and students that

limited measurable

were successful, only
109’1101111

these projects

research was conducted to establish this success.

Studies which were designed to measure the results of the

tutoring experience primarily used school age children both

108 |
Floyd L. Ruch. psychology and Life, (Il1l: Seott,
Foresman & Co., 1963) PpP- 151-152.
1G9
nputoring the Handicapped." National

Annandell Lamb.
Elementary Principal, (Ssept./Oct. 1976), pp. 43-46.
110
Kathleen Bonie,
Slow Learner Workshop,
111
Linda Smith and Isobel pfeiffer. "Cross-Age Tutoring
for the EMR Child." Bducation and Traininhg of the Mentally
Retarded, (Feb. 1977).

et.al. "glow Learners Can Be Tutors."

(oct. 1977) .
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112,113,114 .
as tutors and tutees. Achievement results were

Primarily measured by achievement tests. Student tutors

usually tutored the younger child in a particular subject or

skill. The majority of the studies involved the teaching of

an academic skill common to poth students. Achievement gains

by the tutor in that supject may well have been affected by

additional practice and study. mhose studies involving low

ni i academic students c
self-concept and/or low achieving academi s as tutors

were designed in this manner, i.e., with a poor reader

teaching a younger PoOOI reader. A few studies 1included
. | ; :

geveral studies involved

normal preschool children.

handicappned students poth as tutor and tutee.

=Sl s

1l§ Williams and g, Coles "gelf-Concept and School
Adjusfmént." Personnel ::1_3(} Q_U_lw gwilr (Jan. 1968).
Pp. 478 - 481.

- litan
W. N. Durost (EG.) Metropolita
Mgﬂﬂall (New York: Worlad Book, 1959) .

114
i = EE d Performance (Los
Wwillia Fitts. gelf-Concept —anc , g
Anqeleglllé;T wg;fern Psycholoqical gervices, 1972), pp. 26-29.
i r .

Achievement Tests




CHAPTER THREE

Methodology
Background of This Study

The purpose of this study was to statistically

assess changes in self-concept as reflected by The Piers
Harris Self-Concept Scale, and cverall achievement, as
reflected by grade point averages, of upper elementary age

tutors who experienced tatoring a young preschool handicapped
child in a non-academic skill. The study proposed to measure
the effect of the length of time the tutor participated; the
tutor having control over the planning, executing, and
evaluating the teaching sessions; the receipt of written
praise for teaching performances; and the amount of progress
the tutee made. The study also proposed to examine in
particular the amount of change which might occur in self-
concept and/or achievement of tutors who were initially 1low
in either or both. The study was also interested 1in the
similarity between teacher comments and evaluations as
compared to statistically analyzed test measures.

The study was unique in that the skills taught by the
tutors were not related to their academic subjects. The
skills the tutees needed to learn were not related to the

tutor's academic subjects. The effect of self-concept

49
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changes upon acadenic performance could be directly measured.
No practice effect was present. The procedures for this study
in this chapter as follows: Subjects, Instrumen-

are outlined

tation, Research Design, Procedure, and Analysis of Data.

The Population and Sample Subjects:

The subjects for the study were selected from those

students within the total membership of the fifth and sixth

grades of the John C. Wood Elementary School who expressed a

desire to tutor and who were given written permission by

their parents as well as approval by their teachers to tutor

(See Appendix A). The entire group was then alphabetized and

numbered sequentially. In this order the group was divided

equal subgroups through the use of the Table of

1
Random Numbers. A pencil was blindly dropped on the Table.

into two

The number which the point of the pencil touched was used as
a starting point. The first number identified the page of
the table to be used, the next two digits the row on that
page and the next two digits the column. Starting at this

point, a sample of twenty students was drawn reading the

numbers from left to right down the page. There were forty
students participating. The first twenty students chosen
were designated the treatment group. The remaining twenty

were the control group.

The treatment group was then randomly assigned to three

sub categories. The treatment group was placed in

il
Roger E. Kirk. Introductory Statistics, (Monterey,

California: Brooks/Cole Publishing Company, Inc., 1978),
pp. 404-405.
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alphabetical order and sequentially nunbered. The Table of

Random Numbers was used in the same manner as in the

selection of the original treatment group. Ten students were

randomly assigned toO the first sub-treatment group. The

remaining ten comprised the first sub-control group. The

treatment group was again considered as an entirety. From

the total alphabetized list a second sub-treatment and

control group were chosen using the Table of Random Numbers.

This same method was used to select a third sub-treatment and

control group.

These three groups were formed to evaluate the effect
upon the tutor's self-concept and/or academic performance

I

under three separate conditions:

1. The student tutor planned, executed, and

evaluated each of his tutoring sessions.

2 The tutor was assigned two twenty minute

sessions a week with his tutee or three half-hour sessions

a week.
written positive comments

Bl The tutor received

about his tutoring performance each time he worked with his

tutee,
The treatment group of twenty student tutors was

comprised of: ten bOYS and ten girls. There were ten fifth

)

and ten sixth grade students. gix of the sixth grade

students were girls, four POYS: Four of the fifth grade

students were girls, six boys: The mean age was eleven.

Three students were twelve years of age, thirteen were eleven
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yYears of age, four were ten years of age.

The control group of twenty students Was comprised of

Nine boys and eleven girls. There were ten sixth and ten

fifth grade students. Five of the sixth grade students were

Sirls, five boys. Six of the fifth grade students were

girls, four boys. The mean age was eleven. Three of the

Students were twelve years of age, nine were eleven vears of

a9e, eight were ten years of age. (See Table 1)

Table 1

Tutor Demographic Data

Treatment Control Total
(n=20) (n=20) (n:40)
Sey
Female 10 lé 2%
Male 10 19
Grade Level
5e 10 10 20
6 10 10 20
Age i
n Years X : -
10.0
13 9 22
11.0 ;
12.0 3 6
\

The tutee population was comprised of the total
handicapned preschool population, sixteen children between
the ages of thirty and fifty-six months. All of the children

Were placed in the class because they were developmentally

Only two children were non-ambulatory, Eleven of

delayeq.
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the preschool children were bovs, five girls. Five of the

boys were four vears of age, six of the boys were three. Two

of the girls were four years of age, one of the girls was

three vyears of age, two were two years of age. Two three

year old boys had Down's Syndrome, the one three year old

girl was aphasic and apraxic. sign language was being used

to help her. one two year old girl was partially paralyzed

on one side, of normal intelligence and physically

attractive. The other two year old girl was very frail,

Possibly hearing and visually impaired, without speech, but

with high fine motor skills and cognitive ability. R

learning to crawl while holding her head up. One three year

old poy had athetoid cerebral palsy. He moved by hopbping

using all four limbs. One other three year old boy wore a

helmet and was very physically active in a typical male role

pattern. He had been thrown through the dashboard of an

of age during an accident. Three of

automobile at two weeks
the four year old boys and one three year old bovy
demonstrated speech and language problems. Two of the four
year old girls and two boys demonstrated what might be
defined as "learning problems.” One Eops” yeer  Gln-Bag
diSplayed emotional problems with acting out behavior. AL
working with different

of the children were receptive to
people, including the upper elementary students (See Table 2).

Two preschool teachers, three preschool classroom aides,
sixth combination classes

and two teachers of regular fifth-

Participated in the stuay.
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Table 2
Tutee Demographic Data
\
Female Male
E Total
(n=5) (n=11) (n=16)
Age in vears
2.0 2 0 5
3.0 1 6 7
4.0 2 5 7
Type of Handicap
Aphasic/Apraxic 1 0 1
Automobile Head Injury 0 ¥ 1
Cerebral Palsey 0 1 1
Downs Syndrome 0 2 2
Emotionally Disturbed 0 1 1
Hemiplegic i 0 1
Learning Dpisabilities 2 2 4
Multiply Handicapped 1 0 1
Speech and Language 0 4 4
tutor (s)

The preschool children were matched to their

Table of Random Numbers. The list of preschool

numbered. This 1list was

Using the

children was alphabetized and

by random number and matched in alphabetical orgder

Selecteq
to the tutor 1ist. Those students working with more than one

Student (four) were selected by random number.

Instrumentation for the Study
intruments were selected as a means of

The following

Jdathering and recording data for this study.
Piers-Harris Children's Self-Concept Scale

1. The
(The Way 1 Feel About Myself)

used to measure self-concept yag The

The instrument

Children's Self-Concept Scale. It is a gelf-

PlerS—Harris
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report instrument designed for use with students in grades

3 - 12. It consists of 80 first-person declarative statements

The child responds by marking "yes" or "no." One half of the

items are worded to indicate a positive self-concept and half

to indicate a negative self-concept. It is possible for the

items +o be read to the student. This method keeps the

students working together and aids in helping each student to

clearly know what the item says. The test takes only 15 to

20 minutes to administer put there is no time limit. It is

Norms are provided for grades 4 - 12.

hand scored with a key-
Ellen Piers, who developed the test, describes the
Piers-Harris as a scale pased on the definition of self-
concept as "an organized configuration of?perceptions of the

ble to awareness." It is assumed the

self which are admissi
set of self attitudes are relatively stable self descriptions
The scale was designed with items scored in

rection to reflect the evaluation

and evaluations.

a positive or negative ai

3 .
dimension. It was ctandardized on 1,183 ch

ildren in grades
4

4 - 13, 4n one pennsylvania school district.

P.M. Bentler reviewed the scale in the Buros 7th Mental
Measurements Yearbook- He indicated that there appear to be

no sex or grade gifferences in means. He states tne internal

e

2 |20

. —Ccentered Therapy, (Boston:
_R. . Client = = . .
C«R Rogers ih B.V. Piersq The Piers-Harris

Houghton Mifflin, 1957) :

MQEéggaEh 41, (Nashville, Tenn: Counselor Recordings and

Tests, 1951) .
3

P.M Bentler. "The piers-Harris Children's Self-
Concept Scale" in Buros, The geventh Menfié7§$asurements
1 L= 2 ‘s vl ______—\ e i 5 -
Yearbook, 1, (New Jersey: Gryphon Fresss

Bentler, 1972.
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consistency of the scale ranges from .78 to .93 and retest

reliapility from .71 toO _77. He also reports this correlates

with similar instruments which are in the mid sixties. He
5

indicates teacher and peer validity coefficients are .40.

He felt the author of the test was careful to control correl-

ation between the scale and social desirability. He judged

ith a measure of anxiety to be quite high,

the correlations W
6
-.54 to -.69.
In his review of the instrument, Bentler recommends the
scale for studies of change in self-concept. The use of a
control group 1S recommended since SCOIES tend to increase
slightly with re-testing. The manual indicates at least a

o 18 required before a change in self-

10 point score differen g

concept can be considered statistically reliable.
reviewed the piers-Harris instrument and several

ment tests for children. In her

Wylie
Oother self-concept measure

book The Self QQEEEBE she rates the Piers-Harris as a

9
h tool amond those available.

Promising researcC
e Piers-Harris in Measures of

Rick Crandall reviewed th

i

Bentler, 1972.

[

Bentler, 1972.

7 .

i »ed Expectancies for

J.B. Rotter. "Generallz® bect
Internal Versus External control of Reinforcement",
Psychological Monogra hs, 80, 1966, 609.

8

for the Piers—-Harris

E.V. piers. Manual tfor -
Children's sSelf Concept Scale (The Way 1 Fggl About
Myself), ~ (Nashville, Tenn.: Counselor Recordings and

Tests, 1969).

9

i - t, Vol. 1, Rev. Ed
R.C. Wylie. The Self-Concepl. , 0a .
(Lincoln: The University of Nebraska Press, 1974) .
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ﬁiﬁlﬁﬂgﬁi’ Rev. Ed. He highly recom-
10
ldren.

Social Psychological

mended it as a scale for chi

Shreve found the piers-Harris to be one of the better

tests available when judged by the criteria found in

Educational and Psychological

Technical Standards for
1%

Tests.

Cox used subjects in grades 6 - 9 from 97 families in a

1966 study. correlations between the Piers-Harris and teach-

er and peer ratings of socially effective behavior were .43

and .31. The correlations with super ego strength were .40
12

ane .52,

the test was adminis-

For the purposes of this study,

tered to the total ¢group of fifth-sixth grade volunteers at

one setting in the cafeteria of the school. Pencils were
provided. The two preschool teachers explained the purpose

of the test as a part of & study by the school to see if
students serving as tutors was a useful experience that

should continue as a part of the regular school activities.

he school to determine the

The teachers stressed that for t

1 o .

g R. Crancdall. nmeasures Of Self—Estgem' in J.P. Robin-
son and ‘p R shaver. Measures Of social psychological
Attitudes 'Rév Ed (Ann Arbor: University of Michigan
= et . 1ili e
Institute for Social Research, 1973) .

11 Analysis and Evaluation of
Reliabilitv and  Validity of PORE
S———+r  Unpublished doctoral dis-

E.E. Shreve. A critical

Evidence Regarding the
Selected Measures Of Self-Concept.

sertation, U. of sC, 1973.

12 . ;
E.V piers. The piers-Harris ¢h11dren's Self-Concept
SCale Re;@‘;rch Monoﬁraﬂh #l, (NaShV111e, Tenn: Counselor
e S 2w O 4 _______z____g___ . Bt
1977) .

Recordings and Tests,
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value of tutoring in the preschool it was very important that
each of them understand each question and answer it as truth-
fully as they were able to do. The students were seated far
enough apart that each student was assured privacy. One
teacher read the questions. The other teacher answered ques-
tions about what words meant. The word "discipline" was an
example of an unfamiliar word. Several students were unsure
how to reply to a question about siblings when they had none.

By reading the questions aloud twice as the students
followed in their test books, the students remained together,
did not discuss the test among themselves, and had an
opportunity to ask questions about an item before responding
to that item. The testing took forty-five minutes. Neither
the students nor the preschool teachers knew the identity of
the tutors. The test was repeated in this manner at the end
of the tutoring experience. (See Appendix G)

2. Grade Point Average

Students 1n the Fairfax County Public Schools, at the
fifth and sixth grade level, are given letter grades. The
grades considered in the grade point average included those
in math, reading, 1language, spelling, science, and social
studies. The letter grades were converted into a five point
scale, 0 = 4. An A was a 4, a Bwas a 3, a C was a 2, a D
was a 1, and an F was a 0. When the teacher used a (+) or (-)
the points were adjusted up or down by one-half point as was
appropriate. The grade points, as converted, were totalled
and averaged. The grades for the grading period prior to the

initiation of the tutoring experience were compared with the
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teachers and the principal were asked to define Dbehaviors
they felt indicated to them that the student demonstrated a
positive self-concept and a positive academic performance.
The teachers and principal stated these behaviors in
individual conferences with the researcher. The statements
were then combined and presented to both teachers, the
principal, and two additional resource teachers. Through
discussion consensus was reached as to those statements that
appeared acceptable to all five educators. These statements
were then printed on summary sheet for each teacher with the
names of all her student volunteers listed. Prior to knowing
the names of those students who would be tutoring, the
teachers were asked to judge each student on a scale of 0 -
4 regarding his self-concept and academic performance. The
teachers were asked to do this again at the end of the
tutoring experience.

4. Tutor Questionnaires
(See Appendices D and E)

Before beginning their actual tutoring experience the
tutors came to the preschool classrooms to meet their
student, become somewhat acquainted with him/her as a person
and with the rooms in the preschool and personnel in the
preschool. The tutors then attended two thirty minute
training sessions. During the first session they were told
about their child and his/her needs or special problems.
During the second session they were shown the individual bin
for their materials, where they would work, and a chart where

they would have a mail box to receive assignments, directions
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and comments. They could also use this box to communicate
with the preschool staff. Fach box was 1individual and
separate from all other tutors' boxes so that messages could
be confidential.

The tutors met with their student for two weeks with a
preschool classroom aide assisting with positioning the
child, presenting the material, and communicating with the
e51.1d . The aide demonstrated as well as explained. Each
tutor received a written lesson plan and specific materials
to work with his child. After the first tutoring session
with the aide assisting, the tutor was asked to complete a
short questionnaire. At the end of the entire tutoring
experience the tutors were again asked to complete a short
questionnaire. Both questionnaires concerned the tutor's
feelings about his tutee and the tutoring experience. The
gquestionnaires were completed during a twenty minute session
with all the tutors present under the supervision of two
aides.

The two preschool teachers ané the three aides scored
each statement of the gquestionnaires as to positive or
negative. The positive points were then added to give a
total score. The marking of the questionnaires was compared.
An agreement of 3 out of 5 people as to the score, determined
the score for each tutor.

5. Preschool Teacher Rating of Tutee Progress
(See Appendix F)

Each preschool child is developmentally evaluated when

he enters the preschool program, at the start of each year,
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and twice during the year. A chart 1s completed for each
child and his progress recorded. The chart is divided up
into the developmental areas. Just prior to the initiation

of the tutoring experience, the preschool teachers evaluated
each child in the area(s) in which he would be tutored. The
child was again evaluated at the end of the tutoring
experience. The number of months gained by the preschool
child was recorded. The growth the child made was translated
to the tutor on a scale of 1 - 4. This scale was marked by
the preschool teachers based on the expectations for the

child and his developmental growth.

Research Design Selected for the Study

A Pre-test - post-test Control Group Design was used.
This design was selected because of the limited number of
subjects available. The design needed to be strong while
providing the largest number of subjects per cell. Campbell
and Stanley g recommend this design since it provides high
internal validity by controlling for all seven rival
hypotheses. History is controlled since general historical

events that might have produced a difference in one group

would also produce a difference in the other group.

Maturation and testing are controlled 1in that they are
manifested equally in the treatment and control groups.

Instrumentation, 1in the use of the self-concept test, is

14
Donald T. Campbell and C. Stanley. ExXperimental and
Quasi-Experimental Designs for Research, (Chicago: Rand
McNally College Publishing Company, 1963).
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controlled by the responses being collected simultaneously to
a fixed printed instrument. Regression is controlled as far
as mean differences are concerned, no matter how extreme the
group is on pre-test scores, since the treatment and control
groups are randomly assigned from the same pool of students.

The treatment group should regress as much as the control

group. Selection 1is ruled out as an explanation of the
difference since randomization assures group equality,
Mortality effects are visable. To avoid sampling bias all

the selected students who completed both pre-test and post-
test were used.

Although 1in using this design the pre-test may affect
the population and thus make generalizing to a wider
population questionable, consideration should be given to the
similarity of the instrument format to regular testing that
is routinely carried out in most educational settings. Since
the school involved was a regular elementary school with a
population made up of a mixture of children from a
neighborhood representing a Ccross section of social and
economic groups similar to other public schools in the area,
the study offers some valid generalization to other schools
within the system of which it is a member. Although there is
some possibility of interaction between selection and the
experimental treatment, reactive differences caused by the
subjects knowing they were part of a research study should
not be present. Similar interactions of students had taken
place in this school and other schools within the system. No

unusual or non-staff personnel were involved. Within this
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school system some valid generalization should be possible.

Figure 1

Research Design

Pre - test Post - test
Control Group Design
RO X O
1 2
RO O
3 4
X - exposure to an experimental variable or event
O - process of observation or measurement
R - random assignment to treatment qgroups
Left - to - right indicates temporal order.

Letters vertical to each other are simultaneous.

Procedure

The following lists the procedure steps in
chronological order:
1. Permission to do the study within a Fairfax County Public
School was requested 1in writing with a formal proposal
submitted to the Office of Research and Testing.
2. Permission was secured.
3 The principal within the elementary school selected
reviewed the proposal and approved the study.
4. The area superintendent also reviewed and approved the

study.
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5. The tutoring project was explained to the two fifth/sixt
S1xth

grade teachers and the preschool teachers and aides Thei
S. eir

cooperation was secured.

64 Students in the two fifth/sixth grades wWere invited ¢t
B (@]

visit the preschool classrooms as a total class.

T Students in the two fifth/sixth grade classrooms were

invited to tutor a child in the preschool.

8. The fifth/sixth grade teachers, principal, two resource

teachers and the researcher developed the summary sheet for

teachers.

9. Students who expressed an interest in tutoring took hone
a permission slip for parental approval. (See Appendix A)

10. When all the permission slips were returned an initial

testing period was set up 1in the cafeteria for the

administration of The Piers-Harris Children's Self-Concept

Scale. All of the students were tested at one sitting. They

were seated apart so that they would have some privacy.

Pencils and test books were provided. The students were
asked to circle "yes" or "no" after each dquestion. One
preschool teacher read each question aloud twice. The other

teacher answered questions about word meanings. The students
were able to stay together through this method. Both
teachers tried to be certain each student understood the
question. The testing session required forty-five minutes.
Ils The two fifth/sixth grade teachers marked the initial
teacher summary sheet for all the students.

109 The 20 tutors were randomly selected from the group of

40 volunteers. They were randcmly assigned to the three sub
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groups.

118, The preschool children were assigned randomly to the

tutors.

14. The time the student could leave class was determined by

his classroom teacher. This time was non-instructional time
during which he chose to tutor rather than participate in

choir, computers, etc.).

another activity (i.e., newspaperty
the preschool child would do with each

15, The activity

student tutor was determined by what the preschool class
at the time the tutor was available.

o) mailboxes and supply boxes as

schedule presented

16. Preschool teachers set U

well as work space for each tutor.

s discussed the goal for each preschool

17. Aides and teacher

child and planned the first two weeks activities. These were

Written individually for each tutor on a file card (3x5).
the tutors mail box. Materials

The first card was placed in
for that lesson were placed in that tutors supply box.

18. The tutors began.

came to meet their preschool child and - to

They first

4 with the presc
ally told about their child, his

- ! S. The i
become acquainte hool room e

y were individu

they came, the
ird time they came: they were shown

needs, his goals. The &h

their workspace, their mailboX: their lesson plan, and their
supply box. These three meetings took place within one week.
The following weeX the tutors pegan coming on a reqular
je met with them anéd their child the first two

Weeks, Each day a newv lesson and naterials were provided.
tual tutorin

basis. An ai

Mfter “the Eiret-day of ac g the tutors were asked
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to f£ill out a short guestionnaire about their feelings for
their Job and their student. This was accomplished in 4
brléf meeting of all the tutors together. These
questionnaires were not scored until after the tutoring
experience was over.

1.9., During these two weeks of tutoring, those tutors
selected for the "praise" sub group, began to receive written

positive comments about their teaching. These messages were
placed in their mailbox. The other tutors received no com-
ment. This continued throughout the tutoring experience.

At the ena of the two weeks those students selected to

teach independently were encouraged to plan the lessons for

D

each day with the goal for that student in mind, to choose
the materials, and to evaluate the lesson and how both he and
the tutee performed. They shared their lessons with their
aide helper. Unless the student tutor was totally missing
his student's needs, he was not given suggestions. Those
given were very general, 1.e., "We have some new materials
vou might want to look over for ideas." These materials were
chosen to meet the preschoolers needs but the tutor selected
from them independently. Those students planning their own
lessons were given 3x5 cards. They placed the card in their
mailbox and selected their materials prior to the day they
were to meet their student. (Times available: lunch break,
right after school, etc¢.) After they taught their lesson,
they wrote their evaluation on the 3x5 card and left it 1in
their mailbox.

The control students continued to receive lesson plans
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and materials from the preschool teachers. The lesson plans

were left in their mailboX.

20. The original schedule for the tutors was set up so that

one-half of the tutors came twice 2 week for twenty minutes

and one-half three times 4@ week for thirty minutes.

e was conducted over two grading

21. The tutoring experienc

fifth/sixth grade teachers

periods. It began as soon 2% the

had completed their grades for the second period. It

continued until school ended.

22. During the last week of school tutors completed their

final tutoring session. After this last session they were

questionnaire to complete as @& reaction to

quesfionnaire was completed

given another

their tutoring experience- This

as a total group at one session.
23.  The last Friday before school ended on Monday, all the

d as a group to again complete the

Participants were assemble

procedure was used as had been used

Piers-parris. The same

during the pre testing session.
a4, The last week of gschool the £ifth/sixth grade teachers
The preschool teachers

Completed the final teachel summary .
and shared their progress

evaluated the preschool children
individually with the tutors two weeks pefore the last
tutoring session. This allowed tne tutors time to know how
on a formal basis prior to the

their student was prOgreSSinq
second self-concept rest gession and prior to final papers,
. oom.
fests, ctc. being due in their own classT

ade point averages for

45, The Tuesday after school ended 9r

rading period were recorced. Notes

both the pre and nost G



about behavior and citizenship were recorded. Tutors' pre

and post questionnaires and the fifth/sixth grade teachers'

Pre and post summaries were examined.

26. Piers-Harris tests were scored for both the pre and

POst sessions.

Analysis of Data

The Piers-Harris Tests were hand-scored using a key
sheet with holes appearing where the appropriate response
("yes"/"no") should appear- prior to scoring the tests were
divided into two stacks (treatment subjects / control
Subjects). The gifference petween each student's £irst and
second total test score was computed. These difference

ach group and the means computed.

scores were added for €
= 1 =1
These were compared using a t test, correlations ana regres-

Slon analysis.
The grades for each ocarticipating student were recorded
for the second and fourth grading periods 1D math, reading,

La' | (q.
languace, Spellinq’ gcience: and social stuciles. These

into numerical equivalents.

grades were transformed

K = B = 3

W

A plus or a minus on & letter grade was assigned one-half a
point (0.5). The grade sverage for each student for each
drading period was found . A group mean was computed for the
treatment group and the control group- These means were
correlations, and regression

Compared using a test,

Analysis.
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Multiple Linear Regression was used to compare the test

SCore differences and qrade point differences ot the sub

mber of subjects available

treatment groups. Although the nu

was below the numbers recommended when using multiple

regression, a decision to apply the analysis was made when it

became apparent the t+ test was not robust enough to analyze

the data.

The subp treatment groups compared were:

1. Subgroup One

received praise of their tutoring in

Tutors who

writing from a preschool teacher.
ve written praise.

Tutors who did not recei

2. Subgroup TwO
Tutors who planned, executed, and evaluated their

own lessons.
Tutors who taught lessons planned by the teacher

using materials she suggested.

3. Subgroup Three

Tutors who taught @ longer time.

Tutors who taught @ shorter time.
Although tutors originally were scheduled 40 or 90
1sed changes in the actual amount

minutes a week, absences €&
ith his child. The third subgroun

Of time each tutor spent W
Comparison was therefore not possible- Instead attendance was
recordea. a total teaching £1M° geope WAE Somputed for geck

tutor.

4. subgroup Four
Tutors with initial self concept scores below the mean
S : 8
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Tutors with initial self concept scores above the mean

5. Subgroup Five

Tutors with grades pelow the mean.

Tutors with grades apbove the mean.
The Piers-Harris difference scores were listed for each

tutor. These were added together as was appropriate for each

group, the means were computed and compared.

The pre and post grade point averages were listed for

The difference scores were computed. These were

for the membership of each

each tutor.

added together as was appropriate

and compared.

group. The means Were computed

gummary

/ post-test contr
ing preschool-age handicapped

A Pre-test ol Group Design was used to

e effect of tutor

lnvestigate th
ept and academic achievement of

Students upon the self-concC

tary students. Forty fifth/sixth

fifth and sixth grade elemen

randomly to treatment and

grade students Wwere assigned
wenty students 1N the treatment group

control groups. The t

weeks as tutors to sixteen preschool

served for sixteen
ge two tO five years. This treatment

handicapped children @
fferent sub treatment and

ed into two di

group was subdivid
tion of the subjects made it

control groups. This organiza
praise upon the tutor's self-

Possible to study the effect of
Concept and/or academicC performancer as well as the effect of
and evaluating of his/her own

the tutor planning, teaching:
teaching sessions. The study also examined the effect upon
jc progress of the number of lessons

self-concept and academ
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the tutor taught, the initial attitude of the tutor toward
his tutee, tutor observed progress made by the tutee, and
initial low self-concept and/or low academic performance.
The classroom teacher's estimate of the tutor's academic
performance and self-concept was compared to the student's
estimate of his/her self-concept and/or academic performance.
Gains made between the pre and post administration of

The Piers Harris Children's Self-Concept Scale and as re-

flected by grade point averages provided the basic data for
this study. An attitude questionnaire was administered to
the tutors at the beginning and end of their teaching
experience. The fifth/sixth grade classroom teachers com-
pleted pre and post evaluation forms concerning the academic
performance and self-concept of both treatment and control
group members. The preschool teachers completed a rating
scale for tutee progress in the area(s) in which he was
tutored. The data were analyzed using a two-tailed t test,

Pearson Product Moment correlations and multiple linear

regression.



CHAPTER 4

Report of Resesarch Findings
The purpose of this research was to determine whether
the self-concept and academic performance of an upper
elementary student would be modified after he tutored a
preschool age handicapped student.
Pre and post measurements were obtained from two groups
of fifth/sixth grade students. The differences between these

re and post scores were compared for the two groups using a

g}

two-tailed t test. Multiple regression analysis was applied
when the t test was not robust enough to analyze the data.

A 0.05 level of significance was chosen.

Findings of the Investigation

The Piers Harris Children's Self-Concept Scale was

administered to forty fifth/sixth grade students as a pre and
post measurement. Twenty of these students served in the
control group, twenty in the treatment group. Grade point
averages were recorded for the grading periods coinciding
with the beginning and ending of the study. Student
questionnaires and teacher rating scales provided additional

information.

74
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Hypotheses Formulated to Facilitate the Investigation

Fifteen hypotheses were formulated to facilitate the
investigation of both self-concept and academic performance
by upper elementary students following their serving as
tutors for preschool age handicapped children. The results
of the statistical analysis of these fifteen hypotheses will

be reported in this chapter.

1. Hypothesis One

Question One referred to that part of the data
concerned with changes in self-concept:

Does interacting with a preschool handicapped child in
the role of a tutor significantly change the self-concept of
a fifth or sixth grade non-handicapped student? The results

of The Piers Harris Children's Self-Concept Scale served as

the measure of self-concept changes.

The research hypothesis was:

There will be a significant difference in the changes
in self-concept scores between a treatment and control group,
following a period of tutoring by the treatment group.

The Piers Harris Children's Self-Concept Scale has a

maximum possible score of 80 points. The pre-test scores for
the treatment group ranged from 45 to 78 with a mean score of
64.95 (8D 9:.65) . The post-test scores for the treatment
group ranged from 43 to 78 with a mean of 67.75 (S.D. 8.62).

The control group's pre-test scores ranged from 49 to
78 with a mean of 63.10 (s.D.  8.45). 'The post=test  scores

ranged from 47 to 78 with a mean of 66.55 (S.D. 9.14). The
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Table 3

Piers-Harris Results

N Mean SD
Treatment
pre 20 64.95 9.65
post 20 67«75 9.14
Control
pre 20 63.10 8.45
post 20 66.55 8.62

mean gain score for the treatment group was 2.80 with a stan-
dard deviation of 8.51. The mean gain score for the control
group was 3.45 with a standard deviation of 8.52. Correlations

and regression were calculated with no significant results.

Table 4

Piers-Harris Gain Scores

N Mean SD
Treatment 20 2.80 8.51
Control 20 345 8.52

Since the analyses did not reflect a change in self-
concept at a level of probability that was statistically
significant, the hypothesis:

There will be a significant difference in
the change 1in self concept scores between a
treatment and control group following a period of

tutoring by the treatment group,

must be rejected.
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2. Hypothesis Two

Question two referred to that part of the data
concerned with changes in grade point average:

Does interacting with a preschool handicapped child in
the role of a tutor significantly change the academic
performance of a fifh/sixth grade non-handicapped student as
reflected by grade point averages?

The research hypothesis was:

There will be a significant difference in the changes
in grade point average scores between a treatment and a
control group following a period of tutoring by the treatment
group.

The letter grades for each student were recorded for
the grading period just prior to the initiation of the tutor-
ing experience. These letter grades were then assigned
numerical values of 0 - 4 (A= 4, B=3,C=2,D=1, F =0,
+/- = 0.5). The number values were then averaged to give a
Grade Point Average (GPA). The subjects recorded were math,
science, language, social studies, reading, and spelling.

The grades for these subjects were again recorded for
the grading period following the tutoring experience. These
were again assigned numerical values which were averaged.

The grade range for the treatment group prior to the
tutoring experience was 2.2 - 3.7; for the control group 2.0
- 3.8. The grade range for the treatment group following
tutoring was 1.3 - 4.0; for the control group 1.1 - 4.0. The
mean grade point average prior to tutoring was 2.92 for the

treatment group and 2.86 for the control group. The mean
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grade point average following tutoring was 2.83 for the
treatment group and 2.57 for the control group. The mean
score of the difference in grade point average following
tutoring was - 0.09 (S.D. 0.45) for the treatment group and

- 0.29 (S.D. 0.45) for the control group,

Table 5

GPA Results

N Mean SD
Treatment
pre 20 2492 0.49
post 20 2.83 Q7
Control
pre 20 2.86 0:586
post 20 257 0.91

The grade point averages for each group were compared
by subtracting the pre-grade point averages from the post-
grade point averages for each group. The mean gain score for
the treatment group was - 0.09 with a standard deviation of
0.45. The mean gain score for the control group was - 0.29

with a standard deviation of 0.45.

Table 6

GPA Gain Scores

N Mean SD
Treatment 20 -0.09 0.45
Control 20 -0.29 045

F=ratic - 5.61 Probability 0.02
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When multiple regression analvsis was used to compare
group membership, a significant effect was found. The depen-
dent variable, GPA gain was predicted using three independent
variables: 1initial teacher perception of self-concept, ini-
tial teacher perception of academic performance, and group
membership. An F ratio of 5.61 with an associated probability
of 0.02 resulted. An examination of the gain score means
indicated the control group significantly declined in grade
point average while the treatment group did not.

The hypothesis:

There will be a significant difference in the
change in grade-point average scores between a
treatment and a control group following a period of

tutoring by the treatment group,

may be accepted.

Table 7

GPA Gain Regression

Dependent Variable - GPA Gain RSQ = 0.475

Independent Variable DF  SS RSQ F ' Probability
Change

Treatment vs Control 1 0.65 0.082 5 Bl * 0,023

Pre Teacher Self- 1 0.09 0.011 0.77 0539

perception Rating

Pre Teacher Academic e 05157 11.9 * 00014

Performance Rating

Regression A 380 1.0 .49 0.00

Residual 6L+l 20

Total 39 8.00

* statistically significant
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As the tutors worked with their young students several

aspects of the relationship were examined. To study each

aspect the treatment group of tutors was sub-divided into
two equal groups of ten members each. One of these groups
became a treatment group, one a control group. Hypotheses

111, 1V, VII and VIII relate to this condition as do
questions II1I, IV, VII and VIII. Hypothesis V and VI compare

the tutors on a continuous scale.

3. Hypothesis Three

Question three referred to that portion of the data
concerned with locus of control:

Do changes in academic performance increase
significantly when the tutor is given control of planning,
evaluating, and executing his tutoring sessions?

The research hypothesis was:

There will be a significant difference in the changes
in grade point average scores between a treatment and control
group following a period of tutoring by the treatment group
in which they have control of planning, executing, and
evaluating the tutoring session.

The grade range for the experimental group prior to
tutoring was 2.0 - 3.5, the control group 2.3 - 2 I After
tutoring the treatment group grades ranged from 1.3 - 4.0,
the control group grades ranged from 2.0 - 4.0. The mean GPA
for the treatment group prior to tutoring was 2.86, the
control group was 2.97. The mean GPA for the treatment group

following tutoring was 2.71, for the control group 2.87.
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The change between the pre and post grades for each
group was obtained by subtracting the pre from the post
grades. The mean change in GPA for the treatment group was
- 0.05 (s.D. 0.51), the mean change for the control group was
@3 F(8:Ds ~0.39),

Multiple regression analysis was used to explore the
effect of 1locus of control on grade point average. The
dependent variable, grade point average gain, was predicted
using four independent variables: leocds of contrel, the
number of tutor sessions, the observed progress of the tutee,
and the evaluation the teacher made of the tutor's self
concept prior to the initiation of tutoring. The F ratio
relating to locus of control was 0.42 with a probability of
0.53, which was not statistically significant.

The hypothesis:

There will be a significant difference in
changes in grade point average scores between a
treatment and control group following a period of
tutoring by the treatment group in which they have
control of planning, executing, and evaluating the

tutoring sessions,

must be rejected.

4. Hypothesis Four

Question four also referred to data concerning locus of
control:

Do changes in self-concept increase significantly when
the tutor is given control of planning, evaluating, and
executing his tutoring sessions?

The research hypothesis was:

There will be a significant difference in the changes
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Table 8

Treatment GPA Gain Regression

Dependent Variable - GPA Gain RSQ = 0.388

Independent Variable DF SHe) RSQ F Probability
Change

Tutee Progress 1 0.25 0.065 1.60 0.226

Sessions Tutored i 0.72 0.191 4.68 * 0047

Locus of Control 1 0.06 0.017 0.48 0.528

Pre Teacher Self- i 048t 0,117 2.87% 0s141

perception rating

Regression 4 1.47 2.38 0.098

Residual 15 2:31

Total 19 3:78

* statistically significant

6. Hypothesis Six

Question six also referred to data concerned with the
length of time involved in tutoring:

Do changes in self concept significantly increase when
the amount of time spent tutoring increases?

The research hypothesis was:

There will be a significant relationship between self
concept changes and the amount of time spent tutoring.

A correlation of 0.128 was computed with an associated
probability of 0.295. ! This was not statistically significant.
Regression analysis was performed using gain in self concept
scores as the dependent variable and locus of control, obser-

ved progress of the tutee, and the number of sessions taught
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by the tutor as independent predictor variables. An F ratio
of 0.248 for the number of sessions taught by the tutor
resulted with an associated probability of 0.63. This was not
statistically significant.

Using these two forms of analysis, there did not appear
to be a statistically significant relationship between the
change 1in a tutor's self concept and the number of sessions
which he taught, therefore the hypothesis:

There will be a significant relationship between
self concept changes and the amount of time spent
tutoring,

must be rejected.
In analyzing both hypotheses V and VI, the actual

number of sessions per tutor was used on a continuous scale

rather than forming two distinct groups.

7. Hypothesis Seven

Question seven referred to data involving praise of the
tutors performance:

Do changes in academic performance significantly
increase when the preschool teacher praises the tutor's
performance through written comments?

The research hypothesis was:

There will be a significant difference in the changes
in the grade point average between the treatment and control
group when the preschool teacher praises the treatment group
tutors' efforts through written comments.

The range of grade point averages prior to tutoring for

the treatment group was 2.3 = 3.7, for the control group 2.0
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= BT After tutoring the grades ranged from 2.0 - 4.0 for
the treatment group, 1.3 - 3.8 for the control group. The
mean dgrade score for the treatment group prior to tutoring
was 2.97, for the control group 2.86. Following tutoring the
mean score was 3.03 for the treatment group , 2.62 for the
control group.

Correlations were computed prior to the performance of the
regression analysis. A correlation coefficient of - 0.35
with an associated probability of 0.068 was computed between
grade point average gain and level of praise (higher values
associated with lower level of praise). Reogression analysis
was performed using grade point average gain as the dependent
variable with 1locus of control and level of praise as the
independent predictor variables. An F ratio of 2.74 resulted
for level of praise with an associated probability of 0.116.
This was not statistically significant.

Since there was no statistically significant relation-
ship between change 1in grade point average and level of
praise, the hypothesis:

There will be a significant difference in the
changes in grade point average between the treatment and
control group when the preschool teacher praises the
treatment group tutor's efforts through written
comments,

must be rejected.

Question VIII referred to changes in self concept

related to written praise given by the preschool teachers.

8. Hypnothesis Eight

Question eight also referred to the effect of praise
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upon the tutor:

Do changes in self concept increase significantly when
the preschool teacher praises the tutor's performance through
written comments?

The research hypothesis was:

There will be a significant difference in the changes
in self concept scores between a treatment and control group
when the preschool teacher praises the treatment group

tutors' efforts through written comments.

3

he group of tutors who received written praise

demonstrated a range of gain scores for the Piers-Harris from

- 5 to 20. The non-praised agroup demonstrated a range from
-8 to 16. The mean gain for the praised group was 4.0 (S.D.
9.4), for the non-praised group 1.6 (S.D. 7.8). Four of the

praised tutors demonstrated individual gains in self concept
scores greater than 10 ©points, which 1is considered a
significant measured change in concept by the authors of the
test. These students made gain scores of 19, 20, 13 and 16.
The correlation coefficient Dbetween self concept gain and
level of praise was computed resulting in a score of -0.145
with an associated probability of 0.271 (higher values corre-
sponded to lower levels of praise). A regression analysis was
nerformed using self concept change as the dependent variable
and locus of control and level of praise as the independent
predictor variables. An F ratio of 0.392 for level of praise
resulted with an associated probability of 0.54. This was

also not statistically significant.

Although the mean gain for the treatment group was
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larger than the control group, this difference was not stati-

stically significant. However, individual tutors in the

treatment

group did show rather striking gains.

The hypothesis:

There will be a significant difference in

the changes in self concept scores between a treat-

ment and control group when the preschool
praises

comments,

teacher
the treatment group tutors through written

must be rejected.

9. Hypothesis Nine

Question nine referred

to the effect of the tutor
having knowledge of the tutee's progress:
Do changes in academic performance significantly

increase when the tutee makes progress observable to the

tutoxr?

The research hypothesis was:

There will be a significant difference in the changes
in the grade point average between a treatment and control
group

when the tutee makes more progress (observable to the

tutor) than the tutees in the control group.

A correlation coefficient of 0.231 was computed between

grade point average gain and observed progress of the tutee

with an associated probability of 0.16. This was not statis-

tiealdy Significant. A regression analysis was performed

using grade point average gain as the dependent variable and

locus of control, the number of sessions taught by the tutor,

and the observed progress of the tutee as the independent
predictor variables. An F ratio of 1.62 resulted for observed
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progress of the tutee with an associated probability of 0.22.

This also was not statistically significant.

The hypothesis:

That there will be a significant

in the changes in grade point average
treatment and

difference

between a
control groupr when the tutee makes
more progress (observable by the tutor) than the
tutees in the control group,

must be rejected.

10. Hypothesis Ten

Question ten also

referred to the effect of tutee

progress:

Do changes in self concept significantly increase when

the tutee makes more progress (ohservable to the tutor) than
the tutees in the control group?

The research hypothesis was:

There will be a significant difference in the changes
in self concept scores between a treatment and a control

group when the tutee makes more progress (observable to the

tutor) than the tutees in the control group.

A correlation coefficient of 0.048 was computed between

change 1in self concept and observed progress of the tutee
with an associated level of probability of 0.72. This was
not

statistically significant.

A regression analysis was

performed using the self-concept gain score as the dependent

variable and locus of control,

numpber of session taught by

the tutor, and observed progress of the tutee as the indepen-

dent predictor variables. An F ratio of 0.019 resulted for

observed progress of the tutee with an associated probability
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of 0.89. This was not statistically significant.
The hypothesis:
There will be a significant difference 1in
the changes 1in self concept scores between a
treatment and a control group when the tutee makes
more progress (observable by the tutor) than the
tutees in the control group,

must be rejected.

11. Hypothesis Eleven

Question eleven referred to students who initially
demonstrated lower self-concepts:

Does the tutoring experience cause a significant change
in the self concept of students who initially measured below
the mean in self concept?

The research hypothesis was:

There will be a significant difference in the changes
in self concept scores of students who initially measured
below the mean on the self concept scale and other tutors in
the treatment group.

A correlation coefficient of - 0.50 was computed bet-
ween the pre test self concept scores and the resulting gains
in self concept with an associated probability of 0.01. This
was statistically significant.

The correlation 1indicates that the lower the pre test
score, the higher the resulting self concept gain made by the
individual tutok. The hypothesis:

That there will be a significant difference
in the changes in self concept scores of students
who 1initially measured below the mean on the self

concept scale and other tutors in the treatment
group,
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may be retained.

12. Hypothesis Twelve

Question twelve referred to students who initially

demonstrated lower grade point averages:

Does the tutoring experience cause a more significant

change 1in grade point average of students who initially
measured below the mean in grade point average?

The research hypothesis was

e

There will be a significant difference in the changes

in grade point average of students who initially measured

below the mean on grade point average and other tutors in the

treatment group.

A correlation of 0.36 was computed between the pre

grade point average and the resulting grade point average

gain with an associated probability of 0.06. This was not

statistically significant.

The hypothesis:

That there will be a significant dif ference
the changes in grade point average of students
who 1initially measured below the mean oOn grade

point average and other tutors in the treatment
group,

in

must be rejected.

13. Hypothesis Thirteen

. . 1
Question thirteen compared the classroom teacher's

perception of each student's self-concept with his own

stated self-concept:

Does the evaluation of the tutor's classroom teacher

reflect the same direction of change as the self concept
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scale?

The research hypothesis was:

There will be a significant correlation between the
classroom teacher's rating of the gain in the student's self
concept and the gain reflected by the Piers Harris.

A correlation coefficient of - 0.087 was computed bet-
ween the teacher's final rating of the tutor's self concept
and the gain reflected by the Piers Harris with an associated
probability of 0.41. This was not statistically significant.

The hypothesis:

There will be a significant correlation
between the classroom teacher's rating of the gain
in the student's self concept and the gain

reflected by the Piers-Harris,

must be rejected.

14. Hypothesis Fourteen

Question fourteen referred to the initial tutor
attitude toward his tutee:

Does the 1initial attitude the tutor has toward his
preschool student significantly affect the degree of change
in his grade point average?

The research hypothesis was:

There will be a significant changes in grade point
average scores of students who initially Jjudged their
preschool child and the aspect of teaching him positively.

Unfortunately these data were difficult to analyze since
the 1initial attitudes of all the tutors were positive and
very similar. The high score on the questionnaire was 10 and

the low score was 7. The mean score was 9.5. The total



possible score was 10.
A correlation coefficient of - 0.138 was computed bet-

ween the tutor's initial attitude toward his student and the

tutor's final grade point average with an associated
probability of 0-298. This was not statistically
significant. A regression analysis was performed using the

grade point average gain as the dependent variable and the
tutor's initial attitude toward his tutee and the class-room
teacher's estimate of the tutor's academic ability as inde-
pendent predictor variables. An F ratio of 0.502 resulted for
the tutor's initial attitude toward his tutee with an asso-
ciated ' probability of 0.398. These two predictor variables
accounted for 40% of the variance of the grade point average
gains. Neither the F ratio nor the Pearson correlation coef-
ficient were statistically significant.

Since neither analysis produced significance, the
hypothesis:

That there will be a significant change in
grade point averages for tutor's who initially
judge their preschool child and the aspect of teach-
ing him positively,

must be rejected.

15. Hypothesis Fifteen

Question fifteen also referred to the tutor's initial
attitude toward his tutee:

Does the initial attitude the tutor has toward his
preschool student significantly affect the degree of change
in his self concept scores as measured by the Piers Harris

test?



The research hypothesis was:

There will be a significant change in self concept
scores as measured by the Piers Harris test of students who
initially Jjudged their preschool child and the aspect of
teaching him positively.

A correlation coefficient of - 0.348 was computed bet-
ween the tutor's gain score on the Piers Harris Children's
Self Concept Score and the tutor's initial attitude toward
his student with an associated probability of 0.066. This
was not statistically significant. A regression analysis was
also performed wusing the Piers Harris gain score as the
dependent variable and the tutor's initial attitude toward

ha student and the classroom teacher's initial estimate of

0]

the tutor's self concept as independent predictor variables.
An F ratio of 0.83 resulted for the tutor's attitude toward
his student with an associated probability of 0.19. This was
not statistically significant. The two predictor variables
accounted for 34% of the variance of the Piers Harris gain
score.

Since neither analysis produced significance, the
hypothesis:

That there will be a significant change in
self concept scores as measured by the Piers Harris
test of tutor's who initially judged their pre-

school child and the aspect of teaching him positively,

must be rejected.

Other Findings

During the analvsis of Hypothesis I, correlation coef-

ficients were computed prior to the performance of the
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regression analysis. The correlation coefficient between the

Piers Harris pre and post test scores for the treatment group

was 0.59 with an associated probability of 0.003. This was

statistically significant. The correlation coefficient bet-

ween the Piers Harris post test score and the resulting Piers

Harris gain score for the treatment group was 0.40 with an

associated probability of 0.039. This was statistically

significant. The correlation coefficient between the class-
room teacher's initial evaluation of the tutor's self concept

and the Piers Harris post test score was 0.57 with an asso-

ciated probability of 0.005. This was statistically signifi-

cant. The Piers Harris post test scores correlated negative-

ly with the change in the tutor's self concept as evaluated

by the classroom teachers, The r score was - 0.3%9 with an

associated probability level of 0.047. This was statistical-

ly significant.

Table 9

Treatment Group Post Piers-Harris Correlations

Post Piers-JHarris Correlate N o Probability
Pre Piers-Harris Score 20 0+59 0.003
Piers-Harris Gain 20 0.40 0.039
Pre Teacher Self-perception rating 20 0 .57 0.005
Teacher Self-perception rating gain 20 -0.39 0.047

A regression analysis was performed using the Piers

Harris gain score of the treatment group as the dependent

variable and the locus of control, the level of progress by
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the preschool student, the number of sessions taught by the

tutor, and the initial evaluation by the classroom teacher of

the tutor's self concept as independent predictor variables.

These predictor variables accounted for 29.9% of the variance

of the Piers Harris gain scores. An F ratio of 6.009 resul-

ted for the initial evaluation by the classroom teacher of

the tutor's self concept with an associated probability of

0.027. This was the only significant predictor variable resul-
ting from this analysis.

Table 10

Treatment Group Piers-Harris Gain Regression

Dependent Variable - Piers-Harris Gain RSQ = 0.299

Independent Variable DF 88 RSO F Probability
Change

Locus of Control 1. 0.202  0.0002 0.003 0:.256

Sessions Tutored 1 34xT8 " 10.025 0.541 0473

Tutee Progress 1 0.103 00004 @ 0.002 0.969

Pre Teacher Self- 1 386.4  0.281 6.009 * 0027

perception rating

Regression 4 419 ;7 1...60 022

Residual 1.5 964.5

Total 19 137502

* statistically significant

The correlation coefficient between the pre grade point
average (GPA) and the post GPA was 0.84 with an associated
probability of 0.00. This was statistically significant.
The correlation coefficient between the initial evaluation by

the classroom teacher of the tutor's self concept and the pre
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GPA was 0.52 with an associated probability of 0.009. This
was statistically significant. The correlation coefficient
between the final evaluation by the classroom teacher of the
tutor's academic potential and the pre GFA was 0.65 with an
associated probability of 0.001. This was statistically
significant.

Table 11

Treatment Group Pre GPA Correlations

Pre GPA Correlate N ¥ Probability
Post GPA 20 0.84 0.000
Pre Teacher Self-perception rating 20 0.52 0.009
Post Teacher Academic Potential 20 0.65 0.001
rating

The correlation coefficient between the initial evalua-
tion by the classroom teacher of the tutor's self concept and
the post GFA was 0.55 with an associated probability of
0.006. This was statistically significant. The correlation
coefficient between the final evaluation by the classroom
teacher of the tutor's self concept and the post GPA was 0.39
with an associated ©probability of 0.046. This was
statistically significant. The correlation coefficient bet-
ween the initial self-perception evaluation and the resultant
GPA gain was 0.38 with an associated probability of 0.049.
This was statistically significant. The correlation coeffi-
cient between the final evaluation by the classroom teacher

of the tutor's academic potential and the post GPA was 0.77
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with an associated probability of 0.00. This was statistical-
ly significant. The same result occurred for the initial
academic evaluation and the post GFA. The correlation
between the classroom teacher's initial academic evaluation
and the resultant grade point average gain was 0.62 with a

probability of 0.002. This was, again, significant.

Table 12

Treatment Group Post GPA Correlations

Post GFA Correlates N ¥ Probability
Pre GPA 20 0.84 0.000
Pre Teacher Self-perception rating 20 0.55 0.006
Post Teacher Self-perception rating 20 0.39 0.046
Pre Teacher Academic Potential rating 20 Q.77 0.000
Post Teacher Academic Potential rating 20 Q.77 0.000

Summary of the Findings

Fifteen hypotheses were considered in the analysis. CF:
these, only three: hypotheses two, five, and eleven were

accepted.

Hypothesis Two
Students in the treatment group maintained higher

grades than students not involved in the tutoring process.

Hypothesis Five
Students who spent more time with their tutees had

lower grade point averages.
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Hypothesis Eleven

The students with lower pretest scores on the "Piers-
Harris Children's Self-concept Test" made greater gains in
self-concept scores.

During the analysis of the data concerning the
hypotheses, other significant findings appeared relevant. A
high correlation between the pre and post Piers-Harris test
scores for the treatment group indicated this test was highly
reliable for this study (0.003 level of ©probability). The
acceptance of Hypothesis Eleven:

There will be a significant difference in the
changes 1in self-concent scores of students who
initially measured below the mean on the self-
concept scale and other tutors in the treatment
group,
was strengthened by the significant correlation (0.40 with an
associated probability of 0.04) between the post test scores
on the "Piers-Harris" and the gain scores for the treatment
group.

One group of findings concerning the relationship of
the classroom teacher to her students was of particular
interest. There was a high correlation between the
fifth/sixth grade teacher's initial judgment of the tutors
self-concept and the score the tutor earned on the post
"Piers—-Harris" test. There was also a significant negative
correlation between the post score the student achieved on
the "Piers-Harris" scale and the teacher's evaluation of the
student's self-concept gain. The r score was - 0.39 with an
associated probability of 0.047. The teacher's pre-judgment

of the student was also analysed using regression analysis.
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This analysis supported the significance of the teacher's
pre-judgment of the student's self-concept. An F ratio of
6.009 resulted (0.027 associated probability), when the Piers
Harris gain score was predicted using teacher pre-judgment as
an independent variable. A high correlation also occurred
between the teacher's pre-judgment of the tutor's self-
concept and the initial grade point average (r score of 0.52
with an associated probability of 0.001); as well as the
final grade point average (r score of 0.55 with an asso-
ciated ©probability of 0.006). There was little difference
between the initial and the final grade point average. The
importance of the teacher's judgment is re-emphasized by the
correlation between the teacher's final evaluation of the
tutor's academic potential and his pre grade point average
(0.65 with an associated probability of 0.001). The teacher's
final estimate of the tutor's self-concept and his post grade
point average also correlated significantly (0.39 with an
associated probability of 0.046). There was little difference
between the teacher's final estimate of the tutor's academic
potential and his final grade point average (0.77 with an
associated probability of 0.00). The correlation between the
initial academic evaluation and the grade point average gain
showed the same consistent teacher influence (0.38 with an

associated probability of 0.049).



Chapter V

Summary, Findings, Conclusions, and Implications

Summary of the Study

The study was designed to investigate the effect of
serving as tutors for preschool-age handicapped students upon

the self-concept and academic achievement of upper elementary

age students.

The Problemn

The study attempted to answer these research questions:
1. Does interacting with a preschool handicapped child
in the role of tutor significantly change the self-
concept of a fifth or sixth grade student as measured by

the Piers-Harris Children's Self Concept Scale?

2. Does interacting with a preschool handicapped child
in the role of tutor significantly change the academic
performance of the fifth or sixth grade student as
measured by grade point average?

3 Do changes in academic performance increase
significantly when the tutor is given control of the

planning, evaluating, and executing of his tutoring

essions?

0]
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4. Do changes 1in self-concept increase significantly
when the tutor is given control of planning, executing,
and evaluating his tutoring sessions?

5. Do changes 1in academic performance significantly
increase when the amount of time the tutor spends with
his tutee increases?

6. Do changes in self-concept significantly increase
when the amount of time spent tutoring increases?

74 Do changes in academic performance increase
significantly when the preschool teacher praises the
tutor's performance through written comments?

8. Do changes in self-concept increase significantly
when the preschool teacher praises the tutor's
performance throuch written comments?

9. Do changes in academic performance significantly
increase when the tutee makes progress observable to the
tutor?

10. Do changes in self-concept significantly increase
when the tutee makes progress observable to the tutor?

3 [ Does the tutoring Xperience cause a more
significant change in the self-concept of students who
initially measured below the mean in self-concept?

12, Does the tutoring euperience cause a more
significant change 1in grade point average of students
who initially measured below average on grade point
average?

13. Does the evaluation of the tutor's classroom teacher

reflect the same direction of change as the self concept



scale?

14. Does the initial attitude the tutor has toward his
preschool student significantly affect the deqgree of
change in his grade point average?

15. Does the initial attitude the tutor has toward his
preschool student significantly affect the degree of

change in his self-concept?

The basic assumptions of this study were that (1) it is

3

ossible to measure self-concept using a self report measur-

ty
L

ing device; (2) teacher given grades represent academic
performance: (3) the tutors were not penalized academically
since they were scheduled to work during non-instructional
periods (students 1in the control group were involved in
another non-academic activity for an equal amount of time
during the school day); and (4) arade point averages reflect
changes 1in academic performance with greater accuracy than
achievement tests since they are more directly related to the
students' day-to-dav assignments than are general achievement

tests standardized over a wider population.

The Treatment Process

The population for this study was selected from the
total membership of the fifth and sixth grades of one Fairfax
County, Virginia, elementary school. Forty students expressed
a desire to tutor, were given parent permission, and teacher

=

anproval to do SO. These students were assicned to two
2 by -d
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groups using the "Table of Random Numbers." The total list of

students was alphabetized, then assigned a number in
alphabetical sequence. These numerals were then used as a
means of apprlving the "Table of Random Numbers." The

treatment group was composed of 10 boys and 10 girls. Eight
students were in the fifth grade and twelve in the sixth.
Four of the tutors were ten vears old, eleven were eleven
years old, and five were twelve years old. The mean age was
11.05 years. The control group was composed of ten girls and

[l

ten boys. Eleven students were in the fifth grade, nine 1in

nine were

B

the sixth. Seven students were ten years of age,
eleven years of age, and three were twelve. The mean age was
10475

The treatment group was subdivided using "The Table of
Random Numbers" into sub control and treatment groups in
order to examine the effect of two independent variables upon
both grade point average gain and self-concept gain. The
independent variables considered were locus of control and
praise of the tutor by the preschool teacher. Scores of
tutors in the treatment group were compared on a continuum
basis to examine the effect of the tutor's initial reaction
toward his student, the effect of the preschool student's
progress, he effect of the number of sessions spent in
tutoring, and the effect 'of the' wlassroom teacher's
evaluations (pre and post) upon the self-concept gain and
academic progress of the tutor. Self-concept scores and grade
point averages of students who were initially performing

below the other students academically or with lower self-
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concept initially were examined in relation to the gains they

had made in grade point averace and self-concept as compared
to the remaining tutor population.

The entire population of preschool handicapped children

(16 students) was included.

Their ages ranged from two to

five vyears. One child was five, seven were four vears of
age, six were three years of age,

two were two years of age.

Eleven students were boys, five girls. Their mean age was 3.4

years. Two preschool teachers, three aides in the preschool,
and the two fifth/sixth grade teachers participated in the
study.

All of the prospective tutors were pre tested using The
Piers—Harris Children's Self-Concept Scale.

The pre testing
was accomplished during a single session during which the

questions were read aloud to the

students. Any questions

about word meanings in the questions were answered for the

group. During this same time period,

the fifth/sixth grade

teachers completed the pre-evaluation sheet about all the
prospective tutors 1in their class.

Only after Dboth these

pieces of data were obtained,

were the students divided into

the treatment and control groups using "The Table of Random
Numbers."

Those students selected for the treatment group were
then matched to pre school students through the use of
"Table of Random Numbers." The

preschool students were

alphabetized and assigned numerals in sequence.

The students were introduced to their preschool student

prior to the start of the study.

They were given some general
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information about the age, handicapping condition, and
general needs of their student. The developmental area in
which they were to tutor the child was determined by the time
of day they were able to come from their class to the
preschool classroom. The students came from their classrooms
during non-instructional periods. Each student in the
fifth/sixth grade classroom spent an equal period of time in
some chosen enrichment activity (i.e., preschool tutoring,
newspaper committee, school government committee, etc.).

For the first two weeks the tutor and his tutee became
acquainted. The preschool teachers selected the materials and
planned the lessons. They, or the aide(s), modeled working
with the preschool child demonstrating an area in the room in
which the child could work. They also demonstrated teaching
techniques through which the preschool child could work well.

At the end of the first lesson the tutor was asked to
complete a questionnaire about his feelings toward his
student and the tutoring situation. The tutors were then
arranged into the subgroups through the use of the "Table of
Random Numbers."

1 Ten students were given control over planning their
student's lessons, finding the materials, selecting the
teaching site, and teaching the student. The other ten
continued with teacher planned and directed tutoring
sessions.

2. Ten students were given written positive comments
about their tutoring. The other ten tutors received no

comments about their tutoring sessions.
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The number of sessions taught by each tutor was
recorded. The functioning level of each preschool student in
the areal(s) in which he was tutored was noted prior to the
first tutoring session. The grades for the participating
students were recorded for the grade period just prior to the
initiation of the tutoring program.

The tutoring project spanned an eighteen week period.
At the end of the tutoring period: (1) the current grades for
the fifth/sixth grade students participating in the project

were recorded; (2) The Piers-Harris Children's Self-Concept

Scale was re-administered to the participating students in a
single session in the same manner as the pre test; (3) the
fifth/sixth grade teachers were asked again to complete the
summary sheet concerning the self-concept and academic
abilities of those students in their class that took part in
the project; (4) the tutors were asked to complete a
questionnaire about their tutoring experience and their
tutee; (5) the preschool teachers again measured the level
of functioning of each preschool student in the area(s) in
which he was tutored, compared this score with his previous
level score and completed a form indicating the degree of
progress each student had made. The degree of progress was
determined by comparing the rate for the tutoring period with
the previous rate of progress; (6) tutors were also requested
to make written comments during the tutoring period.

The gain scores for each fifth/sixth grade student were
computed for the "Piers-Harris" and the grade point average.

The treatment group was compared with the control group using
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these gain scores. The data were analyzed using a two-tailed

t test, correlation coefficients, and regression analysis.

The subgroups of tutors were then compared using the

Pearson Product Moment Correlation Coefficient, and multiple

linear regression analysis. These sub groupns were concerned
with the effect of locus of control upon the self-concept

and/or grade point average of a tutor and with the effect of

praise concerning his tutoring given to the tutor in written

form by the preschool teachers.

The actual scores of each pre questionnaire were used

to analyze the effect upon self-concept and academic perfor-

mance of the tutors' initial attitude +toward his tutee.

Actual scores were also used to examine the fifth/sixth grade

classroom teacher's evaluation of the

student. The actual

number of sessions taught by each tutor was used to

analyze

the effect of the number of sessions upon the tutor's self-

concept and academic performance.

The rate of progress of

each preschool student for that area(s) tutored was also

analyzed to observe the effect of the tutor being aware of

this progress bv the tutee upon his

own self-concept and
academic achievement. Correlation coefficients and regression

analysis were used to analyze all the above data. wo inde-

pendent variables indicated a relationship with one another

preventing their use in the same equation when using multiple

linear regression analysis. These two variables were praise
by the preschool teacher and the number of sessions a tutor

taught. All data were analyzed using a criterion of 0.05 as

the level of significance.
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The Findings

Analysis of the data indicated Hypotheses Two, Five,
and Eleven were accepted. The results indicated: (1) students
in the treatment group maintained higher grades than students
not involved in tutoring a preschool student, (2) as the
amount of time a tutor spent with his tutee increased, how-
ever, the grade point average of the tutor declined, (3) the

lower the pre test score on The Piers-Harris Children's

Self-Concept Test, the higher the resulting self-concept

jain made by the individual tutor. The remaining hypotheses
were rejected.
During the analysis of the data concerned with evaluat-

3

ing the hypotheses, however, other significant findings
became evident. It was evident from the high correlation
between the pre and post Piers-Harris test scores (0.52 with
an associated probability of 0.003) that the test was a
highly reliable instrument with respect to this study. Accep-
tance of Hypothesis Eleven: that tutors with lower self-
concept scores initially would show greater gains 1in
self-concept following the tutoring experience, was reinfor-
ced by the significant correlation between the post test
scores on the Piers-Harris and the gain scores for the treat-
ment group (0.40 with an associated probability of 0.039).
There was a high correlation indicated between the
fifth/sixth grade teacher's initial judgment of the tutor's
self-concept and the tutor's final self-concept score on the

Piers-Harris (0.57 with an associated probability of 0.005).

However, there was a significant negative correlation bet-
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ween the gain in self-concept made by the tutors and the gain
as Judged by the classroom teachers. A regression analysis
supported the significance of the teacher's pre-judgment of
the student's self-concept upon the tutor's gain in self-
concepnt as measured by the Piers-Harris (-0.39 with an asso-
ciated probability of 0.047). There was also a high correla-
tion between the teacher's pre-judgment of the tutor's self-
concept and the grade point average of the tutor, both pre
and post. The pre and post grade point averages ccrrelated
at 0.84 with a probability of 0.00. A correlation between the
classroom teacher's initial self-perception evaluation and
the resultant GPA gain was 0.38 with an associlated
probability of 0.049. A correlation of 0.65 with a
probability of 0.001 occurred between the teacher's final
assessment of the student's academic potential and the
initial grade point average. The teacher's initial evaluation
of the tutor's self-concept and his initial rade point
average correlated at 0.52 with an associated probability of
0.009. The teacher's initial evaluation of the tutor's self-
concept and his final grade point average correlated at 0.55
with a probability of 0.006. There was also a significant
correlation between the classroom teacher's final evaluation
of the tutor's self-concept and the tutor's final grade point
average. The correlation was 0.39 with a probability of
0.046. There was a perfect correlation between the classroom
teacher's initial and final evaluation of the tutor's acade-
mic potential. This would indicate that the teacher saw no

difference 1in the students' academic potential over the two
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grading periods. The correlation between the classroom teach-
s initial academic evaluation and the resultant grade

point average gain was 0.62 with a probability of 0.002.

Conclusions of the Inquiry

Although the total treatment group did not demonstrate
significant changes in self-concept as the result of written
praise of their tutoring performance, four individual members
of the group made gains in self-concept scores on the Piers-
Harris Test that were in excess of 10 points. These scores,
when considered on an individual basis, reflect significant
positive changes for these students as defined by the authors
of the test.

The strongest influence throughout this study appears
to be that of the classroom teacher. It 1s particularly
interesting that her influence affected the treatment group,
but did not appear to affect the control group. It would
appear that their evaluations of the students initially both
in self-concept and academic ability changed little during
the eighteen weeks. Perhaps these attitudes or judgments were
strongly established 1in the first weeks of school. Most
difficult to explain is the correlation between the teacher's
pre-estimate of the tutoring student's self-concept upon his
final self-concept score. It is important to note that the
teachers made the judgments with no knowledge of who would be
in the treatment group or in the control group. A similar
correlation does nct appear between this pre-estimate of

self-concept and the initial self-concept score ncr does the
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correlation appeer for the control group. As the study
began, the teacher's estimate of how the tutor's saw them-
selves was not closely related to the self-concept score. By
the end of the study, there was a significant relationship.
This relationship appears only for the group of tutors and
does not hold true for the control group. Through what means
the attitude of the teachers might have been transmitted to
the tutors can only be speculated. What is evident is that

's initial view of the child's academic ability

the teacher
and his self-concept appear significantly related and appear
to Dbe predictors of the student's final view of himself and
of his academic achievement. The effect of the teacher's
opinion upon the tutor's final self-concept rating is very
similar to the results found by R. Rosenthal and I. Jacobson
in their study of "Pygmalion in the Classroom" in which the
teacher's beliefs about the students' IQ scores actually
affected the IQ score of the pupil. The researchers have
continued to study this occurence, seeking to discover how
these expectations are ccmmunicated.

In vprevious cross—-age studies, there were examples of
tutoring significantly improving academic skills of tutors in
the subject which they tutored. The tutor often experienced
the lower level teaching as a review of the concepts which he
might not have clearly understood at that level. He found
that he needed to study hard and master the lower concepts to
enable him to tutor the younger child. In this study, the
very young age of the tutees prevented designing a study in

which tutors who were having difficulty in a subject cculd
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tutor a younger child also having difficulty. None of the
materials wused and lessons presented resembled "academic"
tasks. This allowed the researcher to explore whether the
tutoring experience itself, minus the practice effect would
affect the academic progress of the tutor. It was most
interesting to ncte that the treatment group did achieve
significantly higher academic achievement than the control
group.

In examining the relationship between the number of
sessions a tutor taught and his grade point average, it would
appear that his grades decrease in proportion to the number
of sessions he teaches. Within the group of tutors, it was
discovered that the students who appeared most frequently to
tutor were those students who were nct functioning well 1in
the classroom. Their grades already were very poor. They
appeared to enjoy coming to the preschool and expressed their
feeling of being successful and necessary for their student's
achievement. It is suspected they may have at times avoided
academic exercises 1n the <classroom that unexpectedly
conflicted with their ncrmal tutoring schedule. They als
tended to arrive early and delay departure. In the preschool
setting these students found a small person who welcomed them
warmly and enthusiastically as someone very special. Measured
against dealing with academic material which was difficult
and frustrating, the choice of activities is not hard to
understand. It 1is interesting that despite the never missed

visits on the part of some students with the resulting lower

grades, as a whole, the tutors' grades were higher than the
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control group's grades.

Another interesting

finding was the tendency of the
students who demonstrated the lowest self-concept scores
initially to make the largest gains toward a more positive
self image. Apparently some aspect of the experience in-
creased their ability to evaluate themselves

positively.

Perhavs they felt they were needed by the preschool

teachers
and students. The task was

defined as

s a responsibility which
must be assumed orly if the student could indeed come when he
was expected and meet the needs of his student as reguested.
1t was

stressed that there were not enoudgh adults to meet the

needs of these young students. If the preschool

students
to 1learn, the

were
tutor mast be present. IF the ‘could

not bhe
responsible, he

was asked please not to take the job.

Implications of the Investigation

Noting the apparent strong influence of the classroom
teacher upon a student's ccncept of himself, we should
perhaps closely examine the strong initial correlation

between the teacher's view of the child's self-concent

and
the

level of academic performance within which she sees

him
functioning. Low self esteem and low grades, high self
esteem and high grades ccrrelated closely in the teacher's
initial evaluation of the student.

These evaluations did nct
change significantly by the end of the

school term.

N
essence it appears that the student did not change in the
teacher's judgment from the first to the last rating. Yet we

know within the tutoring group,

at least, self-concept views
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held by the students did change, particularly for students
with low initial self-concepts.

Each student was rated by his classroom teacher but
taught by both teachers so that grading of each student was
shared. The student was graded in each subject area by the
teacher who was his instructor. This team teaching method
would serve as one safeguard against the apparent initial
bias of both teachers toward their students. The student is
granted two opinions as to his academic ability. This factor
may have ccntributed to the ability of the treatment group to
maintain higher grades than the control group. The grade
variable was determined by sources other than the originally
rating teacher. This allowed for a difference despite the
strong bias implied in the pre-post teacher evaluation
ccrrelations.

In view of this apparent bias, it might be reasonable
to ccnsider ©providing students with several components to
determine their academic performance. Although grades do
more closely rate a student's progress in the subjects he is
studying, the use of standardized achievement tests might add
another dimension to the ccmparison between the teacher's
perception of a student's ability or performance ard what the
student actually demonstrates. Team teaching, 1involving
several observers of the student in making a judgment of
performance might also be indicated.

The various aspects of the teaching arrangement
apparently made little difference toward changing the

attitude of the tutor. It appeared unimportant to the tutor
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if he were praised for his efforts, in control of the lesson,
or 1if his preschool student made progress. Looking at the
comrents of the tutors, the apparent effect came from their
own feeling that they were making a difference to their
tutee. The attachment factor appears to be strong. The
factor that seemed to make a difference was the warm
friendship that developed between a small student and a
bigger student who apparently needed each other, some more so
than others.

Each preschool child developed a warm relationship with
his tutor. The ore-to-one relationship provided the student,
with multiple problems, with a needed friend. As a result
each preschool child saw his special person as a wonderful
being. Anytime the tutor came, the small child's face 1lit up
with happiness. Each time the child saw the tutor in the
other parts of the school, he was overjoyed. The joy was
reciprocated.

Both academic performance and self-concept showed the
effects of the relationship, once teacher Dbias was
controlled. Those students with already strong self-concepts
did nct change in that strength which is most reasonable.
Those with pocr self-concepts came to see themselves with

increased positiveness.

Recommendations From the Research

For the field of education, I think this study has some
important suggestions. First, teachers need to become aware

of their own biases and their tendency to perhaps judge a
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student early in the year ard then mold him into that judg-
ment . Moreover, the strong relationship between how that
teacher perceives the child to be and the grades he receives
makes guarding against biases even more important. There are
so many reasons why stucents behave as they do and reflect
the type of public self-concept that they do. It may well be
to each <child's advantage for the teacher to spend time
learning about him first as a person. How does his day start?
What does he have to look forward to when he goes home? Who
are his friends? etc. Less initial time spent on academics
and more on child-centered understanding activities may 1in
the end have a greater effect orn academic progress.

As much as teachers fight achievement tests, the bias
of their own grades as the orly measure of accomplishment may
be urfair. We need to look for more than ore way to judge the
academic progress of each student. Consideration might also
be given to team centered organization so that each child
benefits from multiple view points of him as a person and a
student.

For those students who appear to need a more positive
sense of worth, an experience similar to that in this study
might well be ccnsidered. Students within the preadolescent
age group are seeking a definition of their own akilities and
value. For these students an experience which tends to
develop positive self-concept shkould be particularly powerful

For all students, a project that offers similar
opportunities anrd experiences might well be ccnsidered in

view of the positive effect upon academic performance for the
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treatment population.

Future Research

I would strongly suggest many varied replications of
orly ore aspect of this study: the effect of matching upper
elementary students, varticularly those with self-concept
problems, with a voung handicapped friend. Complex matching
processes and ccmplex roles as tutors, I feel, are
unnecessary. The older student can be a play partner, an
esccrt to the bus, a lunch buddy, or a tutor. The important
aspect is the provision of a climate to allow the development
of a friendship between the younger and older student.

I would also suggest an investigation that looked at
teacher behavior in relation to student evaluation. The ccr-
relations were strong in suggesting that the teacher's view
of each student affects nct only the teacher's Jjudament of
how the student sees himself, but in turn his academic prog-
ress. It would appear that if students are to make academic
progress measurable by teacher graces, the teacher needs more
input concerning academic progress than the one teacher's own
judgment, further, the teacher needs to assist those students
with 1less favorable self-concept to view themselves mcre
positively. She needs a means of identifying those students

“nat reaches beyond her own instincts.
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SAMPLE PERMISSION SLIP

DATE

Dear

This year teachers of the preschool classes for handicepped children

are requesting assistance from the students in the fifth and sixth grade

classes. Students who are selected will sarve as tutors for individual

preschool children, (ege: 30-66 months) in learning gross motor, fine
rotor, language cognitive, and self-help skills.

Students will be asked

to corntribute no more *han 30 minutes twice a week., Students will be ex-

pected to complete their daily reguler classroom assignmerts. The times

for tutoring by each student will be scheduled by the preschool teachers
with the student's cla:zsroor teacher to avoid conflicts witn the student's
classroor attendance during academic instructional time.

Each student participating will be &sxed to conplete a brief question-
reire at the beginning and end of the tutcring expericsent.

A studert must have his/her parert's psrxzissior to particirete., 1If
you are willing for your child tc serve &s a tutor thics

the enclosed perrmission slip.

1 give permission for my son/daughter

to mct as & tutor for & preschool handicapped child.

Date

- e
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APPERLIN I

Initial Claserrcom Teacher

Eveluation Fora
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Teacher: B

Initial Evaluation

Criteria

Student moved about with confidence.
Student takes part in achool activities.

Student's Perception of Himself

Student uses eye contact in conversa-

tional exchanges.

Student is a part of a social peer

group.

Student is verbally positive about:
his performance on school assignments
activities he is involved in at
school or in the community.

Student is usually verbally positive
about:
other students
adults
his family

Over A1l Academic Performance

Assipnments are turned in on time.

Studont completes most asuipnments,

Student is neat about school propurty
and study area,

Student works up to his ability level,

Student exhibits an interest in class
topics.,

STUDENTS
1. Cady
2, Lee
3. Mark
4. B.J.
5. Laura
6. Diana
7. Dawn
8. Cynthia
9. Wendy
10. Andrew

1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
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11,
12,
13.
14.
15.
16,
17,
18,
19.

20,

Danial
J.Jo.
Brian
Candy
Kenneth
T.J.
Tisha
Diana
Delilah

Christine




131

Teacher: A

Initial Evaluation

Criteria

Student moved about with confidence.
Student takes part in school

Student's Perception of Himself

Student uses eye contact in conversa-
tional exchanges.

Over ALl Academic Performance

Assignments are turned in on time,
Student completes most assignments,

activities. Student is a part of a social peer Student is neat about school propurty
group. and study area,

Student is verbally positive about: Student works up to his ability level,
his performance on school assignments Student exhibits an interest in class
activities he is involved in at topics.
achool or in the community,

Student is usually verbally positive
about:
other students
adults
his family

STUDENTS - =
1, Vineet 1 2 3 4 1 2 3 4
2, Shawn 1| 2 3 4 1 2 3 4
3. Adam 1 2 3 4 1 2 2 4
4 Kevin ] 2 3 tl 1 2 3 4
5 Ryan 1 2 3 & 1 2 3 4
& Matt 1 2 3 4 1 2 3 4
7. Tabitha 1 2 3 4 1 2 3 4
8. Tony 1 2 3 4 1 2 3 4
9. Mayme 1 2 3 1 1 2 3 4
100 Billy L % 3 5 ] 2 3 4
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11,
12,
13,
14.
15,
16,
17.
18,
19.

20,

Anne
Ricky
Adam
Sarah
Angie
Sandra
Christa
Susan
Lloyd

Jay

woow W w W W w

F R I

T AR P

wow W

W
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Ml Ll x C

Fimal Classroom Teacher

Evaiuvation Form
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Teacher: A

Final Evaluation

Criteria

Student moves about with confidence.
Student takes part in school

Student's Perception of Himself

Student uses eye ccntact in conversa-
tional exchanges.

Over All Academic Performance

Assignmnents are turned in on time.
Student completes most assignments.

activities, Student is a part of a social peer Student is neat about school property
group. and study arca,.

Student is verbally positive about: Student works up to his ability level,
his performance on school assignments | Student exhibits an interest in class
activities he is involved in at topics.
school or in the community.

Student is usually verbally positive
about:
other students
adults
his family

STUDENTS - -

1. Vineet 1 2 3 4 1 2 3 4
2, Shawn 1 2 3 4 i 2 3 4
3. Adanm 1 2 3 4 1 2 3 4
4. Kevin 1 2 3 4 1 2 3 4
5. Ryan 1 2 3 4 1 2 3 4
6. Matt ] 2 3 4 1 2 3 4
7. Tabitha 3} 2 3 4 1 2 3 4
8. Tony 1 2 3 4 1 2 3 4
9. Mayme 1 2 3 4 1 2 3 4

10. Billy 2 2 S £ / Z < % 3 &
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11.
12,
13.
14.
15.
16,
17.
18.
19.

20,

Daniel
JJ.
Brian
Candy
Kenneth
T.J.
Tisha
Diana
Delilah

Christine

wow oW W

4




136

Teacher: B

Final Evaluation

Criteria

Student moved about with confidence.
Student takes part in school activities.

Student's Perception of Himself

Student uses eye contact in conversa-
tional exchanges.
Student is a part of a social peer

gro Uupe.

Student is verbally positive about:
his performance on school assignments
activities he is involved in at
school or in the community.

Student is usually verbally positive

about:
other students
adults

Over All Academic Performance

Assignments are turned in on time.

Student completes most assipnments

Student is neat about school prope
and study area,

Student works up to his ability le

Student exhibits an interest in cl
topics.

his family

STUDENTS - =

1. Cady 1 2 3 4 1 2 3 4
2. Lee 1 2 3 4 1 2 3 4
3. Mark 1 2 3 4 i | 2 3 4
4e BJJ. 1 2 3 4 1 2 3 4
5. Laura 1 2 3 4 ¥ 2 3 4
6. Diana ' | 2 3 4 1 2 3 4
7. Dawn 1 2 3 4 1 2 3 4
8. Cynthia i 2 3 4 1 2 3 4
9., Wendy 7 2 3 L X 5 3 i
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11.
12,
13.
14.
15
16,
17.
18,
19.

20,

Anne
Ricky
Adam
Sarah
Angie
Sandra
Christa
Susan
Lloyd

Jay
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Now that you have met your preschool child and begun to understand what you
can do to help him learn, please tell us how you feel about your teaching
assignment.

Circle One

I look forward to coming to the preschool classroom. Yes No
I like my preschool child. Yes No
I would like to spend more time helping in the preschool. Yes No
I would like to work in a different way. How? Yes No
I feel I can hel:- z/ child with the tasks w2 are assigred. Yes No
I feel my child l:kes me. Yes No
I feel my child cer leern the tasks we a»: assigned. Yes No
I erjoy working with my child. Yes No

I feel it is worih giving up part of my cumn time in my
classrcom to helr in the preschool. Yes No

] feel 1 wou.d do :-etter with anotrer chil:z, Yes No

Comments:
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Final Tutor

Cuestionnaire
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Now that you have completed your tutoring assignment with the preschool,
please tell us how you felt about your teaching assignment.

Circle One

I looked forward to coming to the preschool classroom. Yes No
I would like to help in the preschool again at a later time. Yes No
I liked my preschool child. Yes No
I felt 1 was a real help to my child in learning the tasks

we were assigned. Yes No
I feel my child tried to learn for me. Yes No
I feel the tasks we were assigned were too difficult for

my child. Yes No
I erjoyed working with my child. Yes No

I feel it ~as worth giving up par- ¢ my own time in my
classroor t> aelp in the preschool. Yes No

If you did come back to the presch-:1:
I would like to work with my child again. Yes No

I would like to work with a different child. Yes No

Cozrments:
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Freschocol Teacher Rating

ocf Tutee Frogress



PRESCHOOL TEACHER
EVALUATION OF PRESCHOOL STUDENTS

143

SN——
IMPROVEMENT NOTED
KEY
Area of Skill No Below As Above
In Which Chilad Improvement] Expectations Expected | Expectations
L Name Was Tutored i § 2 3 4
b | 2 3 4
¢ i 2 3 4
1 2 3 4
. i 2 3 4
: 1 2 3 4
‘ 1 2 3 4
: 1 2 3 4
1 2 3 4
1 2 3 4
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THE PIERS - HARRIS
CHILDREN’S SELF CONCEPT SCALE

(The Way I Feel About Myself)

by
ELLEN V. PIERS, Ph.D.
and

DALE B. HARRIS, Ph.D.

Published by

Counselor Recordings and Tests

BOX 6184 ACKLEN STATION NASHVILLE, TENNESSEE 37212
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THE WAY | FEEL ABOUT MYSELF

BERIIEE o osmn: s epe o am gormye v d s s Sensmssmoen el AR L T AR
BIBE v o5 22 x5 050 FO S TERSS AW TT RSB R GIRLOR BOY. .« -« s 50 sab s o s «
FPERAEIE v 00 s s i samaim ey pBwsspse e b g () PR Y [
PIRITE. oo w50 5 . e T SIS T8 6 S A S5 0 i B 0 S T LR Ty .«

©Ellen V. Piers and Dale B. Harris, 1969



14

Here are a set of statements. Some of them are true of you and so on will
circle the yes. Some are not true of you and so you will circle the no.
Answer every question even if some are hard to decide, but do not circle
both yes and no. Remember, circle the yes if the statement is generally
like you, or circle the no if the statement is generally not like you. There are
no right or wrong answers. Only you can tell us how you feel about yourself,
so we hope you will mark the way you really feel inside.

1. My classmates mMake FUn OF T8« cx s o oo nmmmsi e e s d oanbhs s st oo yes no
2. 1amENEDDY POIBOIE . o x we o nww i ah mimm v ns m o s oo s o o s w o s 15 SRS 8 yes no
3. ltishardformetomakefriends.......... ... ... ... ... ..... yes no
4. AT OTEMN SAEL «iiese wararmim i ooyt s is sias e sl Wi wBag it S5 yes no
5. A ISR s s msss: o m b oo B AT A dann s 3 s e b e | o imen ] yes no
B. VEMBIN . 55 rcrinommssis o nms aiiblenn 'y s o5 e 16 19 wian Listheasrk s yes no
7. lget nervous whentheteachercallsonme .................. yes no
B. Mylooks BONBI M@ .. cccuns o i mmamasmsenswnn Ry b blaees 9 yes no
9. When |l grow up, | will be animportantperson ................ yes no
10. |getworried when we have testsinschool................... yes no
11, 1B UDDOPUBE: - oo 2505 » r peng o ok <5 St 35 Lo el v 38 LS TR yes no
12. lamwellbehavedinschool.............o i iiiiinennn yes no
13. Itis usually my fault when somethinggoeswrong ............ yes no
14, lcause trouble 1o MY TaMIY . . ce v b sne o fed Sl S EG yes no
15, LB SO .o - o0 055 08w s sembon s s s i e o3 5 e R R yes no
168, 1 HaVe GOOU IHGRAE «»vvs-wb wr i sonioin v deks 45,558 5ok kv MAE WO yes no
17. laman important memberofmyfamily ...................... yes no
18. [usually want My QW WAY... ... s xws s s S0 1 S st Lovahd & yes no
19. lam good at making thingswithmyhands ................... yes no
20, 10Ive DGRBS . . o« o x 55 wis e srenria PTRE B e 2 A W s gt S % yes no



21.

22,

23.

24.

25,

26.

27,

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.
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lamgoodinmyschoolwork ................. ... ... ... . ... yes
Jdo mary DA IRINGS . .co ve ssasnmss i mesnevimnmsr venns s IEEIE yes
ICan eraW Wl . .. covpnes rominuncs snsnni s sunnnssnsnes 0L B yes
J iy QoOT I DWESIG <« < v o bxswmu o puiie v ssnad caS 0 Ll e yes
| behave badly @t oM s ausss .o i masnisssnsnsssnssn s onelisines yes
| am slow in finishingmy schoolwork. ....................... yes
| am an important member of My Class .« csws s woves ¢ vn e it yes
FamR MBI - < cocenicn cn spwbn ol sia s m i Hohe o SR A0 RUS VOGS yes
Thave preafly OF88 .. ou e srsnvmnmmss nnssnne vnsens { Dok DEE yes
I can give a good reportin frontoftheclass .................. yes
I school | aM aArSaMEr . ... covi o isns v o sl adt e boW 5 yes
| pick on my brother(s)and sister(s) ............. ... ... .... yes
My friends like my ideas. ... . .ocias s viiaeed sanhgen ilaw. yes
Ioften get InNto SHOUBIB. . . . « i waivaswriv 3 bnd oW, VB AL E SN yes
Jam-obadlent 8t OIS, o« v vv e gmee s o B IV L glebe L s yes
VAM IUCKY oxnes summannsssswammmss oo nswnss wakbssbei G, yes
FROITY 0L ¢ s vosswvns ivwnmsasiss ponemses « winsl e SEHaDON B yes
My parents expecttoomuchofme.......................... yes
Hike being the Way Lam .. .ucuuee v st st iils oSS hien g Ak yes

el left out. of things . .« D00 ofd/ 0 W o Wil Lis o L iminaig, yes

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no



41.

42.

43.

44.

45.

46.

47.

48.

49.

50.

5.

be.

53.

54.

55.

56.

Y

58.

59.

60.
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} lave UGB AN o« 50 e a5 2aa e o I S S 20 i VT yes
loften volurnteerin SBCNOOI . .o viunsssecsnandnsrs e inats oo yes
fwish Iwere giTarent . .. .cve s AEHE VUGN L0 FDEALE yes
}sloep Well SR THOME: «. . s vovains vamsnmn wosonsvonssnnns LBl yes
| hate SChoOL ... raust S itaha s i nub VRl CA L L0 OSRE o AR08 yes
| am among the lastto be chosenforgames.................. yes
LB SICR AIOL & cugvsinsinassssnntsas =z 00t I O e yes
| am often meantootherpeople............ ... ..cciuin.. yes
My classmates in school think | have goodideas ............. yes
Vam UNNAPRY s i sswm s onuww e e ew e e s sises sis o o N BE0 LI S yes
I hvave many IHengs - . .Cus LN IVIN 808 2510 U g nw san i iy yes
Fam chOFTUl .« vcvwvvuodved Baniores s dpeihtsis it Yoo ¥niy yes
am dumbabout MOStthings . v e v vwewvro it DL B0 B0 yes
I ath QOO IOOKING « v v vsen s dodtan s am it wrsls pasa b s DU yes
| have 1ots ol PeP. v wventhv 2t B IEANLIC ROt g B 6. yes
| getinto a 1ot OF FIGIEB . . . . vvwovivn comissts srisindes o, B30 Ried yes
| am popular With boys. . .« o wov SRR SN DI TAOYSE yes
Péaople PICK ON MG . .« vy vowinn s s i Teh IR DU e yes
My family is disappointed IN B . . civimd i vah s sy s e v yes

| have a pleasant Tace .. . .t sttt s I S PR yes

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no
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62.

63.

64.

65.

66.

67.

68.

69.

70.

1.

72.

73.

74.

75.

76.

Fe#

78.

79.

80.
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When | try to make something, everything seems to go wrong. yes

|lam pickedonathome ........... ..., yes
lamaleaderingamesandsports ..., yes
A CLOMSBY .+ & oo wsssinsnwssmnnsnms s nwanys sw s s s s Sl o yes
In games and sports, | watchinstead ofplay ................. yes
| forget WHat 1 18arm e e. s s ssoncnnsensrnvnre « muin o n i CRTRI yes
|ameasyto get GlONGWIN . «ccvans s i vorvs v emnnows « s bl SO0 yes
liose mytemper @aBIY .. ... covuaie csaisns s dhons i shimk A yes
Jam popular Wit girls . . .. oo vs v e vmmalew v o alsicdenis S i d yes
18M & GOOH PEAET .-« vsnnxmsmnnnssrwesan i s nnmns s bl o yes
| would rather work alone thanwithagroup .................. yes
Liike: iy Brother (SISUBIY ..« v w s 5 nwenm v n v menm fu s eiNs 5 yes
Lhave a good fIgUre : . o ewse s s ous vawpil i s Bttt s yes
bam atten affalel. . . . o swm s s s w s sn s e e THEE Sol Pl yes
| am always dropping or breaking things ..................... yes
LEAN BB ATUSIR . . - . « o om s s i o v s mb b o ntetie s Aegit RN yes
| am different fromotherpeople..........ccoiiiiiiiireennes yes
Ihink Bad IROUBIES . ¢ o «on s mie s sie s eiime i § S e TR OV G a olh yes
LREY GRBIIY . oo c0 5 v 0 0 v 00 0iv 5 v w0s A By IR SRS o G yes

BAM B GO PEISON. « 1 5 5 s, 6t im0 o o o SRR i s yes

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no
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Cuestionnaire Responses
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Now that you have completed your tutoring assignment with the preschool, ‘é
please tell us how you felt about your teaching assignment,

Circle One
I looked forward to coming to the preschool classroam, No
I would like to help in the preschool again at a later time, No

I felt I was a real help to my child in learning the tasks

we were assigned, No

No

@
I liked my preschool child, @ No
€es

I feel my child tried to learn for me,

I feel the tasks we were assigned were too difficult for

my child, Yes
1 enjoyed working with my child, No
I feel it was worth giving up part of my own time

in my classroam to help in the preschool, No
If you did come back to the preschool;

I would like to work with my child again, Yes @

I would like to work with a different child, @ No

L 4

Commentsy .y fTQQQ ﬂ-::L LN L u&_mb_g;ﬁ.m
10.¢ KA 14 S ad [ oo ,‘bg,umm'akm Hp g

RV (R LA
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@pleted your tutoring assigrment with the Preschool, ’
U8 how yoy felt about your teaching assigrment,
Qrey, One
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Y 3y -
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:g:umlt You have campleted your tutoring assigment ﬁ:::ttho preschool,
¢ tell us how you felt about your teaching assigmm a

Cirele One .
: @ »

Loaked forvard to caming to the preschool classrodam.

e o time Yeos No
ud ke to help in the preschool again at a later .
5 No
.li.ked Ry preschool child,
I fe1¢ ¢ was.a real help to my child in learning the tasks m‘)
e were assigned,
1 foey Ry child tried to learn for me, No
X
Teel the tasks we were assigned were too difficult for s

Ry child,

®njoyed working with my child,

I feel 1t vas worth giving up part of my own time 5

in my classroar to help in the preschool.

If you d4d come back to the preschools

I would like to work with my child again, Yesh No

.1 would 1ike to work with a different child, Yes
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and
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Sample Teacher Flanmned Lessons and Tutor Comments

Hel € are ceome fine marhbers. Try these with Chraisty.
Srne mav do better with her lines. Here ic some shaving socap.
e are  trying to get her to use her fingers to make them
etronQc. Srhe could draw laines 1n the soap if you spray 1t
on tho table. tHlere 1 a parquetry board. She fits the sheape
into tns riant scaces. She also needs to try these little
pEac. It she puts & or B pegs 1in the board that will Ge
greest. How dia she dgo?

Ste did good on everything. She needes a little help with the
pegs.

Erian nmeeds to do hie triangle, circle, sguare puz:zle
one more time. He could try to string the beads he put 1in
the can. He still needs to hold the beads with his fingers.
He has marters to draw a circle. You draw one and help him
cCopyv  yoOu. See 11f ke can do it himseldf. Here are special
SC1SE0rS. Your hand goes in the two holes on the outside.
tiie fingeirse go i1ncside. Ast and the aide will help you. Can
you leave a note con how he does? Thanhks!'

Eriarn waz gocd with everything but he had trouble making the
circles.

z smaller beads to string, little pegs - do

chalt toc draw circles on the board, &nd
cscre. Your fingers go on the outside, his
111 show you how to help him cut. How did

DNE row, & pusz
doubl=s-hardled
1nsi1dc. The ai
he dc

Erandon 1s docina very well on the beads and pu::les.' 1 wWas
amazzed {(g:c) to teach him to draw circles with his right
hand, he coes better with his left. He is doing great circles.

Erian reeds to work again on the steps - alternating
tect. He necds very much to ride & bike. He needs lots of
big cheere and surprises to trv. He needs to throw overhand.
Use bean bagygs. He needs to jump down off one block with his
feel together. You can hold hie hands and lift him up a bat.
1f you have time, c:1t fzxcing the wall. Rcll the red ball.
Let it com:> bazk. He ie tc move his hande to it to catch at.

tho eteps VEryY well, but hac to heolda on to m
& does e little each time. He ridec 1t.
c oo the besn bags very well coverhand. He onl.
goe-. 1t cvoeirhand arnc no other way.
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Cazsey needs to hcold the beads in hie fingers and string
them. He rmescds to try one of the puzzles. Talk to him first
atout each of the parts - head, feet, etc. Then take the
precez ouvt. He has marters to try to draw a circle. You
male one let haom try. You help him. The double-handled

cciscore are to cut trainge. Your {fingers go on the outside.
His orn tne i1nside. You help him open and close.

Lasey maz no trouble at alil
but whien I azh
He seems to be

putting the beade on the <string
Fim the color he says everything 1€ yellow.

abtle tc put the pieces 1n the right place, but
rne coez rot bnow what each piece 1s.

Erandon 1s very shy and needes lots of praise.

Tod &y
eee 1f he will play with you. You

could use our Fisher Frice

Garage. After five minutes or so, then try to work. He
neczds to loob at his puzzle and have you tell him the parts.
This 1 the boy's hat. Let 's tate that out. Here i1is his

face' Let ‘s talke that out. I¥ he does a good job, give him
a reward. He 1 doing well with beads so we are making him
use all round beads now. These are hard to hold. He needs
to pict them up with hie fingers, told them in his fingers,
end drop them 1n the can. He is not to hold them in his hand
o~ push them i1nto the cam with his hand. He ie trying to
learn to cut with scissors but he first needs to move his
ttumb and finager bachk and forth so they touch and then part.
He he:z the camera, & clothes pin, and & cricket to squee:ze
and learrn to do thie. Last he needs to see you make & circle
and try to do what you dc. You may need to guide his hand.
~Around ancd stop. Do this four or five times. Could you
leave us & note about how he does™ Thanks!

Brandon 1s doing very well on sgueezing with hie thumb, &lso
on droping (si1c) the beads in the can with two fingers. He
1€ getting better on the drawing circles.

Here are some little hearts to use to reward Cecily.

fleace eet her table up in the middle room. She may add the
colors ‘"yellow" and "green" to her signs, if she does the
cthere well the yellow book will show you how to do  them.
There are many yellow and green things in the bag. Azt her
to give you “yellow". Eign "Give me Yellow". Fut out vour
hend. I{f she doee it right, aqive her a reward. 14 she 18
WIronG , help her to put the right one 1n your hand after vou
tell her “no". Triern give her a reward. Flease tell us how
she cid in & note. Thante. You're areat!

Ceci1ly 2

doing very well with sign lamguage.

Eraen 1¢ =L11]l worbing on steps. You need to hold h:c
hiand. 1f he dose well give him a marshmellow (sic). He 1<
elso tryang, to raide the Chips. Here 1 a necktie to put
arounc the 41ront ang pull a little. He mav need you to move

tie 4ect for him et first. He has a ball to learn to catch.
s vou roll 1t ke can move hie hands to the ball and catch



159

it Si1t him facirng thz wall. 1 you are behind him and roll
the ball hard ageirmst the wall 1t vill roll back. You can

nove his arms to catch the ball. Lo 1t a few times, then let

Fim  try on his own. OGive him @ marshmellow (sic) for gocd
wor b He 1< learning to jump. If{ he stands on the bloct you
cen hold his harnde and when he jumpe down, help him go up &
little. Yourr ares doing & areat job! Can

U

you leave us a note
abocut thow he does™  Thank

n

Lirian can claimb the stairs very aood but he still has to held

orn to my hend. He does not have trouble with the ball. He
doees have & little trouble ricding the Chips but he has the

1dea of pushing the pedals. He will go once in a while when
he pushes.

Here are little pegs for Faul to drop through the hols
in the cen. He can then put six or eight in the peg board.
He needs to cut &gain with the double scissors. He &alsc

needs to continue to try to draw circles. Here are smaller
beads to =tiring. How did he do?

He wasn’'t very good because he stole the treats and dumped
them on the +loor.
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Sample Tutor Flamned Lecsczons and Comments

For Erie

Conmntinue  with stringing small beade. Fick up Aittel
pegs and dirop them through the top of the lid in  the "tan.
Fut & - B pegs 1n the pea board. Let haim catch the <ccoft

beach bell. cet him ride the red tricycle. Encouraege him to
L'E“u‘a;‘l .

For Andy

Wortk on his puczle carefully matching shapes. Comment
- good. Do beads. Comment. He wasn’'t in the mood. Cut
fringe. Lomment - good. Mabe a row of pegs. Comment - good

For EBrandon

Craw + and O. Use the paint and easel. Cut using the

double sciesors with my help then use single scissors. Do
small beads and a puzzle.

For Casev

Use eqgs and bashkets. Hold orne big egg and one little
Ecy. Tell Casey to tate the big egg or to put the little ego
in the bashet. Stuff like that. Do beside, under, Cn,
betind. Get tam to find the ega places like under the chair.

g
a

For Christy

Worry on these directions.

Fut orn the tatle
urnder- the table
irn the cup

Cive me the __________

Have her- match the lotto gmme and the shape blocks to
the picture of the blocthe.

Ste did good with really everything. She needs & little help
vith the blocle.

For Cecily

Teoch hoir the sign for pant:

Help hRer cut with sgquesce SC1ESOIMS. Work with 1it#JE
pzgs = she picks them up f-om the top with 2 fingers onlv.
Hlelp her roll eneles, pinch, and {latten pl :\dough.

Cecily hae done vary well with her signs. I would like tp do
& lot more cia0F with Lecily. Che has been doing her  signs

- - s . - Y o o
contie, ball, whe €.
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Work on puzzles.

she 1en’'t using her

hand that much.

162

and + at the easel with paint.

Then
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SCample Written Fraise Messages
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Sample Written Freise Messages

igsd" YOu worc right. Erandon was very sich and :agxa a{?h
tZ‘:r' Your atility to underetand hie problem was ¥ Ry

im ara to ur,

Y WC 0 apprccaztc vour rexl concern for Brandon.

N

‘D“ \:1:‘ Sur:h & rice _)Dt l\']th Him. t‘JE’ reall)’ E\pp"EClatE Jt-

H.'"ld\' rC';ﬂlly miecczd you. You do & great )Db with him.
ﬁhay-s mom would love for you to come to their house. You
are she would

i s doing such a great )job getting th‘tD wOr b,
ihte you to help her learn how to help him.

You are dcing a super job with Andv. He is s0 good with ygo

on Puz:zlec.
?Du are deing & super iJob with Erian. His mom ie VEIy
‘Mprecseg with whet he tes learned.

['awr. L} You

in ére super with Cecily. Our new teacher was very
=

"essed with your worl.
berd. ]
Endy, you o5 & rezlly nice jJob with Erian.

(e for 211 the help you have given her. Ste has dore
“Well witp your help.

gfu 8'€ doing such & great job with Erian we'd like you to
€51n tc plarn hae lesscne.
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Sample Written Fraise Messages

.Cad;, YOou ware right. Erandon was very sick and had a high
EVEM Your akility to understand his problem was a big help

R =
te Him and teo ur

£ aciv ]
ady, we to vour rexl concern for Brandon.

"
]

applrreca

You ; . ;
9 92 such a nice job with him. We really appreciate 1t.

Ry Feally misszd you. You do & great job with him.

to come to their house. You

Ardy
Ty ‘s mom would love for you
she would

Trf gdoing such a great job getting him to work,
% 3 el 3
€ you to help her learn how to help him.
Y& . , : : _
~H are doing a super job with Andy. He is so good with you
On puzzles.

Y e : . . ) : _
1Du &"e doing a super job with EBrian. His mom 1s very
‘Mprecsed with what he hes learned.
L ; . g

AWM,  you are super with Cecily. Our new teacher was very
lmpressed with your worlk:.

Wer ; ; i . .
‘Brndy, you do & really nice job with Brian.

Thanks {or 211 the help you have given her. She has done
well witn your help.
'o4  are doing such a great job with Brian we'd like you to

bezin te Flar hie lesscns.





