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Foliowing these activities, an interim report was submitted to
nine reviewers selected by NIE. Committee members and reviewers
subsequently met together for two days of round-table discussions.

The ‘work of this project led to the preparation of six separately
bound reports:

* Report A. The Learning-Tutoring Cycle: Overview

* CSE Report No. 122. Setting Up and Evaluating Tutoring
Projects (formerly Report #1)

* CSE Report No. 118, A Survey of Tutoring Projects (formerly
Report #3)

* CSE Report No. 121. Tutoring: Some New Ideas {(formerly
Report #4)

* CSE Report No. 117. An Examination of the Literature on
Tutoring (formerly Report #5)

* CSE Report No. 116. Tutoring and Social Psychology: A
Theoretical Analysis (formerly Report #6)

These reports provide an information base and a rationale for
actions at both federal and local levels.

Three reports--the Survey, the Literature report, and the Social
Psychology report--bring together information from a wide range
of sources to provide background knowledge concerning current
practice, the perceptions and recommendations of practitioners,
past projects, research, and relevant theories. This background
knowledge can inform the design of tutoring projects as well as
provide a basis for judging the likelihood of success of such
projects. For example, the Social Psychology report demonstrates
that many of the effects of tutoring widely noted by practi-
tioners, but not yet established by research on tutoring, have
their parallel in recognized effects in the field of Social
Psychology. Social-Psychological theories thus suggest variables
that can be assessed in research on tutoring and lend support to
the perceptions of practitioners.

The other two numbered reports apply the background information
to practical school planning concerns. CSE Report No. 122, the
one you are now reading, deals with the process of setting up and
evaluating tutoring projects in general. The report is organized
around a series of planning questions and provides step-by-step
suggestions for setting up a cross-age tutoring project. Report
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No. 121 deals with extensions of the idea of Tearning by tutoring
to more ambitious projects, representing more substantial changes
in schooling than are involved in the LTC project. It also docu-
ments the reactions of instructional staff and some Title 1

parents to the Learning-Tutoring Cycle and other proposed kinds
of projects.

For the national level, Report A provides an overview of the
project and recommendations for action. The actions recommended
are designed to put the ideas of this study to the test, to see
if the Learning-Tutoring Cycle can indeed significantly improve
the educational attainment of disadvantaged students.



CHAPTER I. WHY YOU MIGHT BE INTERESTED IN SETTING UP TUTORING PROJECTS

Cross-age tutoring is something very different from ordinary schooling. The
activity of students teaching each other instead of receiving instruction from
a teacher represents a dramatic change in the classroom. 0f course, within
their own classes many teachers occasionally ask some students to help other
students; but to have older students regularly trained and assigned to tutor
younger students, to set aside time for this activity, and to provide space
and other resources--all this requires a good deal of planning and effort.

Why is such “cross-age" tutoring becoming increasingly popular?

Judging by what school persons write and say, it appears that tutoring is per-
ceived as bringing a wide variety of benefits. Furthermore, the perceived
benefits include important areas of concern: student achievement and student
enjoyment of school. Below are some of the benefits anticipated from having
older students teach younger students:

Achievement
* Tutors learn by teaching.
* Tutees learn from individual instruction,
Teachers, partially released from providing instruction, can finally

make individualization work. They can devote time to diagnesis and
prescription or to working with problem students.

* Tutors and tutees practice the basic skill of oral communication.
Tutors, in particular, learn to explain ideas.

* 0lder students who need to work on fundamentals of reading or arith-
metic can do so as tutors without embarrassment at working far below
grade level--"the face-saving effect.”

Attitudes

* Jutors and tutees enjoy tutoring.
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" Tutors develop empathy for teachers,
* Tutors develop concern for younger students,
* Tutors become interested in being teachers,

* Tutors and tutees of different ethnic groups learn to like each
other by working together.

* Tutors increase in self-esteem.

* Teachers' attitudes to students often change positively as they see
them acting responsibly as tutors.

Behavior
* Tutors attend school more regularly,
* Tutors and tutees work harder than in the regular classroom situation.
" Discipline problems are greatly reduced.

* Tutors act maturely as they feel an obligation to younger tutees--"the
role-model effect."

Soctal Learning
* Tuters learn to accept responsibility,
" Tutors learn to exercise authority.
* Tutors learn to organize lessons and materials,
" Tutors learn the value of promptness.
* Tutors and tutees learn interpersonal skills.
" Tutors learn to listen to and counsel tutees.
" Tutors may learn to communicate with parents.
" Tutees learn that an older student cares for them,

" Tutees look up to older students as role models.

You may or may not believe that all these benefits can result from a cross-age
tutoring project and, indeed, it seems reasonable to expect that how a project
is run will affect the kinds of benefits it produces. Chapter II describes
three kinds of projects that, by their design, are likely to have different
kinds of effects.



CHAPTER I1. THREE KINDS OF TUTORING PROJECTS

While it is probably true that any kind of successful tutoring project benefits
three groups——teachers, tutors and tutees--projects can nevertheless be roughly
c1assi£ieQ_iﬂ§p_three types depending upon which group 1s the primary focus for
the project. o ' — e o

The key to identifying the primary focus of a tutoring project is the selection
of the tutor's task. 1f, in your project, tutors are to help teachers each

day in a variely of ways, this is a teacher-focused project and will be called
a Teacher Aide project. 1f the tutors are 1o teach tutees each day, selecting
what is to be taught on the basis of the tutee's diagnosed needs, this is a
tutee-focused project in which the tutors are providing a service. This will
be called a Tutorial Service project. If the tutors are to teach work that is
selected because the tutors need to practice and master it, then the focus is

on tutors, and the project will be called a Learninq—by—Tutorigg project.

In making the above distinctions, particularly the distinction between Tutorial
Service and | earning-by-Tutoring projects, cognitive 1earning has been empha-
sized. Non-cognitive benefits such as enjoyment or celf-respect may occur
equally 1in all projects. Such benefits are of course enormously important, but
they are also very difficult to define, plan for or measure. Consequently,

there is a focus in this report on cognitive learning.

gefore looking at the kinds of projects that have been run focusing on benefits
to each of the three groups. perhaps 2 word should be sajd about the idea of
running projects for the benefit of teachers. 1t may be felt that schools
should serve students, not teachers, sO that programs planned explicitly for
the benefit of teachers are unlikely or improper. However, a project that

aims to help teachers sO that they can more effectively help their students is
clearly benefiting students, via the route of helping the teacher. There
should be no embarrassment about projects that are designed primarily to bene-
fit teachers.



1. Teacher Aide projects

These projects are teacher-focused. O0lder students work, usually one or two

at a time, in the classrooms of younger students. The older students do whatever
is needed to assist the receiving teacher.* They may put up bulletin boards,
grade papers, take children to the library, run small group lessons or tutor in-
dividual children; but they undertake these activities at the behest of the
teacher, to fit in with the teacher's schedule in the room that day. The teacher
aides (sometimes called cross-age tutors though they are not exclusively tutors)
are typically students with good school records who volunteer for the program.

There are many small scale Teacher Aide projects. In one secondary school
which sent a few students as aides each quarter to a nearby elementary school,
a clerk acted as coordinator. In contrast, in the Clovis School District

in Fresno County, California, Superintendent Floyd Buchanan's belief that
students can be great teachers, provided the stimulus and support for develop-
ment of an extensive system, involving the placement of approximately 450
secondary school students per semester in elementary schools where they teach
for one or two periods per day. The system is run like a job training and
placement system: elementary teachers request tutors for various jobs; tutors
sign up for the jobs that they think they will like and are then trained for
that job prior to service. This growing Teacher Aide project is run by a
full-time coordinator, Paul Durando.

2. _Tutorial Service projects

These projects are tutee-focused. Older students provide individual tutoring
for tutees referred to them. Typically tutees Teave their classrooms to receive
tutoring.

In the High Intensity Tutoring (HIT) project in Michigan, for example, there is
a reading center and a math center, each stocked with highly structured mate-
rials and staffed by a certified teacher and two paraprofessionals. Seventh
and eighth graders provide sixth and seventh grade tutees with daily drill and
programmed instruction.

*Two terms will be ffequenty used: the "receiving teacher" is the teacher of
the tutees; the “sending teacher" is the teacher of the tutors.
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In Chino, California, a busload of Junior high students daily spend a period.
at a nearby elementary school. Spread out along the tables of the "cafetorjum"
and supervised by their own iunior high teacher, students tutor children sent
in by various elementary teachers. Tutees sometimes arrive with an assignment
from the receiving teachers, but tutors must also have lessons ready for use,.
Tutors é%é; at thé?f junfor high school 2 days a week preparing lessons and
discussing problems with their supervising teacher. This is a service class--

a very popular one--taken as an elective by the junior high students.

Serrano Junior High School, in the Ontario-Montclair School District, Califor-
nia, buses secondary school students to an elementary school where tutees,
matched to tutors on the basis of personality, are pulled out of classes to be
tutored at various convenient locations--the lunch benches, cafeteria, on the
bus, in the corridor, etc. The secondary supervisor (the sending teacher)
circulates constantly to solve problems, ensure coordination and smooth func-
tioning. Emphasis is placed on the helping relationship between the older and
younger child. The older children spend 2 days a week preparing lessons and
discussing problems with their supervising teacher. Pre-service training aims
to encourage emphathy through discussions of why children fail and how they
feel in various situations.

One kind of tutorial service that has been highly developed and fairly rigor-
ously evaluated is the programmed tutoring approach. In programmed tutoring
the tutor can be seen as replacing a computer or a learning machine. The
tutors are trained to enact a “program" that specifies the cues, responses and
the step-by-step procedures by which the tutor guides the tutee through a set
of learning experiences. These programmed tutorial services have been devel-
oped for beginning reading (E11son, 1968; Harrison, 1972) and for beginning
math (Ronshausen, 1975) and are generally markedly effective in promoting
tutee achievement--as one would expect since the programmed procedures have
been constantly revised to ensure effectiveness., This kind of Tutorial Ser-
vice project, however, usually employs paid paraprofessionals or community
volunteers, although both Harrison and Ronshausen have used older students as
tutors in some projects.



3. Llearning-by-Tutoring projects

[Note, by the way, the term Learning-by-Tutoring, not learning by teaching.

A project run by Louis Schell at the University of California at Berkeley did
have older students actually conduct classes, but this report is concerned
with one-to-one tutoring, quite a different activity from teaching.]

These projects are tutor-focused--or would be if they existed. Almost invar-
iably those who run or observe tutoring projects are struck by the impact that
the role of tutor has on the students who tutor. Increased responsibility and
motivation are noted as well as frequently dramatic achievement gains. Rarely,
however, are tutoring projects planned primarily to capitalize on this dramatic
impact. A few experimental studies have confirmed the benefits for tutors
(Mohan, 1972; Allen & Feldman, 1973; Fitz-Gibbon, 1975), but as yet there are
very few practical school programs developed explicitly from this idea.

A school project that did fit the Learning-by-Tutoring model somewhat was Hoff-
meister's remedial reading project in which a low~achieving ninth grade class
was trained to tutor a seventh grade class in reading (Hoffmeister, 1973).
However, once trained, tutors generally were supposed to decide what to teach
on the basis of a diagnosis of the Eggggfs need. In a project run for tutors,
the content to be taught would constantly be selected according to the tutor's
need to learn it. Tutees would then be sought to whom the content could be
appropriately taught.

A number of within-elementary-school projects, in which a whole class of upper-
grade students is combined with a lower grade class for daily tutoring
(Ebersole, 1972; Newmark & Melaragno, 1969), have been somewhat in the vein

of Learning-by-Tutoring. In Ebersole's reading projects, first developed at
Soto Street Elementary School in the Los Angeles "barrio," tutors apply a
structured procedure that includes Tistening to tutees read, recording words
missed, and reviewing these words in subsequent tutorial sessions until they
are learned. Since reading develops reading skills, both tutors and tutees
benefit from this daily reading practice.



0f course, hard and fast distinctions can rarely be made in the compiexity of
real life situations, and many actual projects are difficult to classify. The
High Intensity Tutoring project, for example, deliberately assigns Tow-
achieving students as tutors in the expectation that they too will benefit.
Perhaps the major focus of a project is made most apparent in two ways: by
considering how the content to be taught is selected and by considering how
situations of conflict are resolved.

Content selection

If the content to be taught is selected on the basis of tutee needs, then
tutors may or may not benefit cognitively from tutoring. For exampie, an
algebra student teaching multiplication tables will learn about children,

about teaching, about responsibility and caring, but cannot be expected to
learn algebra from time spent tutoring. If some algebra students happen to

be weak on multipiication tables, however, they may benefit cognitively.

The situation is less clear in subjects like reading that are less hierarchical
than math but even there, maximum impact on the cognitive achievement of tutors
can only be expected if the content is chosen to meet their needs.

Conflicts

Even though a project may emphasize benefits to tutors, the focus sometimes
becomes apparent when tutors are dropped for unsatisfactory work or when a
screening system excludes any students who are seen as risks. The need for
careful selection of students who are to be aides is frequently stressed and
shows the emphasis to be clearly on the provision of trouble-free assistance

to teachers. Certainly volunteer tutors, carefully selected, enjoy such pro-
grams and probab]y derive many benefits from the experience. Thus such programs
are eminently justifiable. They are not, however, run primarily for tutors.

In Figure 1, the procedures followed in each of the three kinds of projects
are shown in order to illustrate that a different focus--teacher, tutee or
tutor--requires a different planning procedure.



Teacher Aide projects

.Identify teachers who
would like aides.

Tutorial Service projects

Select tutees.

Learning-by-Tutoring
projects

¥

¥

Select tutors.

¥

Diagnose teachers'
needs.,

Diagnose tutees'
needs.

¥

4

Diagnose tutors'
needs.

Locate student volun-
teers.

Select content to
match tutees' needs.

¥

4

+

Train the volunteers
to be aides.

Locate volunteers who

can teach the content.

"

Select content to
match tutors' needs.

+

Figure 1.

4

Train tutors,

¥

Train the volunteers
to be tutors.

Procedures for three kinds of
tutoring projects

Locate tutees who can
benefit from the con-

tent.

Which kind of project should you chose and how should it be designed? Onily

those who are to be involved can provide answers to such questions. The

following chapter poses a series of Planning Questions--things to be considered

by persons p]anning a tutoring project.




CHAPTER III. PLANNING FOR A TUTORING PROJECT

We'1l assume you have decided to explore the possibility of some kind of
tutoring project. This chapter helps you to "set the stage" by consciously con-
sidering an important set of questions that are always answered, either
deliberately or by default, in planning a tutoring project.

You might use these questions and the accompanying discussions in a variety

of ways. Perhaps you will work through them alone and make your own decisions,
then announce these decisions to the persons invoilved. This is efficient and
it might be appreciated that you've taken responsibility and got things moving.
This lone-planner approach may lead to trouble later, however, in a lack of
commitment to the project. For example, if teachers have had a say in the
planning of a project, they are more likely to regard the project as theirs and
give it greater attention than if it was imposed upon them. And the project is
more likely to be feasible if teachers share in planning.

An alternative to the lone-planner approach, then, is to make a general announce-
ment regarding tutoring projects--explaining the three models as possibilities--
then ask those interested to review the planning questions either as a group or
first individually and then as a group. Projects can then be outlined, and

those who will implement them can continue with detailed planning.

The Planning Questions help you to design a project and allocate responsibil-
ities for project implementation. Planning takes time; and beyond a few

hours of initial, voluntary indication of interest, teachers should be paid or
receive release time for planning.

Occasionally the following pages may seem to take a deliberately maverick
approach. Often, the usual practice is described and then arguments are
advanced for some other, contrary practice. Common practice can be recommended
or commended because it has at least occurred, and there must be strong reasons
for the choice of the practice. On the other hand, second thoughts might some-
times prove better than first ideas, so that challenges to current practice



should be welcomed as a way to advance the variety of our methods of instruc-
tion. The alternatives to current practice are presented in a spirit of
challenge, to stimulate consideration, and with an invitation to try them out
and see; they are not presented as criticisms of current practice. Figure 2
provides an overview of the planning steps and the questions considered at

each step.
Page
STEP ONE:  ASSESS CONTEXT {LIMITATIONS AND OPPORTUNITIES) n
1. Are vou goina to consider cross-schoct projects, within-school projects,
or hatn?
2. What resources are available?
What constraints must be considered?
STEP TWO: SPECIFY GOALS 13
4. For whom are projects to be planned?
5. What goals are most important for tutors and for tutees?
STEF THREE: SELECT A MODEL OR MODELS 15
§. What kind of tutoring model will best achieve the goals chosen for the
target groubs--Teacher Aide projects, Tutorial Service projects, or
Learning-by-Tutoring projects?
STEP FOUR: SELECT VARIOUS PROJECT CHARACTERISTI(S 16
7. At what time of the day will tutors and tutees be brought together?
8. For tutors, is tutoring to be conducted as & regulsr academic class
carrying academic credit, as an elective carrying credit, or in "spare®
time for no credit? -
9, W11l tutors be paid?
10. For tutars, is tutoring to be voluntary, encouraged, or assigned?
11. For tutees, will tutoring be voluntary, encouraged, or assigned?
12. Intact-class or pull-out projects?
STEP FIVE: DEFINE THE TUTORING TASK A |
13. Are "prograsmed” materials to be used?
14. 1f prograrmed materials are not used, how much structure should be
imposed on the tutoring session?
15. full-sequence instruction or remedial instruction?
16. How long should tutoring sessions be and how frequent?
17. How will tutors be selected?
18. What will tutors be called?
19, On what basis will tutees be selected?
20. How should tutors and tutees be paired?
STE? S1X: ASSIGH RESPONSIBILITIES 29
1. Wha is to be responsible for the various tasks reguired to run the
project?
STEo SEVEY:  PLAN FOR EVALUATION 29

22. Who will be responsible for the evaluation?

Figure 2. Planning Overview
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PLANNING QUESTIONS
~--things to consider when planning a tutoring project

STEP ONE: ASSESS CONTEXT (LIMITATIONS AND OPPORTUNITIES)

Question 1. Are you going to consider cross-school projects, within-school
projects or both?

This question must be considered immediately, because if another school is to

be involved, teachers from the school should attend planning meetings. A cross-
school project involves moving either tutors or tutees to another school. For
example, junior high students might tutor in an elementary school. A within-
school project involves tutors and tutees in the same school,

e.g., upper grade elementary school students tutoring lower grade students 1in
the same school or seniors tutoring freshmen in a senior high school.

Advantages that may be obtained from a cross-school project are:

* Tutors may have higher status in the eyes of tutees when they come from
another school.

* Cross-school tutoring provides a way to have adolescents--who are often bored
and rebellious--take on responsibie roles in the schools by tutoring young
children. If asked to tutor other adolescents, they might be embarrassed or
tend to socialize rather than tutor.

* If the schools are of different populations, cross-school tutoring can "inte-
grate" different groups of students, e.g., groups of different economic
levels or ethnicity.

- Cross-school tutoring can ease the transition that students make in moving
from elementary to junior high school and from junior high to senior high.

* Tutors can be considerably older than tutees thus increasing the likelihood
that they know more than the tutees.

" More mature tutors can be involved.

The major problem with cross-school tutoring involves transportation. If
tutors are asked to walk to the tutees' school, they tend to arrive at add
times, and this is disruptive. Even for a short distance a bus is desirable.

11



The bus journey can be used for announcements and the checking of absentees.
[The need for two-way transportation between schools can be avoided by having
tutors report to the receiving school first thing in the morning to tutor and
then be transported to the sending school. Alternatively, tutoring can be

scheduled at the end of the school day so tutors just leave for home from the
school at which they have been tutoring.]

Communication is another major probiem in cross-school tutoring, but clear
schedules and procedures for changing them can reduce the problem. Legal prob-
lems are occasionally encountered in cross-school project . For example, one
district had busses insured for elementary school children but not for the
secondary tutors who rode the busses. Credential problems may also occur.
Nevertheless, many schools have worked out these problems and implemented
cross-school tutoring projects.

The major advantages of within-schcol tutoring are:

* ease of communication between sending and receiving teachers

* tutors and tutees may benefit beyond the actual tutoring sessions--by being
on the schoool playgrounds together at recess, for example

Question 2. What resources are avatlable?

Resources can be considered in various categories: people, space, materials
and--the resource that solves the problems of the other resources--money.

A. People:

Which people are likely to be interested and what can they contribute? The
following should be considered:

teachers community volunteers

administrators district people

parents possible consuitants or workshop feaders
B. Space:

Can a room be set up especially for tutoring, with partitions making booths?
If not, can a spacious room be made available part of the day for tutoring

(e.g., cafeteria or auditorium, large classroom)? If regular classrooms must

be used, can portable dividers be used to mark off space for each tutoring
pair?

12



C. Material resources:

Are there individualized instructional materials that could be adapted for
tutoring? Are programmed materials available? Other resources? ({e.q.,
flash cards, games, workbooks, duplicating machines, supplies)

D. _Financial resources:

What sources of funds are there?

ESEA Title I7? ESAA? Student body funds?
ESEA Title III? PTA? QOther?
Right-to-Read?

Can funds be obtained to transport tutors between schools?

Question 3. What constraints must be constiderad?
1f funds are available from an external source, what constraints do these
funds impose?

* What other constraints or limits must be considered? (e.g., bell schedules)

°* Must parent permission be obtained for tutors? For tutees?

[NOTE: Considering resources before goals--the next question--may seem strange,
but knowing what you've got to work with keeps planning within the realm of
feasibility.]

STEP TWO: SPECIFY GOALS

Question 4. For whom are projects to be planned?
“For what kinds of students are tutoring project(s) to be planned? Grade

levels? Achievement levels? Motivation characteristics? Consider tutors
and tutees separately.

Answers to this question will depend partly on which teachers wish to be
involved if teacher participation is voluntary.

Question 5. What goals are most important for tutors and for tutees?

The list below summarizes the benefits that were mentioned in Chapter 1. Put
a "1" by the most important goal, "2" by the next most important, and so on.

13



Tutors

__increase cognitive learning

Tutees

__increase cognitive learning

--in reading__ --in reading__
--in math --in math
--pther --other

__increase skills in oral communi-

cation

__increase skills in oral communi-

cation

__enjoy tutoring __enjoy tutoring

__develop empathy for teachers __receive individual help from

' tutor

__develop concern for younger stu-
dents __receive individual help from
teacher

__become interested in being
teachers __work harder than in regular class-
room

__increase self-esteem

__improve self-esteem

__improve attendance

__accept tutors as role models

__work harder than in regular classes

like students of ethnicity differ-

__improve cooperation with teachers "“ent from own

__accept responsibility __learn interpersonal skills
__exercise authority

__learn to organize lessons and
materials

__learn value of promptness

__Tearn interpersonal skills
{smiling, overcoming shyness,
avoiding destructive criticism,
etc.)

__learn how to counsel tutees

__learn how to communicate with
parents

__like students of ethnicity differ-
ent from own

14



STEP THREE: SELECT A MODEL OR MODELS

Question 6. What kind of tutoring model will best achieve the goals chosen Ffor
the target groups--Teacher Aide projects, rutorial Service projects, o Learning-
by-Tutoring projects? [See Chapter 11 for description of these three models. ]
Teacher Aide projects help teachers se that they can help their students—
Tutors will benefit from being teachers' aides if they work well with their
receiving teacher and develop a sense of responsibility and pride in their own
maturity. The work of the tutor may be varied and interesting or monotonous,
depending upon the receiving teacher and the tutor's perceived capabilities.
Tutees may benefit by receiving more of their teachers' attention or by direct
help from the teacher's aide (the "tutor").

Tutorial Service projects are designed so that the tutees learn work that they
need to know. If tutees' cognitive achievement is of prime concern and tutors'
cognitive achievement can be incidental, Tutorial Services are an appropriate
kind of project. Tutors jnevitably learn comething, even if they are only
revieuing work they know when they tutor. Tutors are often perceived as gainind
in confidence and responsibility.

Learning-bynTutoring js probably the best choice when the major concern is the
cognitive achievement of tutors, or of Qggn_tutors and tutees. Furthermore, &
good deal of evidence suggests that it is the tutors who make the most dramatic
gains. Because they must receive regular instruction and training, tutors in-
yest more time in tutoring projects than do the tutees; and because they have
to explain it, they confront the material more thoroughly.

Learning-by-Tutoring projects are particular1y appropriate for ”compcnsatory"
education at the cecondary level. secondary students vhose mastery of basic
skills is inadequate often resent working on such skills and are bored with
school. Being assigned as a tutor produces unprecedented motivation and hard
work on basic skills.

1t may be feared that low-achieving tutors are likely to teach incorrectly.

The possibility of inadvertent incorrect teaching certainly exists and is one
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reason for close supervision and monitoring of the tutoring sessions, as well
as frequent diagnostic testing of the tutees and regular training of tutors.
The supervising teachers need not become upset, however, if incorrect teaching
occurs: errors can easily be corrected, and it is a mistake to think that the
tutee is learning everything taught. The errors are forgotten along with

correct instruction a good percentage of the time!

In a recent study {Fitz-Gibbon, 1975) the number of instances of incorrect
teaching showed a slight positive correlation with gains on the part of tutees
rather than showing any deleterious effects. Tutors making more errors managed
to get their tutees to learn more than tutors making fewer errors. The explana-
tion for this appeared to be that more errors were simply indicative of more
work accomplished, and more work meant higher achievement. Clearly, however,
errors are to be avoided if possible. As noted above, close supervision and
monitoring of tutoring sessions are always desirable, and these activities
should ensure that errors are caught.

Rather than selecting just one of the three models--Teacher Aide, Tutorial
Service or Learning-by-Tutoring--you may want to plan more than one project, or
to merge models. An example would be a three tier tutoring project in which
older students teach upper grade elementary students in a Tutorial Service
mode 1, and then the upper grade students teach lower grade students in a
Learning-by-Tutoring project.

STEP FOUR. SELECT VARIQUS PROJECT CHARACTERISTICS (Selections may be tentative,
of course, and subject to revisions in the light of subsequent experiences.)

Question 7. At wnat time of the day will tutors aud tutees be brought together?

This question was already discussed, but there may be a need to reconsider this
decision in the light of the goals or to collect more information regarding
interest or the availability of transportation. For within-school projects,

a similar diagram of bell schedules as in Figure 3 may be needed in order to
find times of day when tutors and tutees can be brought together.

16



The Junior High The Elgaenta: y S2hos)

B3 e — __ﬁ——af—-n-ru‘-——fw &:19

10:55
10:57

11:3%
1147 |- — ]

1100 | ———ememm s o

S

ra
.

Figure 3. Bell schedules for two schools

Question 8. -For tufors, °o TuIorLNg IO D€ SoNINATSS 28 4 TETL I 22aaomLl

.
- e “a g -
2iive pavriing 2re

e v
ime Ffor mo oraatti

For Teacher Aide projects it would be difficult to justify academic credit,
but credit for an elective, for an "experienced-based" course or a service
activity would be well justified. For Tutorial Service projects, the same
argument might apply--tutors are rendering a service and gaining experience,
but they are not earning academic credit. For Learning-by-Tutoring projects,

however, every effort should be made to give academic credit, since tutors will
be learning, and working hard to do so.
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Question 9. Will tutors be paid?

If there are no funds, then clearly tutors won't be paid--unless tutees'
parents will purchase the tutoring services. If there is the possibility of
using funds to pay tutors, however, you will want to discuss if and when
tutors should be paid.

Hoffmeister {1973) working in an inner-city junior high school trained a ninth
grade reading class for one semester. The following semester this class

tutored a seventh grade remedial reading class and received pay from Title III
funds. Hoffmeister felt that the monthly paycheck of about $30 per tutor was
very important in maintaining high effort throughout the semester of tutoring.

Before any payment system is implemented, however, consideration should be
given to the probability that, if they have been paid previously, one could
not easily ask tutors to tutor without pay at a later date. The question also
arises as to whether students should be paid for any school activities.

An experiment by Gabarino (1975) suggests that tying payments to successful
tutoring (tu@or gets paid if tutee learns--a performance contract system) leads
to a poor quality of interactions between tutors and tutees and to decreased
rather than increased tutee achievement. However, this experiment must not be
confused with payments which do not depend upon the success of the tutees.

A position that seems reasonable is that tutors should be paid when
" they are giving up their own time to tutor, and
" they are already competent, trained tutors.

These conditions might very well pertain when there is a summer session tutoring
project following an in-school-time tutoring project during the school year.
Students who have tutored well might be empToyed in the summer,

When tutors are tutoring during the regular school day and perhaps receiving
credit for class, it does not seem necessary to offer pay as well. This would
be particularly true in a Learning-by-Tutoring model where tutoring is designed
explicitly to benefit the tutor.
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If funds are available, the use of paid professionals might be considered.
Such a program, however, sacrifices any potential benefits to students as
tutors.

Question 10. For tutors, is tutoring to be voluntary, encouraged or assigned?

The tendency has been to let tutors volunteer on the theory that volunteers
will perform better than non-volunteers or that tutors are providing a service,
not receiving benefits. Both suppositions should be challenged. No studies
have been conducted to show whether volunteers perform better as tutors than
non-voiunteers. Furthermore, many people familiar with tutoring projects say
that the most surprising students sometimes make the best tutors. Students who
are themselves troublesome or turned-off to school are often excellent tutors;
but unless assigned to tutor, these students might not volunteer--they do not
see themselves as tutors. Slow students may sometimes make better tutors than
bright students because they proceed more slowly and carefully through the
material to be taught and may be more patient with slowness on the part of the
tutee; yet slow students might not volunteer to tutor, thinking that only the
best students can teach others.

One study showed that Tow-achieving, inner-city, ninth grade students who had
been required to tutor were later significantly more interested in having
tutoring as an elective than an equivalent group of students who had not been
required to tutor (Fitz-Gibbon, 1976)}. The experience of having to tutor makes
many students interested in choosing to tutor later. How else than by trying
it can students know if they will like it or feel good at it?

The idea that tutors must be volunteers because they are losing time or making

a sacrifice to tutor must also be challenged. If social and attitudinal goals
are important, then even in Teacher Aide or Tutorial Service projects, tutors
are benefiting. Certainly in the Learning-by-Tutoring projects tutors are bene-
fiting; and they could well be assigned to this kind of project just as they
might be assigned to some other method of instruction such as computer-assisted
or workbook-based individualized instruction.

Of course, tutoring doesn't have to be simply voluntary or non-voluntary; coun-
selors or teachers, by encouraging certain students to sign up for tutoring
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classes, can possibly overcome the students' own misgivings. Many times, how-
ever, it might be in the best interests of students to require at Teast a trial
period as a tutor and not rely on their willingness to volunteer,

Question 11. ror tutees, will the tutoring be voluntary, encouraged, or
assigﬂfd? -

The tendency has always been for tutees to be told to receive tutoring, usually
on the basis of a remedial need. Alive to this situation, some youngsters have
been reported to fail in their work on purpose in order to receijve tutoring
which they enjoy--thus converting the system to a voluntary one for the smart
children (Perry, 1975)! On the other hand, in a tutoring project that employed
adult tutors, tutoring was reported as being resisted by tutees (Blank, et al.,
1972).

Perhaps the best approach to dealing with both the problems of the over zealous
tutee who desires tutoring and the resistant tutee s to consider intact-class
tutoring in some projects, as discussed in the next question below.

Question 12, intact-class or pull-ocut nrojects?

A tutoring project may be an "intact classes" project involving an entire class
of tutors paired with an entire class of tutees, or alternatively either

tutors or tutees or both might be pulled out of regular classes in order to
participate 1in tutoring activities,

Projects erploying intact classes have several advantages:

remain in the regular class, When students who have been in tutoring acti-
vities return to class, for example, the teacher has the problem of helping
them to catch up or of ensuring that they have not missed anything important.

" Use of intact classes means that both sending and receiving teachers can
jointly supervise the tutoring. This not only ensures adequate supervision
and support but also promotes coordination and planning to ensure that both
tutors and tutees benefit.



© Pulling students out of reguiar classes may sometimes be seen as stigma-
tizing, labelling them as being in need of special help. Students are less
likely to feel singled out if their entire class is involved in the tutor-
ing project.

Scheduling is simplified. Scheduling 30 tutors to tutor in one classroom

15 far simpler than scheduling 30 tutees to be pulled- out of -as many as

30 cTassrooms. Absences and schedyle changes caused by such events as field
trips can be dealt with easily on an intact classroom basis but become
frustrating when many classes are involved.

STEP FIVE: DEFINE THE TUTORING TASK

Question 13. Are "programmed” materials to be used?

“Programmed" materials have the tutor guide the tutee through a prescribed
routine. These routines have been carefully developed, tested and revised as
necessary so that the programmed instructions, as finally published, ensure
that Tearning by the tutee almost always results. Programmed materials have
been developed mostly for beginning reading (E11son, 1968; Harrison, 1972)
and math (Ronshausen, 1974). Because they should "work" rather reliably,
their use is attractive. What are the drawbacks?

" Purchase of materials is required. This requires time and money, and most
materials cover beginning reading or math only,

" Training of tutors may have to be done by outside consultants rather than
by teachers.

* Tutors can become bored (e.qg., Klaus, 1975, p. 53}. This is not surprising
since the tutor replaces a teaching machine.

* Tutors may not learn much from using programmed procedures.

An experiment by Myérs, Travers and Sanford (1965) indicated that a tutor role

of simply supplying correct answers much Tike a machine did not promote nearly
the amount of learning that was induced by a more active role in which tutors
helped tutees in their attempts to generate the answers prior to being told

them. Programmed materials may resemble quite closely the experimental tutor-
tutee roles by Myers et al. For example, Ronshausen who developed the Programmed
Math Tutorial wrote:
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The need for professional judgments by the tutor is reduced to a minimum--
the tutor judges only the correctness of the child's responses. While the
operational programs describe correct and incorrect responses and tell the
tutor how to proceed in either case, the content programs give specific
correct responses. Thus, persons with limited knowledge of mathematics can
perform successfully as tutors {(Ronshausen, no date).

Similarly in the evaluation of a Title I project in Highland Park, Michigan,
the rolte of tutor is seen as one of replacing a machine:

Tutors in this program easily performed functions which if performed by
teaching machines would have entailed great expense. They kept records

of correct and incorrect responses, delivered immediate reinforcement for

correct responses and, most important, provided the correct response when-
ever an incorrect response occurred (Highland Park School District, 1976)

Careful evaluation of Ronshausen's tutoring project showed significant benefits
to tutees, whose learning was contrasted with that of equivalent control group
students not receiving tutoring, but learning by tutors was not assessed even
when tutors were students rather than, as was more usual, paraprofessionals.
Evaluation of the Highland Park tutoring program relied on grade equivalent
gains with no control groups and is therefore difficult to interpret.

Question 14. If programmed materials are not used, 40w rmuch structure should

be irmosed on the tutoring session?

One way to approach this question is to consider the tutor's job as having two
components: there is the content to be taught, and there are various methods
that could be employed to teach the content. In programmed materials, both
content and methods are completely specified. In less structured projects
either the content to be taught or the methods employed might be either Teft
to the tutor or prescribed, through edict and training, by the teacher. Thus

the tutors' task might be classified in one of the four cells of the following
matrix:

CONTENT TO BE TAUGHT

METHOD
TO BE USED prescribed gpen
prescribed 1 2
open 3 F 4
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cell 1. Tutors are told what to teach and how to teach it. This may be
necessary to ensure high quality instruction. Programmed instruction falls
in this cell, but less tight control might also be exercised while still

controlling tutor behavior enough to ensure effectiveness,

cell 2. Tutors are provided with a method of tutoring that they can apply to
any content that they select for the tutee. For example, tutors may learn

general procedures (such as “diagnose-—prescribe——provide knowledge of

results") which they can apply to any Jearning objectives they select. In
the content area of reading, the "structured tutoring” of Ebersole (1976)
involves this approach. Tutors learn a set of procedures to huild decoding
skills and comprehension when having tutees read to therm. They can apply the
techniques to any reading material.

Cel] 3. Tutors are toid exactly what content tutees must be taught, but the
methods they employ are left up to them. {This approach wouldn't necessarily
preclude showing tutors methods they might use if they wished.) The content
to be taught might be prescribed by showing tutors the kind of tests tutees
will be given periodically to se¢ if they are learning. This approach con-

centrates attention on setting clear goals and letting tutors find a way to
meet them. Because tutors are free to choose or develeop methods as they wish,
they may feel more involved and become bored less readily than in situations
in which they must follow fixed procedures. On the other hand, students may
need or prefer the security of a routine, especially when they first begin

to tutor.

cell 4. In this situation, perhaps best i1lustrated by the Lippitts programs

(Lippitt et al., 1971) or cross-age tutoring projects in the Ontario-Montclair
School District, California, tutors decide what and how to teach. Does this
lead to low achievement? It depends upon the goals of the project. If tutors
are to be friends and counselors, solve problems for tutees and improve atti-
tudes, these open-content,npen—method projects might work well, They are
difficult to evaluate since it is not usually possible to specify what would
be measured for success, except perhaps student satisfaction.

+titudes to self (e.g., self-concept) or to school are notoriously difficult
to measure persuasively.
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Question 15. Full-sequence instruction or remedial instruction?

In Teacher Aide programs tutors are often asked to help students who are having
difficulty. The tutor is expected to provide remediation--to find out what the
tutee does or doesn't understand (of a lesson given by the teacher) and then
work on problem areas. This ad hoc remediation may be more difficult to per-
form, may require more skill and flexibility, than "full-sequence instruction.”
In'fu11—sequence instruction a tutor starts from scratch with a topic, pro=-
viding both the initial instruction and the subsequent required practice.
Full-sequence instruction will be particutarly appropriate for L.earning-by-
Tutoring projects and may be preferable as a tutoring strategy in Tutorial
Service projects.

Advantages of full-seguence instruction as opposed to ad hoc remedial instruc-
tion are:
* Full-sequence instruction is probably easier for tutors since they can learn

a sequence of presentations instead of having to learn diagnostic-prescriptive
skills.

* Tutors are more likely to learn the content thoroughly if they teach it from
first principles several times rather than dipping into the content here and
there.

* Tutees may become lost or confused less often if tutors provide the initial
instruction rather than teachers. This is likely because the tutors can
pace the instruction for the individual tutee and make sure the tutee is
paying attention.

In the long run, then, it may be preferable to have tutors provide both initial
instruction and practice in some clearly defined skills. Will teachers object
to this? If the teachers can train the tutors to present the material exactly
as the teachers wish it to be presented, then they will usually find the proce-
dures quite acceptable. It should be emphasized that tutoring is not teaching.
Teaching involves selecting curriculum, diagnosis and prescription as well as
actual instruction. Tutors are trained by teachers to teach clearly defined
units of the curriculum.

Question 16. How long should tutoring sessions be and how frequent?

There are suggestions in the literature that less than about 2 hours of instruc-
tion per week is too little for effectiveness, at least for elementary school
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students. Ellson et al., using 15-minute sessions, found significant effects

for two tutoring sessions per day but not for one session per day. Cloward (1967),
using sessions of 3 hours in which only about 1 hour was actual instruction,

found two sessions a week effective but not one per week. It may be that the

tests employed in these two studies--published norm-referenced tests--were in-
sensitive, however,

Using tests that directly measured the prescribed content that tutors taught,
Fitz-Gibbon found that as little as 20 minutes per day of scheduled tutoring
resulted in significant gains by tutees over a 3 week period. These gains
were not significantly different from those obtained in 30 or 40 minute
scheduled sessions. In addition, no significant differences were found
between the 20, 30 or 40 minute groups 3 months Tater. All were still signifi-
cantly higher than the control group that had received no tutoring. Perhaps
the tutees (who were fourth graders) could not concentrate as intensely for
30 or 40 minutes as for 20 minutes, or perhaps the tutors {ninth graders) who
knew they had 30 or 40 minutes to teach did not work as quickly as those who
knew they had only 20 minutes. ({Tutees, by the way, had no preferences
regarding length of session; but tutors who had 30 minute sessions were most
satisfied with the length of time assigned to lessons. )

In view of the. intense attention to work that often occurs in a tutoring dyad,
many sessions as brief as 20 minutes would appear preferable to crowding
tutoring into a few long sessions. A minimum of 2 hours per week spread
across at least 3 days would seem a reasonable recommendation with the proviso
that less than a total of 2 hours per week might sometimes be sufficient if
tutoring occurred every day.

Question 17. How will tutors be selected?

This question may have already been answered under question 4, but whilie a
general target group may have been selected (e.g., ninth graders), the question
may need further discussion to select specific groups or individuals.

Teacher Aide projects often require good citizenship and attendance records
from students. These indicators of responsibility and reliability seem more
jmportant than academic achievement.

In selecting students for Tutorial Service projects, there is freguently an
inclination to select academically able students. This might be necessary
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if tutors are to receive little training or support, but many projects have
found low-achieving students to be excellent tutors if given the proper
training and support. Indeed, some project directors suggest low-achieving
students are generally better than high-achieving students, being more patient
and concerned (Sherertz, 1975}. Among inner-city ninth grade tutors from a
"General Math" class, Fitz-Gibbon found 1little difference in effectiveness
among tutors of different abilities. Low-achieving students were not less
affective than somewhat higher ability students in a three week tutoring
module.

Selection of tutors is sometimes based on their prior record of attendance or
cooperation, but many persons with experience of tutoring suggest that pre-
viously "difficult" students may vastly improve as tutors and may be the ones
most keen to continue tutoring. In Fitz-Gibbon's study, students rated by
their teachers as the most poorly behaved in the regular classroom were on
average the ones most interested in having opportunities to tutor.

For Learning-by-Tutoring projects the selection question usually becomes one
of selecting classes rather than individuals. Would a Learning-by-Tutoring
project be as suitable for an algebra class as for a remedial general math
class? Almost all cross-age tutoring projects have concentrated on basic
skills-reading and arithmetic--but strong pleas have been made for applying
Learning-by-Tutoring projects to all levels of academic achievement. For
example, at a White House Conference on Education, Zacharias, a Massachusetts
Institute of Technology physics professor, urged wide use of teaching as a
means of learning. He stated: "I would like to begin a college (freshman,
sophomore, junior, or senior) course in light by having the members of the
class start by teaching light to children.” (Zacharias, 1965)

In summary, if the project is to be a Learning-by-Tutoring project, it can
probably be applied effectively to any group of tutors as long as they teach
work they themselves need to learn. 1f it is to be a Tutorial Service project,
it is not clear what kind of student will make the most effective tutor.
Probably only a trial period will tell; and any selection based on achievement,
prior attendance, cooperation in class, etc., is a procedure based only on
guesses or hunches. In Teacher Aide projects, compatibility with the receiving
teacher might be a criterion; but, again, attempts to predict this may be
unsuccessful and therefore unfair to students excluded. Wherever possible,

give students a chance, without prejudice, to try a new role--the role of tutor.
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Question 18. What will tutors be called?

Officially, we mean. Scherertz feels that the term "tutor" carries bad conno-
tations implying remedial work and the "dummy" status of the tutee. He prefers
the terms "olders" and "youngers" rather than tutors and tutees. To build up
the status of tutors, they are sometimes introduced to tutees as "junior
teachers' or your teachers from school X," but some teachers may object to
that. The name given tutors is a small point and probably not critical. It

is the total ambience of the program that counts.

Question_19. On what basis will tutees be selected?

In Teacher Aide projects the receiving teacher selects tutees according to
immediate needs.

In Tutorial Service projects the usual practice has been for receiving teachers
to request tutoring for those_students who are in need of help, i.e., selection
is based on low achievement or the need for remedial instruction. However, as
suggested in Question 15, letting tutors provide full sequence individual in-
struction for those students who are often inattentive might forestall some
achievement problems.

In Learning-by-Tutoring projects an important consideration in selecting tutees

ic that tutors need a sense of accomplishment. If only "problems" are sent to

tutors, it becomes difficult for tutors to enjoy one of the great rewards of
teaching--seeing significant progress in the learner. When a tutoring project

is explicitly planned for the benefit of the tutors, plans for successful

tutoring experiences must be laid. These would even seem to call for avoiding

the selection of tutees who are very difficult to teach. At the very least--

and particularly bearing in mind the discussion relating to intact-class or

pull-out projects--an entire group of tutees should receive tutoring, and each

tutor should have a chance to work for a while with a tutee who is making good progres

An important point to consider is that the selection procedure may affect the
possibility of evaluation. Say, for example, you want to know if tutees bene-
fit from receiving tutoring. You will need to compare their achievement level
after tutoring with the achievement level they would have reached had they
stayed in class or received some other kind of help (e.g., resource teacher
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help or special workbooks). The simplest and best way to provide an answer to
that question is to select more tutees that can be included in the project in
its first few cycles. Then randomly select ggmg_of the tutees to receive
tutoring and others to either stay in class or get some other kind of help.

At the end of a few weeks or months of tutoring, assess the achievement of
tutees and of the comparable, randomly selected group of non-tutees. Comparing
tutees to non-tutees will show how effective the tutoring was. {See Chapter VI,
Evaluating Tutoring Projects.)

Question 20. fow should tutors and tutees be paired?

This is a question that has interested researchers {(Cloward, 1967; Lakin, 19713
Fitz-Gibbon, 1975) but in practice has not bothered practitioners much at all.
sending and receiving teachers usually sit down together and decide which tutors
would work well with which tutees. Later if members of a pair do not seem to
get along well, a change is made. Fitz-Gibbon noticed that ninth graders did
not want to change their tutees even if they found them difficult, and it is
common experience that tutors and tutees become friends and do not want changes
made. On the other hand, Rosenbaum (1973) insists on constant changing of
partners to avoid the building of attachments. However, his system, "Peer
Mediated Instruction,” involves peer rather than cross-age tutoring, and this
constant changing may only be needed to avoid some of the socializing that
tends to occur among peers. In Ebersole's system students from two classes

are paired by achievement, A quick vocabulary test is given to the tutors'
class and to the tutees' class. Students are rank-ordered on the basis of the
scores, and the top tutor is joined with the top tutee, and so on down the
list. In the Ontario-Montclair projects, emphasis 1% placed on matching

tutors and tutees on the basis of interests and personality.

Has the work of researchers shed any light on the question of tutor-tutee
pairing? Cloward, examining the Youth Tutoring Youth project, found that
black tutees did better when working with tutors of the same sex and ethnicity
(Cloward, 1967}. Lakin (1971), examining tutoring among Mexican-American and
Anglo children, found that young Hexican-American males did not achieve as
well as expected when tutored by a female. Fitz-Gibbon found that while both
male and female tutees generally expressed a preference for a female tutor,
when tutors were randomly assigned, the sex of the tutor made no difference
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to the liking of the tutor by the tutee or to the wish to continue with the
same tutor. There was the possibility that if low ability tutors were assigned
to high ability tutees, tutees began to enjoy tutoring less.

Perhaps the best summary of the above smatterings of findings is that if there
is something uncomfortable in the pairing, there may be problems. However,
exactly what factors students will %%nd uncomfortable cannot always be pre-
dicted and should probably be ignored in some cases. Concessions should not
be made to ethnic or sexual stereotypes in pairing tutors and tutees! It

does seem reasonable, however, to ensure that tutors know more than their
tutees.

STEP SiX: ASSIGN RESPONSIBILITIES

Question 21. Who is to be responsible for the various taske required to run

the rroject?

This is a question that must be confronted initially and may then need recon-
cideration after the project has run a while.

One approach to assigning responsibilities is to list the tasks that must be
undertaken and then the personnel available--not forgetting students, volun-
teers, parents and aides. Tasks are then assigned to persons on a Task
Assignment Sheet. An example of a Task Assignment Sheet for a cross-school
Learning-by—Tutoring project is shown in Figure 4.

STEP SEVEN: PLAN FOR EVALUATION

Question 22. who will be responsible for the evaluation?

Chapter VI provides step-by-step procedures for planning an evaluation and can
serve as an aid for the person responsible for evaluation. preferably this
will be a person having some familiarity with educational measurement.
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TASK

(=N &5 BE i FUN N IR

WO 00~

PERSONNEL

sending teacher

receiving teacher
community aide*

secondary school tutors
elementary school tutees
secondary school counselor

_or principal

elementary school principal
invited consultants
district personnel, e.qg.,
curriculum specialists

3 4 5 6 7 8 9

Curriculum planning

Decide what general content should be
taught in each cycle of the program

Selection of tutors
Decide who should be tutors
Selection of tutees
Decide who should be tutees

Pre-service for tutors

Train tutors to relate to and teach
younger students

Scheduling and transportation

a. Decide which days to tutor

b. Schedule the buses/keep drivers in-
formed of schedule changes

C. Supervise the bus ride
Daily prescription

Decide what each tutee is to learn e day

Supervision

a. Prepare room for tutoring, get out
materials, etc.

b. Reassign tutors and tutees whose
partners are absent

c. Supervise the tutoring session

d. Make regular checks of tutee

papers to see they are being taught
correctly

*may be a parent volunteer or a paid paraprofessional

(continued on
next page)

Figure 4. A Task Assignment Sheet for a
Learning-by-Tutoring Cross-School Project
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TASK

Y 1Ny —

WO 00~

PERSONNEL

sending teacher

receiving teacher
community aide

secondary school tutors
elementary school tutees
secondary school counselor
or principal

elementary school principal
invited consultants
district personnel, e.g.,
curriculum specialists

3 4 5 6 7 8 9

e. Check tutor attendance
f. Check tutee attendance
In-service for tutors

Help tutors solve problems and prepare
more lessons

Evaluation

a. Prepare regular tests for tutees

r .
|b. Assign grades or prepare reports for
. tutees

c. Prepare reqular tests for tutors

d. Assign grades or prepare reports for

; tutors

e. Hrite an evaluation of the project
Management
a. Order special materials as needed

b. Organize special activities to honor
the tutors

C. Answer questions about the project
from the district, from other schools,
etc.

d. Show visitors around
€. Obtain parent permission if necessary

f. Obtain approval for course credits if
necessary

}g. Locate workshop leaders
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There may be funds for a paid professional evaluator if tutoring is to be run
with Title I funds or other funds that are accompanied by evaluation require-
ments. With or without a professional evaluator, teachers and parents can put
together an evaluation team if there is a wish to do so. Whoever performs the

evaluation, it is essential that he or she become involved in the project as
early as possible.

Reference back to Figure 2 (page 10) will provide a summary of this chapter.
In addition, a Planning Summary Sheet is provided in Appendix A. This check-
sheet could be used to record planning decisions covered in this chapter.
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CHAPTER IV. DEFENSIVE PLANNING
--trying to foresee and forestall problems

At the risk of depressing the reader, this chapter will consider problems that
might arise. It should be stressed right away, however, that a recent survey

of tutoring projects (see CSE Report No. 118 found low rates of reported
problems. Figure 5 shows how the surveyed projects responded regarding possible
problems. One of the “problems" reported as most serious was "more demand for
tutoring than we could accommodate"--a positive problem indicating that many
projects were perceived as very successful.

Problems to be discussed are:

* Scheduling

" Time for training

© Space/facilities

* Tutors losing interest

" Receiving teachers not using tutors wisely

" Uncooperative tutees

Parts of this chapter might provide a framework for discussions at in-service
sessions for teachers, to be conducted once projects are underway.

Scheduling

Arranging when tutors and tutees can work together and making plans for times
when one or the other is absent seems to be the source of the greatest number
of headaches in tutoring programs as they are currently run.

When there is cross-school tutoring, there is sometimes a conflict because
elementary schools prefer assistance in the morning and secondary schools pre-
fer to release their students in the afternoon.
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percent responding in

graph of

tutor hours to tutee hours)

Problems Suggested each catagory* mean mean response
12 3 & 5y TePOSEl 4 h 374 s
Objections
1-parental objection to the project 1 1 n 0 T
2-same objections from teachers at receiv- sz 29 5 8 1 1.7
~ing schoo?
3-some objections from teachers at sending 21 4 8 5 1.7
school .
4-not enough teachers who wanted to parti- @gﬁ 21 5 9 Z 1.7
cipate
5-legal constraints (e.g., course credits, 2 3 4 .5
supervision problems, credential problems)
Resopurces
6-tutoring project personnel were over- 32 (:) 8 14 4 2.2
worked
J-not enough time to train tutors (ED 15 13 25 11 2.6
8-shortage of space or facilities @ 19 13 21 9 2.4
9-more demand for tutoring than we could Qi) 23 13 20 20 2.9
accommodate
10-shortage of transportation for tutors @ib 10 192 1.9 \
1l-not enough administrative assistance (g) 23 13 g 2.0
12-insufficient eppropriate curriculum 25 16 8 1.9 ¢
materials
Student Attitudes
13-not enough tutors who wanted to parti- 24 2 9 5 1.6 \
cipate
14-sore tutors lost interest in teaching 26 (:) 17 19 5 2.4 :}
15-some tutors caused problems at the GED 34 7 10 0 1.8
receiving schaol
16-some tutees became uncooperative 3(}? 36 15 0 1.9
17-not enough tutees who wanted to parti- (:) 9 6 1 1.5
cipate
Procedures
18-some receiving teachers not using tutors @ @ 12 18 6 2.3 /
vwisely
19-excessive noise associated with tutoring (:) 70N 7 0 1.8 4\\\\
20-scheduling problems {trying to match 19 23 6 (:) 20 3.1 e

(:) indicates the “"mode" (most frequently chosen response)

Key Categories:

1-This was definitely not a problem
2-1 do not think this was a prohlem
3-Uncertain

4-1 think this was a problem

5-This was definitely a problem

=4

Figure 5. Percentage of projects choosing

responses to the guestionnaire item, “To
what extent were the following problems
encountered in your project?"




~ Could it be that these scheduling problems reflect the fact that tutoring is
seen as a frill, not as an integral part of schooling? With Tittle commitment
of personnel to running tutoring projects, teachers must perforce fit tutoring
into an already busy work day. If tutors do not show up when expected or if
tutees go on a field trip, a problem situation occurs since students are left
unsupervised--a tutee has no tutor or some tutors have no tutees or receiving
teacher. Such eventualities would not be disastrous were the tutoring a class-
to-class project in which tutors and tutees were accompanied by their teachers.
Puil-out projects and Teacher Aide projects require notification of a large
number of teachers if any changes in plans occur.

Thus, one way to simplify scheduling problems is to design a tutoring project
that scheduleg an intact-class of tutors to work with an intact-class of

tutees.

Another way to avoid scheduling headaches is to have explicit procedures for
dealing with absences and with evente like field trips that will disrupt
normal tutoring arrangements. Some Teacher Aide projects require tutors to
phone the receiving school if they are to be absent--reporting their absence
as would a teacher, a procedure found to be very effective.

Because lower grade children are often scheduled to spend fewer hours per day
in school than the upper grades, some schools using class-to-class tutoring
have a staggered day for the lower grades and this facilitates the scheduling
of tutoring. For example, half the Tower grade students come to school early
and receive tutoring from half an upper gfade class. Tutoring is supervised

by the receiving teacher. The sending teacher meanwhile works with the other
half of the tutors to help them solve problems, prepare for tutoring or do
academic work. (It is important that the non-tutoring half aren’'t doing some-
thing that is perceived as especially fun--Tike P.E.--while others are tutoring.)
At the end of the day the lower grade students who already received tutoring

go home early and the other half of the lower grade receives tutoring. Now the
sending teacher has an opportunity to work with the half of his or her class
that tutored in the morning. Figure 6 illustrates this staggered day tutoring
pattern,
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Figure 6. Making use of a staggered schedule
for cross-age tutoring

Time for training

Shortage of time to train tutors is a frequent problem. If tutors are not sure
what to do with their tutees, the whole project can crumble. Tutors feel frus-
trated and useless, tutees lose respect for tutors,and discouragement will
become rampant.

[t must be remembered that tutors are not teachers. Most need constant help
and guidance, although a few students could happily direct themselves semester
after semester and be very effective.

The problem of training is likely to be particularly severe for Teacher Adide
projetts. Since each teacher will use the student aides differently, only
the particular receiving teacher can effectively train his or her aides.
Usually, however, there is no time regularly set aside for this training.
Each day the teacher takes time out from the class to hurriedly explain what
the student aide is to do. A solution adopted by some receiving teachers is
to make a practice of teaching a small lesson to a group of children when the
aides arrive each day. The aides listen to the lesson and then go over it

with the tutees.
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In Tutorial Service projects, training is often conducted by the sending
teacher 1 or 2 days per week on those days when the tutors stay in class
rather than perform their tutorial services. In such circumstances, receiving
teachers must plan ahead and let the sending teacher know what kind of work
tutors should prepare. Too often the training days are devoted to discussing
problems that already arose, many of them perhaps resulting from lack of
preparation of the tutor. Tutors cannot be trained in more than a general way

1f their specific taske are not known ahead of time.

In Learning-by-Tutoring projects training should not be a problem, since the
instructfon of tutors is a prime feature of the project. Only when tutors are
trained for a particular curriculum unit do they start tutoring in that unit,
a unit for which they are, therefore, well prepared. However, support must be
provided during tutoring in such projects. Tutors often find that they have
forgotten something they thought they knew and need to have a hurried confer-
ence with the supervising teacher before continuing to teach the tutee.

Space/facilities

When an activity is not provided with adequate space, this indicates that it
is not seen as a high priority activity. Too.frequently tutoring is seen as
a frill. Those who run tutoring projects, who have seen the many-faceted
benefits from such projects, will have to speak up and obtain recognition [ov

tutoring as a high priority activity.

If intact-classes are involved in tutoring, space might be less of a problem.
However, even a whole classroom is not really adequate without some re-
structuring of the space to provide good conditions for tutoring pairs--
places out of sight, if not out of earshot, of other tutoring pairs.

Ideally a room should be specially prepared for tutoring. The room might be
used for nothing other than tutoring (declining enrollments make such rooms
available these days) or it might be the library or a resource room provided
with carrells or partitions. Fiqure 7 illustrates space-arrangements that

have been found effective.
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Tutors 1osing interest

The initial impact of being assigned a tutoring role is frequently breathtaking.
"Were you scared?" one husky ninth grader asked another as they returned from
their first session of tutoring fourth graders. But youngsters adjust quickly,
and tutoring_may become routine. If tutors become bored, tutees will . sense

this and the project will deteriorate. Tutors need not--and probably could
not--be kept at the fever pitch of commitment that they often feel initially,
but at Teast a willingness to continue the hard work of tutoring needs to be
sustained. How can this be accomplished?

Provide variety. A change is as good as a rest. To the extent that tutors

can introduce variety into their tasks, they will become bored less frequently.
A steady diet of academic work might be palatable for a week or two, but then
the introduction of some games might help. The use of a variety of manipulable
materials can help the tutor provide variety. Constant use of programmed
materials is particularly likely to be boring to the tutor.

Take breaks. Nothing is likely to renew interest in tutoring quite so rapidly
as to cease tutoring and return to regular classes for a couple of weeks.
After a break, tutors, tutees, and teachers all miss tutoring--and each other
--and are ready to resume with renewed enthusiasm. In Learning-by-Tutoring
projects the tutors regularly stop tutoring to learn new work so that breaks
are built into such projects.

Provide reinforcements. Tutors frequently work very hard with their tutees;
they need and deserve recognition and rewards for their efforts, both in order
to sustain their enthusiasm and to validate their sense of accomplishment.
Examples of recognition and rewards:

* ceremonies at which tutors are introduced and honored
* having tutors' photos displayed

" having arm-bands to identify tutors (This helps with problems of identifying
tutors on school qrounds too.)

" pictures and articles in local newspapers

-

pictures and articles in school newspapers
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" presentation of tutors and their project to the school board

© special parties for tutors and their parents prepared by tutees and their
parents (This activity also brings school and community together.)

" a chance for successful tutors to obtain summer jobs as tutors or teachers'
aides

© the award—ef proficiency certificates to effective tutors (Certificates
may be given for specific topics, e.g., fractions or for general tutoring
proficiency.)

= H

points" awarded’ for good tutoring, points that can be used for field trips
or movies

" money {see question 9, page 18)

Make tutoring voluntary. After an initial trial period, tutoring may not be

every student's cup of tea. Once a student has given the role of tutor a fair
trial, the chance to choose not to tutor may be desirable. Equally, though,
the chance to continue tutoring with full support should be given those who
find great satisfaction in the role.

Of course, when tutoring is a method of instruction--as in Learning-by-Tutoring
projects--than a tutor's "resigning" is synonomous with dropping a class and may
be discouraged just as quitting a regular class is discouraged. On the other
hand, if tutoring is provided as a service, then tutors might as well be dis-
missed if they lose interest or do a poor job.

Making tutoring voluntary presents a problem for evaluation. It is highly
desirable to collect data on tutor effectiveness, tutee progress, everyone's
satisfaction with the project, before any tutors resign. Most projects can
look good if the students that they don't suit are dropped.

Provide regular feedback. It is very important that tutors know that their
work with tutees is producing results and is valuable. Teachers must requ-

larly assess each tutee's progress and discuss the results of this assessment
with the tutor. Such discussions are important not only in Tutorial Service
projects but also 1in Learning-by-Tutoring projects. If tutors are not teaching
tutees successfully, they will become discouraged and cease to make the effort
needed for effective tutoring. They themselves will then cease to learn or
benefit from being tutors.
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Make tutee progress highly visible. Tutors, Tike teachers, can derive great
satisfaction from seeing tutees learn and feeling that they are responsible
for the learning. Keeping graphs or charts that show tutee achievement is an
excellent way to motivate the tutee and provide the tutor with a visible sign
of progress. Regular testing of tutees by teachers and reports of these tests
to tutors is very important. Such testing shows the tutors how effectively

they are teaching and also conveys the message that teachers consider the work
important.

The use of objectives can be valuable in the context of defining the tutoring
task and checking progress. For example, objectives can be provided to tutors;
and every week teachers can test tutees and report to tutors which of the
objectives each tutee appears to have mastered.

Receiving teachers not using tutors wisely

This problem arises largely in Teacher Aide projects. Criticism of teacher
behavior is always a delicate matter. What appears to an observer to be a
poor choice of actions on the part of a teacher might be, from the teacher's
perspective, the only option available given the training that was provided
for the situation {usually none), the time available (usually almost none),
and the number of students to be deait with.

Complaints are sometimes made in Teacher Aide projects that tutors are not
treated with much respect or assigned much responsibility in some classrooms.
Also, the receiving teacher sometimes gives the tutor too Tittle direction
while other times the receiving teacher hovers around, unable to entrust the
tutee to the tutor. |

Clearly, the apparent competence of the tutor is one factor in the receiving
teacher's behavior. Expectations are another factor. Some understanding is
needed ahead of time as to what kind of tasks tutors will be asked to perform
and should therefore be trained to perform.
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The anxiety that some receiving teachers feel aboutl having student aides (tutors)
in the classroom is sometimes severe. Some teachers feel the student aides will
carry criticisms out of class and report untoward incidents. Pre-service
training of tutors should include a discussion of professional and personal
ethics. However, tutors often develop considerable empathy for teachers as a
result of taking on a simiiar role.

Uncooperative tutees

This is a problem that usually strikes when tutees are upper grade rather than
lower grade elementary students. Children in grades K through 3 are usually
cooperative tutees, and the younger children in particular are the favorites
of tutors. One project reported tutors would quit rather than teach fourth
graders instead of first and second graders (Ronshausen, 1975).

1f tutees are "pulled-out™ to receive tutoring, they may resent it either
because they feel that being singled out implies they are slow students
("tutoring is for dummies") or because they are afraid they will miss some-
thing while they are gone. To counteract the latter problem, it is important
that the class pursue only academic work while tutees receive tutoring. Both
problems can be avoided by using intact-class tutoring rather than pull-out
tutoring (see question 12, page 20).

Different projects will work out the problems of uncooperative tutees in dif-
ferent ways. Some projects will emphasize the value of immediately establishing
a close re]at%onship between tutor and tutee by means of explorations of tutee
interests and concerns, Other projects will emphasize the supervision and
support of the sending and receiving teachers.

Assuming tutors want tutees to cooperate on legitimate activities, the problem
can be viewed as one of establishing the influence of tutors over tutees, Jjust
as in a classroom a teacher must estaplish influence over a class. Two social
psychologists made an interesting classification of sources of influence (French
and Raven, 1960). We can use that classification to examine how tutor influ-
ence can be enhanced.
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Referent influence. A tutor exerts referent influence over a tutee when the
tutee admires the tutor and emulates him or her; the tutor acts as a "role
model," someone the tutee tries to emulate.

Although this kind of influence is subtle and very much dependent upon indi-
vidual personalities, there are some steps that can be taken to enhance it.
One method is to select as tutors students who have high status among other
students--such as football stars or admired student leaders. Even just a
few such students among the tutors lends status to all the tutors in the
project, to some extent.

Another method of enhancing referent power is to ensure through appropriate
training that tutors know how to treat tutees kindly and with liking. Tutees
will most often 1ike tutors who like them--so tutors must probably empathize
with and like tutees if they are to have referent influence.

Politicians, rock starts, and royalty know the value of images. To some extent,
seeing many flattering photographs of a person arouses interest in that person.

Building up the public image of tutors with photo displays and ceremonies might

be another way to enhance their referent influence.

Informational influence. Those tutors that know the work better than the tutees
will have informational influence. They can supply information that the tutee

needs to know. To enhance this kind of influence, tutoring supervisors must
ensure that tutors do know more than tutees and that tutees feel that they need
to know the work the tutors are teaching. For the latter condition, the
receiving teachers must demonstrate to tutees that the content of tutoring
sessions is important by observing the tutoring, checking the correctness of
the information tutors are presenting, assessing tutee progress, etc.

Expert influence. If a tutor is perceived by the tutee as possessing special
knowledge, the tutee will to some extent "take the tutor's word for it" that
such and such is the case. Perhaps the best application of this expert influ-
ence lies in the extent to which the older tutor can impress on the tutee the
need to study or do homework-~"I know you need to work because ['ve seen what
good things happen to students who do well in school.”
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Legitimate influence. To the extent that tutees perceive requests from the
tutor as legitimate--this older student has been given the job of teaching me,
so I should listen to him/her--the tutor exerts legitimate influence. The
legitimacy of the tutor's role in the eyes of the tutee can be enhanced by
emphasizing that the tutor has been trained to tutor and is there to help at
theh?equesi of the receiving teacher. The perceived legitimacy of the tutoring
roles will be strongly influenced by the attitudes of the teachers and adminis-
trators in the tutee's school. If teachers ignore or reject the tutoring
project, tutors will lose an important source of support.

Reward influence. Tutees may accept the influence of tutors because tutors

reward them in some way: a smile for a correct answer, a cheer for a problem
overcome--"Hey man, I knew you could do it!" Some tutors spontaneously bring
rewards such as candy, but'1ess-tangib1e "rewards" are probably more suitable.
Enabling tutors to plan treats such as field trips or parties for tutees
strengthens their reward-influence, and the occasional use of academic games
may be both rewarding and productive.

Coercive influence. Tutors' frowns or scolds may coerce tutees into working
or paying attention; but if the more positive kinds of influence described
above do not work, the supervising teachers should probably intervene rather

than allow tutors to be driven to coercive methods. Tutors should be able

to appeal for help from teachers. Living in the community tutors can bring
parental influence to bear by communicating with parents. (Some teachers
running tutoring projects, however, insist that only good reports be sent home
to parents.)

* % * % *k X

To illustrate some of the points raised in this chapter, a summary of a report
about a project that nearly failed is presented below. Following this caution-
ary tale, there is a description of a Tutor Support System for an effective
tutoring program, and a defensive planning checklist which summarizes points
discussed in this chapter. This checklist can be applied to a tutoring

project to see if potential problem areas are being neglected.
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A cautionary tale

Projects which fail are not usually written up for publication, which is
unfortunate since practitioners need to know what fails as well as what suc-
ceeds. Dreyer (1973) reported a project which nearly failed but was saved.
It was a cross-age tutoring project using Title I funds and employing secon-
dary students to tutor in elementary school classrooms.

Tutors were seventh graders who were having reading difficulties. They
tutored first grade children who were likewise having difficulties. Tutoring
lasted 15 to 30 minutes and took place in the first grade classrooms. First
grade teachers, mearwhile, were busy with the rermcinder of the class and
tended to ignore the tutors. This was identified as one of the problems at
the beginning of the program. Tutors were given no feedback or reinforcement.
The training of tutors, or rather the lack of it, was reported as another
problem that threatened the continuance of the vroject:

"Some (receiving teachers) had to spend so much time instructing

tutors that they could have saved time by doing the tutoring ther-

selves. Others gave assignments so vague that the tutor did not

know what he was to do. In some cases the =wo or +hree *u crs

assigned to each first grade classrcom were definite distractors"
(p. 810).

A reading resource teacher and a consultant then set about developing for the
tutors very clear, specific procedures based on discussions with teachers.
Much of the article described these procedures fcr tutoring in reading. The
method developed by teachers, the reading specialist, and the tutoring procram
consultant was one involving daily prescribed assigrments. Following the
teaching of some material by the receiving teacher, this teacher would then
indicate appropriate 'repetitive practice" for the tutors by marking an assign-
ment sheet. Tutors picked up their assignment sheets and materials and con-
ducted the sessions with the tuteec. Tutors then recorded the extent to which
the tutee had completed the assigmment. Cumulative graphs were made to chart
progress, and the resource teacher met regularly with tutore to praise and

encourage them and, in particular, to urge tutors to praise and encourage
tutees.
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No data were presented, but the responses of teachers once the program was
working were described as highly positive with regard to tutor and tutee self-
concepts., Significantly greater gains in reading skills among tutors and

tutees were mentioned but not documented.

One can imagine the problems at first. Unprepared, low-achieving seventh
graders were sent to work with Tow-achieving first grade students. They were
given vague assignments and ignored while the teacher continued to work with
the rest of the class, the students not having difficulties. The project would
have been a disaster had not the intervention of the reading specialist and

consultant resulted in the provision of systematic procedures to provide tutors
an adequate amount of support.

A Tutor Support System

The kinds of support that tutors need can be summarized as components of a
Tutor Support System. With such a system in operation, a project should be
extremely effective. The components are described below and surmarized for
ready reference in Fiqure 8. It must be recognized, however, that teachers
provide the support system for tutors, and they in turn need time and resources

if they are to implement an effective tutoring program. The needs of teachers
are discussed in Chapter V.

The TUTOR SUPPORT SYSTEM provides tutors with:

(1) Instruction in what to teach. This involves as a minimum a clear, compre-

hended communication of the objectives of the instruction that the tutor will
be giving to the tutee. The ohjectives might best be communicated by providing
samples of tests that will be used to assess tutee progress. If the tutor
cannot himself, or herself, achieve the objectives, then content instruction
will be needed {e.g., having specified that tutors are to teach tutees how to
add certain kinds of fractions, the tutors themselves may need to learn how

to add fractions). Some tutors might learn the content in "pre-service"
lessons, before commencing tutoring; others may learn only some of the content
in pre-service and then regularly seek help during tutoring as they exhaust
their skills. This "in-service” help must be available.
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(2) Instruction in how to teach. This method-instruction can be part of the
instruction in content: by providing a good model when expiaining the work,

the teacher shows how the tutor can explain the work. However, the instruc-
tion in how to teach must also include ideas for concrete procedures specially
applicable to the younger students and for means of motivating the younger
students. The development of instructional materials and the collection of
resources for use during tutoring will be part of this method-instruction.
Opportunities to practice teaching methods can be provided by role-playing.

(3) Resources and materials. Locally-developed or Jocally-adapted materials,
directly related to the curriculum units that tutors teach, are prepared by
teachers and/or tutors. In addition to instructional materials, materials to
aid in the management of tutoring are also developed

(4) Time and space to tutor. The time provided should not deprive the tutor
or tutee of a highly valued activity. The room in which tutoring takes place
should contain a booth or carrell for each tutor-tutee pair, so they can work
undistracted by others.

(5) Support during tutoring. Support is provided by constant supervision of
the tutoring. This supervision should be the responsibility of a teacher who
knows the content and methods that the tutors are working on. This support

can be provided by the sending teacher or receiving teacher or by a resource
teacher or tutoring coordinator.

(6) Reqular feedback. Tutors need to know if they are fulfilling their
responsibilities towards their tutees. In addition to learning how they them-
selves can- assess tutee progress, an independent assessment of tutee progress
by the supervising teacher(s) will be important for several reasons. First,
it provides tutors with an assessment of their effectiveness (one that must

take into account the progress that could reasonably be expected from each
individual tutee). Secondly, it provides teachers with a check on the
instruction tutors provide, to ensure its accuracy and effectiveness. Thirdly,
the very act of assessment by the supervising teacher indicates to the tutor
the importance attached to the tutoring task and its outcomes. In addition
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to providing feedback regarding tutee progress, the supervising teacher could
regularliy comment, formally or informally, on such important facets of tutoring

hehavior as attendance, punctuality, relationship with tutee, effort, concern,
etc,

(7) Reinforcement. Tutoring has its own intrinsic rewards for many students,
and with support and feedback these may be sufficient. In some cases addi-
tional recognition, praise, or even money can be desirable.
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(2)

(3)

(4)

(5)

(7)

INSTRUCTION IN
WHAT TO TEACH

INSTRUCTION IN
HOW TO TEACH

RESOURCES AND
MATERIALS

TIME AND SPACE

TO TUTOR

SUPPORT DURING

TUTORING

REGULAR FEEDBACK

REINFORCEMENT

Figure 8.

- samples of the kinds of tests that will be used

to assess tutee progress

* help from the teacher or other tutors in any

areas of instruction in which tutor is weak

demonstrations of effective tutoring procedures

* opportunities to practice tutoring before meeting

the tutee (e.g., by role playing among tutors)

- demonstration of use of resources and materials

- for instruction {e.g., manipulative materials,

books)

- for management (e.g., attendance charts, assess-

ment records)

- time in the regular school day
* space that is free of distraction such as that

provided by a special room with carrells

* a supervisor who can assist in managing the

tutees

* a supervisor who can help tutors with the content

to be taught

- regarding tutee progress as assessed by teachers
* regarding tutors' effectiveness in discharging

their responsibilities

- recognition, praise, privileges may be extended

to tutors

Components of a TUTOR SUPPORT SYSTEM
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Summary for Chapter IV: A checklist for defensive planning

There is a workable plan for keeping everybody well informed of the tutoring
schedule-~sending and receiving teachers, tutors, tutees, administrators,
school guards, bus drivers, parents, aides, volunteers, etc.

There is—an-effective procedure for reporting individual absences by tutors,
tutees, teachers, parent aides, volunteers, etc.

‘There is an effective plan for adjusting procedures to accommodate absences.

The task that tutors will undertake is known ahead of time, and tutors have
time scheduled for preparing the task, and they can obtain help preparing
the task.

The task that tutors will undertake is not known ahead of time, but tutors
are competent for all the tasks to which they might be assigned.

Space available for tutoring is free of distractions.

The tutoring task has variety for students who need variety.

There are breaks from tutoring.

Activities are regularly planned to recognize the efforts of tutors.

After an initial trial of the tutoring role, tutors can resign if tutoring
does not suit them (but evaluation data is collected before resignations

as well as after resignations).

Supervisory teachers keep records of tutee progress and discuss these
regularly with tutors.

Graphs and charts that make tutee progress clearly visible are employed
whenever possible.

Receiving teachers in Teacher Aide or Tutorial Service projects provide
clear instructions regarding tutor tasks.

In Teacher Aide or Tutorial Service projects, a check is made regularly
regarding how comfortable the receiving teachers feel with the tutors.
Problems are dealt with promptly.

The tutoring project receives clear support from teachers and administrators.
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CHAPTER V. TUTORING PROJECTS AND TEACHERS

Tutoring is an innovation, involving a new method of teaching. In general,
the adoption of an innovation is not a matter of demonstrating that the inno-
vation works or is desirable, but rather it is a process of adjusting the
costs and benefits for all those groups and individuals whose support is
needed to implement the innovation. That is to say, adoption of an innova-
tion is a complex political process rather than a simple rational process.

It is commonplace in education to assume that the school is a coor-

dinated, integrated, problem-solving mechanism that, confronted with

an innovation, assesses its merits and, if it proves worthwhile,
incorporates it. Such is not the case (House, 1974, p. 40).

No projects can succeed if teachers are not in favor of them. Too often
teachers are asked "from above" to implement projects that they have had no
part in developing. This can be disastrous.
The teacher does not usually initiate an innovation, but he almost
always decides whether he will implement it or, more precisely, the
degree to which he will use it. The teacher's power in educational

innovation is that he can veto for himself. He is the ultimate con-
sumer (House, 1974, p. 67).

Furthermore, even if a project is implemented, it will not be continued if the
demands it places on staff time and energy are unreasonable. Good results
alone will not ensure the maintenance of a high-effort program.

With these considerations in mind 7t is recommerded that teachers whose &tu-
dents will be in tutoring projects ehould

(1) e involved in plamming projects,

(2) have an opportunity prior to the project to themselves do some
tutoring,

(3) have professional opportunities associated with the tutoring
project, especially in the first few years, and

(8) have release time throughout the duration of the project to
enable them to plan and coordinate the tutoring and to partici-
pate in the on-going evaluation of the project.
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The planning of projects can best be accomplished during paid summer work or
release time at the beginning of the scheol year. Experience in tutoring
could be cbtained during summer school if the district runs a summer school.
The kinds of professional activities that will assist teachers in creating
highly effective projects and enhance their motivation and dedication might
include:

- yisits to other schools with tutoring projects

. attendance at conferences at which there is 1o be discussions of
tutoring projects

support for preparing articles for publication describing the
tutoring project and its results

* support for presenting papers on tutoring at conferences

+ control of a budget for such items as materials or the purchase of
workshops or consultant assistance

- the chance to earn in-service credits or college credits for imple-
menting or evaluating tutoring projects

Are such recommendations unrealistic? Consider the costs associated with some
other innovations such as computer assisted instruction or the estahlishment
of an elaborately equipped resource center. Then consider the likely effec-
tiveness of these innovations as compared to that of a tutoring project run

by highly dedicated, interested, trained teachers, and you may well agree

that the time has come to stop running tutoring projects on a shoe-string and
give them a‘thorough trial, backed by resources.

The actual costs associated with tutoring are low; it is for the professional
development of the tutoring staf] that Ffunds need to be expended. The Commission
on the Reform of Secondary Education in California (the RISE Commission) strongly
recommended that teachers receive college credits for innovation in their own
classrooms. Ebersole has promoted widespread use of upper-grade to lower-grade
tutoring in elementary schools partly by means of a credit course offered nation-
wide through LaVerne College, LaVerne, California. Teachers in this course
enroll in cluster groups consisting of pairs of teachers whose students will
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tutor each other. The teachers receive filmstrip and audiotape orientations,
worksheets, record sheets, and they hold requiar meetings. Credit is hased on
verified implementation of meticulously developed tutoring procedures that are
applicable to any reading materials.

Wwhatever methods are used, every effort should be made to provide teachers with
release time and professional opportunities so that they can plan and implement
effective projects. Tutoring as a method of instruction is too promising to
receive less than a full-scale test.
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CHAPTER VI, EVALUATING TUTORING PROJECTS

In this chapter, evaluation is described step-by-step, and at each step common
problems—that have been noted in evaluations of tutoring projects -are. described.
The steps are as follows:

Step 1. Establish the purpose of the evaluation
Step 2. Clarify goals of the tutoring project
Step 3. Develop outcome measures

Step 4. Set up an evaluation design

Step 5. Set up a project-documentation process
Step 6. Implement the evaluation

Step 7. Analyze results

Step 8. Report results to various audiences

Step 1. Establish the purpose of the evaluation

ihn cares about the evaluation--cnd what do they care aboutr?

Sometimes it requires considerable probing to find out why an evaluation is to
be conducted and what is to be done with the results. These are important
questions to consider, however, as the answers can determine the kind of eval-
uation activities that are needed.

Who cares?

Sponsors and audiences. To establish the purpose of the evaluation, probe into
the past and into the future. Determine who has decided upon an

evaluation and for what reasons. If evaluation is required simply because an
external funding agency requires it, then the rules, regulations and concerns




of that agency must be primary determiners of at least the minimum kind of
evaluation that will be conducted. Thejr forms and tests, if any, must be
incorporated, for example. If the school board, parents or school personne]
want the evaluation, then their concerns must be discovered and planned for.
The persons who call for--and sometimes pay for--an evaluation can be called
the sponsors.

Probe also into the future. Who will receive the results of the evaluation?
Who will use the results? These persons can be called the evaluation audience.
An important distinction must be made between an in-house audience--local
teachers and parents, for example--as opposed to a wider audience beyond the
school district. Another important distinction must be made between technical
or policy making audiences and practitioners. Practitioners are more Tikely
to be interested in practical details whereas policy makers can be expected to
be interested in well-measured outcomes.

What do they care about?

Evaluation questions. There are two major evaluation questions: (1) How can
the project be improved? This calls for formative evaluation. (2) How effec-
tive is the project in reaching its goals? This calls for summative evaluation.

If the sponsors or audience want to make changes in the project in order to
improve it, then they need formative evaluation--a close examination of the
Processes used in the project and testing of alternatives to <olve problems,
This will be the case if the tutoring project is new--so that it s too early
to judge it--or if there is no thought of discontinuing the project. If, on
the other hand, sponsors and/or audiences want to decide whether or not to
continue the project, they need a summative evaluation that proves how effec-
tive or ineffective a project is--which immediately raises the question,
“effective or ineffective in comparison with what?"

Be sure to find out what the project's "critical competitor"* is. If there
was no project, what would the students be doing during the time they spend in
the project? How else might the project's goals be approached? What other
project could be set up with the resources devoted to the tutoring project?

*Michael Scriven's term. Scriven is a noted philosopher who has become in-
volved in educational evaluation and is now one of the most quoted evaluation
theorists,
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A common mistake is to design an evaluation to show that students learn from
tutoring. For example, tutees take reading achievement pretests and posttests.
But students learn more, become more competent, the older they get, so that
pretests and posttests cannot be used to establish that the tutoring causes
the reading gains. Furthermore, even if we assume that tutoring causes the
gains, the important question that remains is, "Could tutees have learned more
with some other kind of feasible project?”

Take the situation of tutors as another example. Are tutors losing valuable
class time by tutoring? Suppose there is a Learning-by-Tutoring project in
which an entire math class tutors. One purpose of the evaluation might be to
check that tutors were not wasting time teaching others when they should be
learning. The evaluation would have to be designed to show how the learning
of tutors compares with what they would have learned by remaining in the
regular classroom. One of the most common errors in evaluation is to fail

to contrast the project with a critical competitor.

Summary. Delve into the past and probe the future in order to find out who
cares and what they care about. The concerns of sponsors and audiences and
the way they plan to use evaluation results will have a strong influence on
evaluation plans. For summative evaluation, know the critical competitor,
i.e., feasible alternatives to the tutoring project.

Step 2. Clarify goals of the tutoring project

~

What 18 the profoot Surpo8ed To aoeorpLisd.

The major problem in defining the goals of tutoring projects is that they seem
to benefit so many groups--teachers, tutors, tutees, for example--in SO many
ways that the goals of the project may appear very numerous. Goals or bene-
fits that have been claimed for tutoring projects were listed at the beginning
of Chapter I.
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The evaluator's problem is that he/she is unlikely to have the time and re-
sources to measure all goals adequately. A good strategy is to talk to project
personnel, evaluation sponsors, and audiences about goals for the project and
list all the goals mentioned. Then select a few goals to measure thoroughly

by direct measurement (e.g., achievement by achievement tests, student satis-
-faction by questionnaires and measures of student choices) and other goals to
measure less thoroughly by a questionnaire collecting opinions (e.g., opinions
regarding discipline, better relationships between students, improved work
habits).

An important distinction to make is between goals that are planned for and
benefits that are expected to occur. This isn't always an area on which it is
easy to obtain agreement. In a Teacher Aide project, for example, is the
project run to assist teachers or benefit the students who act as aides? If
an aide is dropped the instant he or she presents problems, then it appears
the project aims primarily to help teachers and should be evaluated on the
basis of the amount of help it renders to teachers. (Aides may learn a lesson
about keeping jobs, and if this was intended, it too could be evaluated. )}

In Tutorial Service projects the focus will be on tutee learning. Even if it
is hoped that tutors learn too, if the project is designed to promote tutee
learning--by selecting content on the basis of tutee needs--then tutor learning
is a secondary goal if it is a goal at all.

A common mistake is to adopt global, diffuse goals rather than specific goals
closely tied to project activities. For example, to Took for a general improve-
ment in grades rather than growth in knowledge of the content covered in
tutoring is over-optimistic and likely to lead to "no significant differences."
Choose immediate goals first, i.e., measure the irmediate impact of the project
on the student rather than long-term effects, If the evaluation shows that an
immediate impact occurs, then a search for broader impact might begin.



Step 3. Develop putcome measures

How can the achievement of project goals be aesessed?

There are_many ways to gather information about the results of a project, i.e.,
to measure outcomes. Tests may be Tocaiiy developed or pufthaSed:_“Interviews
and observations may be used. They take up considerabie time but can be
invaluable. Questionnaires, polls or surveys can gather information from
numerous respondents.

Once the goals are specified, the evaluator has to develop “instruments"--such
as tests, interview schedules, observation plans--to determine the extent to
which goals are achieved. Resources that provide guidance for such activities
are listed in Appendix B. These may be helpful in technical aspects of devel-
oping outcome measures but bear in mind, too, the credibility of the measures

to evaluation sponsors, project personnel and evaluation audiences. If possible
make the measures available for inspection by these groups before they are
administered.

Although the measurement of such non-cognitive outcomes as attitudes, behavior,
and social learning may appear to be far more difficult than measuring achieve-
ment, the latter task is not simple.

A major problem has been over-reliance on, and misuse of, standardized achieve-
ment tests.* There is controversy regarding the value of such tests for the
purpose of assessing the effectiveness of instruction--as opposed to their
appropriate use in ranking students by current performance. It has been
strongly argued that standardized "achievement" tests could be more accurately
described as "ability" tests. They are constructed by very much the same
procedures as ability tests and generally correlate as highly with ability

tests as ability tests do with each other. Even following an excellent instruc-
tional program, it is arqued, the rank of the students on the test's scale is

*Perhaps more accurately called “norm-referenced" achievement tests; these are
published tests that provide interpretations of scores in terms of percentiles
and grade equivalents.
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unlikely to show any significant change. This would be particularly true for
short projects of less than a year's duration.

Whether or not standardized tests are sensitive to instructional quality is
still an open question, but there js general recognition now that grade equiva-
‘tent-scores have been widely misused. For example, in an ‘Annuat—£valuation
Report on Programs Administered by the U.S. Office of Education, USOE personnel
reported problems in current standardized test procedures as follows:

Many test manufacturers obtain their "norm" data {namely, data on how a
nationally representative sample of students perform on the test) during the
middle of the academic year, about February. For many purposes including
program evaluation, however, norms are desired so that one can gauge their
students' standing relative to other students at the beginning and at the
end of the school year. To fulfill this need the manufacturers usually
create "synthetic" norms by drawing a smoothed curve through the average or
median scores for consecutive grade levels. This curve is then assumed to
represent the growth throughout the academic year for a typical or average
student. However, students do not grow according to this kind of curve.
They may forget a great deal over the summer and may learn more during some
periods of the year than others, Consequently, this smoothing procedure
introduces systematic artifacts which can produce some of the following
results depending upon the grade level involved: {(a) project students can
show better than month for month gains yet never catch up with their more
advantaged peers; (b) project students are virtually precluded from showing
month for month gains or better since the typical or average student only
gains two-thirds of a month per month. In addition, some test publishers
break the nine month academic year up into three equal segments with all of
the growth occurring between segments. For example, starting with September
Ist as the beginning of the school year, three months of growth would occur
between November 30th and December 1st and another three months of growth
would occur between February 28 and March Ist. As a result of these kinds
of synthetic norms, a program that administers its pre-test late in the Fall
and then post-tests early in the Spring will show more month per month
growth than a program that tests early in the Fall and late in the Spring,
even though the latter program might be considerably more effective than
the former. Finally, the use of grade equivalent scores, rather than stan-
dard scores or percentiles, was shown to systematically distort the amount
of growth even when real norms were available for the time period under
consideration. As a result projects can be judged effective and worthy of
dissemination when they aren't and project participants can be judged as
catching up with their more privileged counterparts when they aren't, Or
alternatively, on occasion effective projects can be rejected as being
ineffective {pp. 73-74).



The following recommendations are made regarding the use of standardized

tests:

(M

(3)

Do not plan to judge "growth® on the basis of the standardized test uniess
you can administer the test at the same times of year (for pretest and
posttest) that were used for the “norm" population. Scores in between

“these administration times are interpolations and may be distorted upwards

or downwards.

Work with standarc scores--not percentiles or grade equivalents--for
aggregating data, computing means, etc.

Do not rely exclusively on a ctandardized test. Measure also the students’
achievement on the content that was directly taught in the tutoring project
with a test developed especially for that purpose.

For example, Snapp, Oakland and Williams (1972) evaluated an upper grade 10
lower grade reading project using both a “Word Recognition Test" developeu
especially from materials used during tutoring and also a standardized test
(the Metropolitan Achievement Test: MAT). After 8 weeks, tutees showed
significant gains over the control group on the Word Recognition Test but
not on the MAT. Tutors, tested only on the MAT, showed no significant
gains over controls. Had the Word Recognition Test not been used, the
tutoring would have been seen as without positive results. The question
would then have been, Did tutors and tutees learn nothing? or Did what they
learn simply not show up on the test? Since the Word Recognition Test,
based on the project materials, did show positive results, the latter
1nterprefation could be chosen for tutees--they did learn from the tutoring,
but the standardized achievement test was not sensitive to the amount oOr
kind of learning that occurred.
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Step 4. Set up an evaluation design

Who will be measured and when?

The evaluation must be designed to answer the questions of concern to sponsors
and audiences, including project personnel (see Step 1). We shall consider

here summative evaluations in which the concern is to evaluate the effective-
ness of the project.

The rmost glaring deficiency in rost evaluations is the lack of measurements
made on an appropriate comparison group. If at all possible, some students
should be randomly assigned to a tutoring project and others to a feasible
alternative project with the same goals. Then a comparison of results at the
end of the project can answer the question as to whether the tutoring is better
than its feasible alternative, its “critical competitor."

For example:

* Randomly as5s5ign some tutees to receive remedial instruction in reading with
a resource teacher and others to receive tutoring in reading. (Make sure
tutors and resource teachers teach the same kind of content, and then measure
that specific content as well as measuring general reading achievement.)
This will answer the question as to what is more effective--instruction from
a resource teacher or being tutored.

" Randomly assign some students to a math class that involves regqular tutoring
to promote learning, and other students to a math class taught by the same
teacher but that does not involve tutoring. Results will provide strong evidence
as to whether, for this kind of student, a class that requires tutoring is
more effective than a class that does not require tutoring.

There is a myth abroad that random assignment cannot be employed in real school
programs. If its importance is recognized, we suspect, a way can be found to
employ random assignment. Consequently, i7 the evaluation of the tutoring
rroiect 1s important, find a way to employ random assignment of students to
zusering and to an alternative--and measure both the students in tutoring and

irn ihe aloernative.

The following strategies may be helpful in establishing randomly assigned con-
trol groups:
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Delayed tutoring for some students. For example, perhaps 60 students are going
to be involved in a tutoring project as a tutor or tutee. Announce that about
half the students must wait six weeks before starting on the project. Randomly

select half the students to begin the tutoring immediately. Measure all students
at the end of six weeks. Results from the random group that did not take part

in the tutoring indicate how those who did would have achieved without tutoring.
Contrast this with the results of those who did take part in the tutoring.

This strategy depends upon (1) the random assignment of students for whom
tutoring is detayed, and (2) the possibility of delaying tutoring for a period
of time long enough for tutoring to have shown some effects. Interpretation
is limited to the effectiveness of tutoring during the time period observed.

A “"scarce resources" situation. If there js more demand for tutoring than can

be accommodated at one time, randomly assign students who can or cannot be in

the project. Then measure On important outcomes those in the project and those
who could not be accommodated.

Working with the borderiine group when a project is designed for those most
in need. (Details of this method are provided in Fitz-Gibbon and Morris,
1978, How To Design a Program Evaluation.) Suppose a tutoring project is
run for those most in need. These students are identified in some way but
always, around the cut-off score, there is a group of students who are

“borderline." Test error, or lack of agreement among teachers, means that
among some students it is difficult to decide which ones should be included,
which excluded. List all the students in a "borderline" group and randomly
assign some of them to tutoring, others to some other feasible alternative
(or to no particuiar project}. Measure borderline students who did get
tutoring and those who didn't.

The comparison answers an important question as to how effective tutoring is
for borderline students. If it is very effective, this implies tutoring should
be expanded to include more such students. If it is not effective, an evalua-
tion must be made of the effectiveness of tutoring for the most-in-need, non-
borderline students. (Regression discontinuity analysis or special regression
analysis can be employed. See USOE, 1975.)
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The mid-year switch. If a tutoring project lasts a semester (half a year),
identify at the beginning of the year all the students who will be in the
tutoring project either for the first or second semester. If possible, assign
students randomiy to first or second semester tutoring. If random assignment
is not possible, even for a sub-group, at least measure all the students at
the beginning of the year, in the middle of the year when half have been in

the tutoring project, and then again measure all students at the end of the
year.

Delayed summative evaluation. A valuable strategy if you can obtain agreement

to it, is to delay summative evaluation. Spend, say, a year conducting forma-

tive evaluation and during this time lay the groundwork for summative evalua-

tion. Obtaining a feasible plan for randomly constituted tutoring and control
groups is the most crucial aspect of this groundwork. The year of formative

evaluation also permits careful development, tryout and revision of outcome
measures.

The control group's program

The group that is randomly assigned not to get tutoring is the "control group."”
It was urged above that the control group should receive a feasible alterna-
tive, a critical competitor. 1f so, this provides an answer 10 whether tutoring
i better than the alternative. The control group can be called a "competing-
treatment' contrel group.

1f the control group receives no particular program, then it constitutes a
"haceline" or "no-treatment" control group. Such a control group is still
exceedingly valuable. If gains look poor, they might have been worse without
the project--a control group wil]l show if this was the case. A frequent
cituation is that gains look about normal. Was the project effective or not?
With a control group, even a small increase in effectiveness can often be
detected. (Many persons have argued that small, steady increases in effective-
ness are both the most likely and most credible kind of gains; large jumps are
suspicious and probably will not be maintained.) The important point is that
now have a bertter cnance ¢f detecting and demonstrating project effects with

a eontrol sroun than without.
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If a control group cannot be randomly constituted, find a group as similar as
possible to the tutoring group and measure both groups. Make measurements

both before and after the tutoring project. {When not formed by random assign-
ment, a "control group" is often called a “comparison" group or a “non-
equivalent*—control group.)

Long term effects

If possible, it is highly desirable to examine long term effects of a program.
Plan to obtain at least one retention test as well as an immediate posttest.
This involves keeping track of both the tutored students and comparison or
control group students for some months after the project, then re-measuring
them on project goals.,

Step 5. Set up a project-documentation process
What actually happens in the project?

A project is not going to have a measurable effect on students who don't spend
much time in it. If students are absent or if the project never takes place,
not much can be expected. For example, it might be best to drop from the
analysis students who have been absent more than 50 percent of the time. To
do this, an easily accessible record must be kept on participation in tutoring
and control groups. As an example, one tutoring group might meet last period
in the school day. If shortened days and assemblies cause this period to be
constantly cancelled, account will need to be taken of the situation in inter-
preting the results.

In summary, records must be kept of who participated, and how much, in the
tutoring project and in its alternative.

Often project documentation is also needed to describe the project so that it
can be replicated. A common errcr in evaluations ig a lack of evidence
regarding the project's implementation and lack of consideration of time as

a factor in achievement.
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i
Step 6. Implement the evaluation design

First pretest, make sure the project takes place and is documented, and then
posttest. If possible, give a retention test.

A common problem is poor procedures for obtaining measurements. The tutoring
group and comparison groups should be tested together 1f at all possthble.
Obtain use of a cafeteria or auditorium, enlist the assistance of the principal
a vice principal or counselor in monitoring the testing. Establish a serious,
no-nonsense testing atmosphere. Give clear instructions and allow exactly the
time allotted for the test. If a published test is used, follow administra-
tion instructions carefully. Be sure that students' correct names are on the
papers, clear, legible in full and with the tast name underlined or distin-
guished by capitals.

s

In administering questionnaires, it is frequently desirable to put the questions
on tape and pass out only answer sheets. Students 1isten to the questions,
then receive time to respond on the answer sheet before the next question is

ptayed on the tape. Advantages of this method are the following:

" Students who cannot read can answer the questionnaire.

* The administration is standardized. This allows students to be tested in
small groups. A1l hear the questions read in exactly the same way.

© All student$s work through the questionnaire together. This avoids the
problem of students who finish early wanting to discuss the questionnaire.
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Step 7. Analyze results
What do the data reveal?

Analyze results to answer the questions the evaluation was designed to answer.
In addition, you may wish to explore the data to see if there are interesting
or important relationships. For example, is it the students whom teachers find
most difficult in regular classes who are the most keen to continue tutoring?
If so, this has implications for future planning of tutoring projects. Which
tutors were the most effective teachers? Knowing this might enable some
examination to be made of their methods--to help in the training of future
tutors.,

Step 8. Report results to various audiences

An appropriate table of contents for a full report is shown in Figure 9.
Circulation of such reports between schools which are running tutoring projects
can help to disseminate effective practices. Announcements of such reports

or summaries should be sent to journals that are read by teachers and educa-
tional researchers. In addition, entire reports can be submitted to the
Educational Resources Information Center consisting of a central location at
the National Institute of Education, Washington D.C. 20208 and 16 clearing-
houses, each of which focuses on a specific field of education. Through ERIC,
the reports become available at libraries across the country and are dissemi-
nated through the ERIC Document Reproduction Service.

As more schools try various kinds of tutoring projects, we shall see if Herbert
Thelen's perception still holds true:
. . . the educators (almost to a man} feel that tutoring works. 1 can

think of no other innovation which has been so consistently perceived
as successful (Thelen, 1969, p. 230}.
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1. SUMMARY

T1. BACKGROUND THFORMATTON COHCERNING THE PROCRAM
A. Origin of the program
B. Goals of the program
C. Characteristics of the program (materials and activities)
D. Students involved in the program
E. Faculty and others involved in the program

I11. DESCRIPTION OF THE EVALUATION STUDY
A, Purposes of the evaluation
BR. Evaluation design(s)
€. Outcome measures

1. Instruments used
2. Data collection procedures

D, Documentation measures

1. Instruments used
2. Data coliection procedures

jv. RESULTS
A. Results of documentation measuremanis
g. HKesults of putrome moasupoipents

C. Informal results

V. DISCUSSION OF RESULTS
A. How good were the results of the program?
8. How certain is it that the program ceused the results?

V1. COSTS AND BENEFITS
A. Costs associated with the progrem

1. Dollar costs
2. Hon-dollar costs

8. Benefits associated with the program

1. Dollar benefits
2. Hon-dollar benefits

viI. CDNCLUSIONS AND RECOMMERDATIONS
A. Conclusions
B. Recommendalions regarding the progran

C. Recommendations concerning subsequent cvaluation of the prograft

Figure 9. Table of Contents for a full evaluation report
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APPENDIX A

Planning Summary Sheet
(prepare one for each project)

Title of Project:

(List names and phone numbers of those involved)
Schools:

Teachers:

Administrators:

Parents:

Community Volunteers:

District Personnel:

Sources and amounts of project funds:

Constraints:

Kind of project:

[} Teacher Aide

[1 Tutorial Service

1 Learning-by-Tutoring
[] Other:

subject: [ Jreading [ Jmath  [_]other:

Project characteristics: (check one box for each item)
1. [jcross-school  or  [_1within-school
2 [:]during regular school year or [:]summer session
3. [ ] programmed materials

[} purchased, structured materials

[11ocally made materials

[ ] other:
4a. Tutors' grade levels (circle): lK\]‘2\3\4‘5[6‘7l8|9]10'11’12
B! !

4h. Wumber of tutors expected at
each grade level:

co]]egeiadu]t
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4. Expected percentage of tutors who will participate because they are:

volunteers %
encouraged %
assigned %

ba. Will tutors be
[ ] predominantly low achieving?
[:]predominant1y average in achievement?
[ ] predominantly high achieving?
[ 1 representative of all achievement Tevels?
5b. Will factors other than achievement influence tutor selection?
Llyes [jno
If yes, which factors? (Check all that apply)
[ 1strong Teadership qualities or self-confidence
[ {weak leadership qualities or self-confidence
[ ] good attendance record
{ ] poor attendance record
[ ] recommended by teachers as good students
[ ] reported by teachers to be difficult students
6. For tutors: [ lpull-out or [} intact-class
7a. Tutees grade levels (circle): ‘K l]l 2‘ 3’ 4| SI Sl 7‘ 8| 9[ 10‘ ]1[ 12l
: _ :

7b. Number of tutees expected at
each grade level:

8. Expected percentage of tutees who will participate because they are:

volunteers %
encouraged %
assigned %

9a. Will tutees be
[] predominantly low achieving?
(] predominantly average in achievement?
"] predominantly high achieving?
[Jrepresentative of all achievement levels?
gb. Will factors other than achievement influence tutee selection?
[(Jyes [no
If yes, which factors? (check all that apply)
] personality characteristics
[1good attendance record
{ ] poor attendance record
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10.

i_] recommended by teachers as good students
{_] reported by teachers to be difficult students
For tutees: [jpull-out  or [ ]intact-class

The tutoring sessions:

1.

Time of day?

] before school
(] during schoo?
[ ] after school

1 evenings
[ ) weekends
12. Number of days per week? (circle) 1 2 3 4 5
13. Usual number of minutes per tutoring session? minutes
14, Tutor's task?
[:]Tutors encouraged to do academic work with tutee throughout tutoring
lesson
[:]Tutors encouraged to spend most of lesson on academic work but to
include some non-academic activities
[:]Tutors encouraged to spend only about half the lesson on academic work
[_] Tutors encouraged to spend less than half the lesson on academic work
[:]Tutors to decide for themselves how to spend the lesson time
The Tutor Support System
How will each of the following be provided for tutors?
15. Instruction in what to teach
16. Instruction in how to teach
17. Resources and materials as needed each day
18.  Transpbortation if needed
19.  Support during tutoring (who supervises?)
20. Regular feedback regarding effort and effectiveness
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21. Reinforcements (rewards)

[] course credit

[ ] payment: amount

[ ] grades

[ Iprivileges (describe:
[ special recognition (describe:
[:]opportunity for emplioyment as tutor

[ ]other

source of funds

Provisions for teachers

22. Attach a Task Assignment Sheet (see p. 30 for an example).

23. Indicate here when, each month, teachers are to accomplish these various

recurrent tasks:

Sending teacher

Receiving teacher

Joint planning

Individual planning

Assessment of tutors

Assessment of tutees

Supervision of sessions
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AFFENULA D

Resources for Evaluation

U.S. Department of HEW, Office of fducation (USOE). A practical guide 1o
measuring project impact on student achievement. Washington: u.sS.
Government Printing Office, 1975.

Prepared by Research Management Corporation for USOE, this 116-page
booklet lists 12 common mistakes, “hazards," in the evaluation of
educational programs. The reader is then guided in the selection of
an appropriate evaluation design and its jmplementation.

Fitz-Gibbon, C. T., & Morris, L. L. Program evaluation kit. Beverly Hills:
Sage Publications, 1978.

The Program fvaluation Kit contains eight books addressing topics most
on the minds of people confronting the task of evaluating an educational
program. The Evajuator's Handbook is the nucleus of the kit. It con-
tains step-by-step guides to help with planning and managing the evalua-
tion. The handbook refers the evaluator the the seven "How To" books
which contain detailed explanations and technical advice for making the
myriad decisions required during the course of an evaluation. The
topics covered include:

- How To Deal With Goals And Objectives
* How To Design A Program Evaluation

- How To Measure Program Implementation
* How To Measure Attitudes

* How To Measure Achievement

" How To Calculate Statistics

- How To Present An Evaluation Report
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APPENDIX ¢

Reading About Tutoring

The following CSE Reports on tutoring are available from the Center for the
Study of Evaluation, UCLA Graduate School of Education, 145 Moore Hall, Los
Angeles, California 90024.

A. The Learning-Tutoring Cycle: An Overview

An overview of tha entire project and recommendations for actions
which are designed to put the ideas of this study to the test--
to see if the Learning-Tutoring Cycle can indeed significantly
improve the educational attainment of disadvantaged students.

No. 122 Setting up and Evaluating Tutoring Projects*

A listing and explanation of decisions that must be made at each
school site when a tutoring project is started. Pros and cons for
each decision are presented for discussion. A step-by-step outline
of evaluation activities is included.

No. 118 A Survey of Tutoring Projects

A nationwide survey of tutoring projects and a description of site
visits to some existing tutoring projects.

No. 121 Tutoring: Some New Ideas

Description of a specific approach to tutoring in which the focus

is on the learning and motivation of the tutors. Included also are
ideas on expansion of tutoring to provide significant educational
alternatives, as in a School-Within-A-School project. The reactions
of teachers to the ideas are documented.

No. 117 An Examination of the Literature on Tutoring

A literature review that examines both laboratory studies and in-
school programs to identify important issues in tutoring.

No. 118 Tutoring and Social Psychology: A Theoretical Analysis

An examination of tutoring from the perspective of social psychology.
Presents operationalized hypotheses that researchers might test.

*This report you are presently reading
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These two highly recommended reports are available from the National Institute
of Education, 1200 - 19th Street, NW, Washington, D.C. 20208.

Klaus, D. J. Patterns of peer tutoring. Final Report. National Institute of
Education Project No. 4-0945, 1975.

This 109~page report describes several tutoring projects and examines
much of the existing literature on tutoring. In clear narrative style,
Klaus describes the history of tutoring and discusses “structured peer
tutoring" (materials-based projects) and flexible peer tutoring. The
tatter type is expected to produce more benefits for the tutors. Proce-
dures for setting up programs are discussed.

Bloom, S. Peer and cross-age tutoring in the schools

Building on a set of principles of learning, this 62-page book emphasizes
the use of tutoring as a means of providing individualized instruction to
supplement regular classroom instruction. The extensive experience of

the author as a reading teacher, supervisor and consultant makes this an
important and practical reference. Includes an annotated bibliography and
a tist of published tutoring manuals and programmed materials.

Additional reading:

Allen, V., & Feldman, R, S. Children as teachers: Theory and research on
tutoring. New York: Academic Press, 1976.

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

Newmark, G. This school belongs to you & me. New York: Hart Publishing Co.,
1576.
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