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Abstract

Currently, schools across the country are experiencing severe budget cuts.  With these cuts come the loss of general and special education teachers, teachers’ aides, and licensed teaching assistants. Peer tutoring provides a remedy for schools struggling with limited resources, larger class sizes, and fewer faculty members.  This review will focus on the effectiveness of peer tutoring as a method of instruction for adolescents.  Research shows that peer tutoring can be an effective method of instruction in any classroom, regardless of age or achievement level of students.  Peer tutoring, according to research, can substantially improve adolescent reading achievement.  Additionally, peer tutoring can reduce negative adolescent behavior and help students perform better on exams.  Three types of peer tutoring will be reviewed in ten studies this article: classwide (CWPT), reciprocal, and cross-age.  Positive results were found in each of the ten studies reviewed in which peer tutoring was implemented; however, some studies showed insignificant results in peer tutoring.  Suggestions for further research and implications for instruction are included after review of the studies.  

Introduction

Peer tutoring originally began because of school budget problems in England in the late eighteenth century and was used as a successful way to give impoverished boys an education (Goodland, 1989, p. 23).  In local schools, budgets are now being drastically reduced.  All age levels, from pre-kindergarten to high school, will be affected by these budget cuts.  The North Syracuse School District may be eliminating 144 positions in the 2010-2011 school year.  Of those eliminated, “72.3 are in instruction…15.5 are in special education, and 22.6 are support staff” (O’Toole, 2010).  In the Syracuse City School District, 243 positions are most likely being cut; eighty-eight of them are instructional staff (“Syracuse city school district could cut 243 positions,” 2010).  Homer, a very small school district, may have to cut forty faculty and staff positions in the upcoming year (Lindstrom, 2010).

Eliminated positions equal less assistance in the classroom, fewer general education teachers, and increased class sizes.  With less help and more students, teachers need effective methods of instruction that will benefit every learner in their classrooms.  Peer tutoring provides a free, flexible, successful method for teachers to engage students and increase test scores, reading achievement, attitudes, and behavior in all students.  

Teachers must be aware of the various methods available which best provide for each type of learner in each classroom.  Addressing multiple types of learners is a critical necessity.  According to Jane Cogie (1997), the “growth in diversity highlights how essential it is to train [teachers] to be responsive to the individual students in their classes (p. 76).  If teachers are not aware of the diversity of students and are not willing to test alternative strategies for teaching them, they are likely to submit to more traditional types of teaching methods such as top-down teaching and teacher-focused classrooms and activities (Cogie, 1997, p. 76).  Gartner and Riessman (1999) claim that peers are influenced by other peers far more “…than they are by parents, teachers, or other authority figures, ” so educators need to provide the opportunity for this influence to occur (p. 5).  Traditional methods of teaching need to be modified to meet the needs of all learners.

Peer-mediated instruction and intervention is defined as “an alternative classroom arrangement in which students take an instructional role with classmates or other students” (Hall & Stegila, 2001).  To elaborate on this definition, Greenwood states that peer-mediated instruction and intervention is “an instructional strategy developed to help teachers individualize instruction, while still providing students with ample opportunity to become actively engaged during instruction” (as cited in Utley, 2001, p. 2).  Peer-mediated instruction and intervention includes many methods; this article will focus only on peer tutoring in its various forms.  
Teachers of any subject can implement peer tutoring because of its tremendous flexibility with any age group and any number of students.  Peer tutoring is unique because each person involved in the tutoring benefits from it, whether through an increase in reading level, confidence, or improved behavior. Using this method of instruction helps all students, regardless of ability.  Peer tutoring has been thoroughly researched as an applicable method for tailoring instruction to students’ individual learning needs (McDonnell, Mathot-Buckner, Thorson, & Fister, 2001).  

Mathes, Grek, Howard, Babyak, and Allen (1999) agree that in order to increase students’ reading achievement, instructional time when students are entirely engaged needs to greatly increase.  Teachers must use instruction that meets the needs of each learner in an effort to better engage students (as cited in Davenport, Arnold, & Lassmann, 2004).  Much class time is wasted with students passively learning.  Unless students spend an extensive amount of time engaged in a task, they are not truly reaping the benefits of the lesson and/or activity.  Choosing a method of instruction that actively engages all students allows for more effective use of class time and diversity in instructional methods.  Such a method is peer tutoring because of its one-on-one feature, which lends itself to engagement of the participants.

McMaster, Fuchs, and Fuchs (2006) claim that while there are many instructional strategies that could assist teachers in accommodating all levels of learners, there is little opportunity and training for teachers to become comfortable using them.   Mastery of various instructional methods that are able to meet the needs of each student in a classroom takes much time; teachers do not have such time allotted for continued training once they are employed.  Most programs do not provide or require specific training on how to accommodate learners who have disabilities; teachers are simply expected to accommodate all learners under their instruction.  Another main reason teachers have trouble individualizing instruction is that class sizes are large and it is extremely difficult to cover such a wide range of abilities (McMaster et al., 2006).  Without proper resources, meeting the needs of all learners is improbable.  Peer tutoring offers a solution to these problems.

Benefits of Peer Tutoring

According to Utley (2001), peer-mediated instruction and intervention is a teaching strategy with four benefits: enhancing performance on tests (both standardized and curriculum-based), including students with IEPs in learning in the general education classroom, improving acceptance of students with different needs and relationships between all students, and improving student discipline.  The studies reviewed for this article showed similar results.  

Enhancing performance on tests, especially standardized state exams, is a rationale for using peer tutoring that would highly appeal to administrators in schools, for there is a direct correlation between state exam scores and federal and state funding for schools.  Improvement on curriculum-based tests, which administrators would also be pleased with, is a reason for teachers to implement peer tutoring in their classrooms.

Including students with IEPs in the general education classroom generates less need for special education and resource teachers.  This may not appear to be a benefit to a general educator, but again, administrators will be impressed with another way to increase funding by cutting positions and having general education teachers accommodate all learners.  

A benefit that is most obvious in combining all students is the acceptance of those students with IEPs.  Though it may be more difficult and taxing on the teacher to accommodate several types of learning styles and IEPs in one classroom, inclusion of special needs students allows for acceptance of students with disabilities by traditional classmates.  Inclusion classrooms break this divide and support the full acceptance of students who were once viewed as “different” by students of average or above learning levels.  

A most appealing benefit for teachers is an improvement in classroom behavior among students involved in peer tutoring.  Classroom management plays a large role in the productivity, engagement, and achievement of students.  Peer tutoring provides an opportunity to decrease poor behavior, which can increase productivity, engagement, and achievement.

Variations of Peer-Mediated Instruction and Interventions

There are several types of peer tutoring strategies that are currently being implemented in kindergarten through college classrooms across the country: cross-age, reciprocal, and classwide peer tutoring.  Peer tutoring is not confined to these three types, but this review will focus only on these formats of peer tutoring.  

As defined by Thorpe and Wood (2000), cross-age tutoring “is a form of cooperative learning in which an older student, often one who can benefit from additional reinforcement, is paired with a younger student who may or may not be in need of remediation” (p. 239).  For example, a group of eighth graders who have IEPs might be paired with a group of second graders who are average-level learners.  In many of the studies involving cross-age tutoring, both peers benefit from the intervention, not only one party.  In many cases, even if both students do not improve in a purely academic category such as reading achievement, they will improve their attitudes or behaviors within the classroom.  Cross-age tutoring is less commonly studied because it is difficult for two different age groups of students, often from different schools, to meet on a consistent basis.  This requires much planning on the parts of teachers, approval from administrators, and permission from parents.  Completing all of these steps and having to manage two groups of students and two teachers’ schedules can be near impossible, which is why cross-age tutoring has fewer studies completed on it.  

Reciprocal peer tutoring, another type of peer-mediated instruction and intervention is defined as tutoring “that enables both members of a peer tutoring pair to participate in the tutor role,” which also allows each student to be the tutee (Griffin & Griffin, 1997, p. 1). Both students take roles of tutor (teacher) and tutee (student); in this type of peer tutoring, it is common for a higher-level student to be paired with a low-level student of roughly the same age and/or grade level, and for the higher-level student to lead as the tutor.  This step allows the tutoring activity to be modeled for the low-level student and for that student to benefit from seeing the process and receiving the information before having to be in the position of tutor.  Modeling the instructor role for all students is important to the process, but modeling allows for low-level students to see the activity multiple times, both from the teacher and their partner, before having to take on the role of tutor.  Reciprocal peer tutoring is the most flexible strategy, because it allows for even one pair of students to work together at a specific time, whereas the other types of peer-mediated instruction, such as cross-age peer tutoring, are much more structured and require more cooperation, planning, and time than reciprocal peer tutoring does.

Classwide peer tutoring (CWPT) is one method of reciprocal peer tutoring, in which all students in the classroom are participating in peer tutoring at the same time (Menesses, 2008).  CWPT differs slightly from reciprocal peer tutoring in that the class splits into two groups and is then divided into pairs that work together in class to tutor one another, whereas in reciprocal peer tutoring, the entire class does not have to simultaneously be tutoring one another.  CWPT is less commonly implemented for the mere fact that it is necessary for the entire class to participate at the same time.  Reciprocal peer tutoring has similar benefits but requires fewer students to be involved.

Peer tutoring is not limited to cross-age, reciprocal, or classwide structures, but these are the forms that are examined within the studies reviewed in this article.  In each of these types of peer tutoring, the process of both the tutor and tutee roles are modeled for students by teachers.  Modeling formats change depending upon the desired outcome of the peer tutoring, Research has shown that both people participating in the tutoring benefit from the interaction.

Theory
Kenneth A. Bruffee wrote the landmark essay “Peer Tutoring and the ‘Conversation of Mankind’” which many studies refer to in their early research.  According to Bruffee, the basis of learning requires collaboration and conversation (p. 89, n.d.).  Bruffee writes, “…peer tutoring is important in education because it provides the kind of social context in which normal discourse occurs: a community of knowledgeable peers” (p. 93).  Teachers need to encourage and foster relationships between students in an attempt to achieve Bruffee’s goal.

Peer tutoring is related to the theories of two men: Vygotsky and Piaget.  Lev Vygotsky is a social cognitive theorist who suggests that collaborative learning is beneficial to the people involved. A Vygotskian belief is that instead of assessing students by means of standardized tests, we assess them by comparing what students are capable of individually with what they have the ability to do with the help of an individual who has previously mastered the concept at hand (Coffey, n.d.).  Skill is more important than age; thus, the tutor should be at a higher level than the tutee (Newcomb, n.d.).  Vygotsky affirms that students helping students, and social interaction in general, will provide growth for students.  Many of the studies I located were based on Vygotskian theory.  

Jean Piaget is another contributor to the theory of which peer tutoring is based.  Piaget also asserts that social interaction promotes cognitive growth in people (Newcomb, n.d.).  Children’s relationships with their peers are different from those with adults; peer relationships are cooperative and allow for potential cognitive change, while adult-child relationships are dominated by the adult and do not allow questioning, which diminishes understanding.  Hogan and Tudge, 1999, identify the main difference between Vygotskian and Piagetian theories: Piaget believes peers need to be equal in age while Vygotsky stresses the importance of having a tutor that is more competent than the tutee (as cited in Newcomb, n.d.). 

Purpose
The question that guided my research for this review is “žWhat evidence do quantitative and qualitative research studies provide about the effectiveness of peer tutoring as a method of instruction for adolescent students of all achievement levels?”  The purpose of this article is to review the literature available on various types of peer tutoring methods to be used as effective instructional methods for adolescent students of all learning levels.  Students need more engagement, as well as improved reading achievement, test-taking capabilities, and behavior.  This review will examine ten studies, ranging from 1990 to 2009, in order to determine what needs to be done to improve instructional methods to increase middle and high school students’ positive behavior and reading achievement/performance.  This article will offer implications for instruction and suggestions for future research on peer tutoring.  Forms of peer tutoring other than classwide, reciprocal, and cross-age will not be reviewed in this article, along with any studies produced for students younger than sixth grade and older than twelfth grade.  

Limitations of Review

Many of the studies on peer tutoring focus on younger students, primarily those in grades one through six.  Numerous studies are also published on peer tutoring at the college level, but the adolescent age group is lacking in peer tutoring studies.

Review Methods
For background information, I used the search engine Google and completed an advanced search using “.edu” for the domain and “peer tutoring,” “peer assisted instruction,” “peer-mediated instruction,” and “peer-mediated intervention” to find general information.  I also refined the search by using the following words and phrases: Vygotsky, Piaget, peer tutoring theory, reciprocal peer tutoring, cross-age peer tutoring, and classwide peer tutoring.  

To find empirical studies on this topic, I used the Education Research Complete, PsychINFO, SocINDEX with Full Text, ERIC, and ScienceDirect databases.  Within these databases, I searched for articles using the following words and phrases: peer tutoring, peer teaching, and adolescent.  When choosing studies, I used research that was published only between the years of 1990 and 2010.

Criteria for Inclusion
The criteria for the inclusion of empirical studies in this review were as follows:
1. Studies must have included middle and/or high school students in grades six through twelve. 

2. Studies must have been published within the years of 1990 and 2010.

Results

Each one of the ten studies reviewed in this article is located in Table 1 in Appendix A and is concisely described through the following categories: author/date, participants, purpose, methods, and results.  The studies in this article are reviewed by type of peer tutoring method (classwide, reciprocal, and cross-age).  Within these categories, studies are reviewed chronologically. The studies appear in Table 1 in chronological order.

Classwide Peer Tutoring
Bell, Young, Blair, and Nelson (1990) investigated the effects of classwide peer tutoring on the academic performance of high school students with severe behavioral disorders (p. 566).  The study included fifty-nine students: fifty-two students without disabilities and seven students with disabilities; of the seven students one through six were diagnosed with severe behavioral disorders, and one was learning disabled (Bell et al., 1990, p. 566).  Participants were separated into two groups by class periods: second hour group and third hour group.  Students were assessed using chapter tests that included true and false, multiple choice, and matching questions. Students peer tutored for twenty minutes, three times a week (Bell et al., 1990, p. 567). Students with disabilities had been scoring significantly lower on chapter tests than students without disabilites before classwide peer tutoring was put into effect, but this difference decreased when CWPT was in place.  After tutoring began, students with disabilities made large sustained gains in chapter test scores.  The second hour group had a larger improvement than the third hour group had, but both groups had significant gains in test scores (Bell et al., 1990, p. 568).  Based on their findings, Bell et al. could argue that CWPT has a significantly positive effect on high school students’ academic achievement.  One issue with the data presented for the groups is that students are broken into two groups, but the groups are not explained in detail; it is not even made clear who is tutoring whom within the groups.  Bell et al. need to explain class sizes and how many students with disabilities are in each section, as these factors may affect the results of the study. Additionally, the true and false, multiple choice, and matching questions do not allow for true measurement of understanding and typically require only regurgitation of material from students.  Perhaps a more authentic method of assessment could provide more accurate results.  Another flaw within this study is that the duration of the treatment is not given.  Readers need to know how long CWPT was in place in order to compare the results and success of this study with others similar to it. 
In a much larger study, Roswal et al. (1995), examined the effects of collaborative peer tutoring on the self-concept and school-based attitudes of urban seventh graders.  Collaborative peer tutoring is modeled after CWPT; the difference between the two is that in collaborative peer tutoring students work within very small groups instead of pairs (Roswal et al., 1995, p. 276).  Within the 281 participants, three to four percent of students spoke a language other than English as their primary language (Roswal et al., 1995, p. 276).  The peer tutoring intervention was in place for sixteen weeks.  The peer tutoring treatment group was Group 1, which was broken down into smaller groups of five students each.  These groups created four questions with answers related to content learned that day in class for English, math, science, and social studies (Roswal et al., 1995, p. 277).  In contrast, Group 2 used traditional classroom instructional methods but incorporated group learning activities, and Group 3 used traditional classroom methods with individual learning activities. Unlike the study done by Bell et al. (1990), demographics and sizes were given for these groups and are listed in Table 1 in Appendix A.  Two standardized tests were used to assess students: the Piers-Harris Self-Concept Scale, which was used to measure self-concept subjects, and the Demos D (Dropout) Scale, which was used to measure students’ tendency to drop out (Roswal et al., 1995, p. 277).  These tests were given as both pretests and posttests to all three groups.  Group 1 had a significant improvement in self-concept scores when compared with Groups 2 and 3; in self-concept, Group 1 scores increased nine percent, while Group 2 scores decreased three percent, and Group 3 increased only four and a half percent (Roswal et al., 1995, p. 278).  For dropout scores on the Demos D Scale, Group 1 scores decreased by ten percent, while Group 2 increased by six percent and Group 3 increased by one percent (Roswal et al., 1995, p. 279).  Roswal et al.’s findings suggest that peer tutoring had a positive effect on both self-concept and dropout tendency in middle school students.  Another measurement of the study was students’ attitudes toward school; Roswal et al. used attendance as an indicator of their attitudes.  The researchers claim that an increase in attendance during the intervention suggests an improvement in students’ attitudes toward school (Roswal et al., 1995, p. 276).  This claim cannot be determined from this assessment, as attendance does not necessarily depict students’ attitudes toward school; so many other factors affect attendance that this could not be the only assessment for students’ attitudes toward school increasing or decreasing.  The peer tutoring procedure is not clearly outlined in the study.  Additionally, speaking a language other than English in a study presented in English could impact the results of the study.  Also, none of the traditional instructional methods or the activities of Groups 2 and 3 are discussed or elaborated upon; this lack of information makes it difficult to determine why the results differ between Group 1, and Groups 2 and 3.   Researchers made a crucial error in this study: the participant number that the study claims to have is 282, but the numbers of group members only add up to 281 (Roswal et al., 1995, p. 276).  This error makes their reliability questionable, and their results difficult to consider accurate.

The purpose of the study completed by Chun and Winter (1999) was to examine the effects of CWPT under two conditions: with reinforcement (CWPT+R) and without reinforcement (CWPT-R) (p. 191).  Researchers were assessing spelling and intrinsic interest in this study.  Differing from the two previously reviewed studies, Chun and Winter conducted their research in a secondary school in Hong Kong where lessons were delivered to students in a combination of English and Cantonese (Chun & Winter, 1999, p. 192).  Students in this study were having difficulty spelling English words (Chun & Winter, 1999, p. 192). Pretests and posttests were used to accurately assess students’ spelling.  For the CWPT+R group, reinforcement includes teams used for project work, praise, points, and certificates of accomplishments, which were issued to students publicly (Chun & Winter, 1999, p. 193).  Students in the CWPT-R group still participated in CWPT; they simply did not receive the reinforcement that CWPT+R students did.  To assess intrinsic interest, students completed a questionnaire.  On pretests, the two groups averaged together spelled four percent of words correctly and improved to sixty-one percent correct on posttests (p.194). Assessed by group, the CWPT+R group improved sixty-eight percent and CWPT-R group improved forty-five percent.  While CWPT+R group improved more, both groups involved in CWPT had very significant improvements in spelling performance. When assessed for intrinsic interest, Chun and Winter found that students in the CWPT+R group had their intrinsic interest decrease slightly, yet there was no change at all in the intrinsic interest in students in the CWPT-R group; perhaps this decrease is because of all of the extrinsic motivators provided as reinforcement for the CWPT+R group.  Overall, students enjoyed CWPT, and they made substantial improvements in their academic performance.  Chun and Winter claim that their results show “…the potential usefulness of a few minutes of daily CWPT…as a vehicle for delivering instruction…” (Chun & Winter, 1999, p. 197).  Chun and Winter acknowledged some limitations of their study; they claim that the study was short-term, conducted on a small scale, and focused on only a few outcomes.  A potential flaw in this study is that intrinsic interest is difficult to assess, and a questionnaire may not be able to accurately assess this within students.  Additionally, researchers did not explain how groups were determined or the exact process of the CWPT.

The study conducted by McDonnell et al. (2001) focused on competitive behavior in six junior high students; three with disabilities, and three without disabilities.  Students were studied in several subject areas; CWPT was implemented in each subject.  In this study, behaviors defined as acceptable were considered to be those that were “made directly in response to academic tasks, commands or prompts,” and included “(a) writing, (b) manipulating objects that are relevant to the completion of an academic task such as a computer, (c) reading aloud, (d) reading silently, and (e) engaging in verbal behaviors related to the academic task such as talking with a peer about subject matter as part of a collaborative learning group” (McDonnell et al., 2001, p. 146).  Unacceptable or competing behaviors were classified as “those responses that are unacceptable because they are against commonly accepted social conventions, classroom rules, or teacher directions,” which included “(a) aggression toward others, (b) disrupting the academic task, (c) talking with peers or the teacher about subjects not directly related to the academic task, (d) looking around the classroom and not attending to the academic task, (e) noncompliance with teacher directions or commands, (f) self-stimulatory behavior, and (g) self-abuse” (p. 146). To assess students academically, weekly posttests of ten to twenty questions were given; posttests contained fill-in questions and story problems (McDonnell, 2001, p. 146).  Like Chun and Winter, McDonnell et. al. modified CWPT and used groups of three students instead of using pairs in order “to accommodate the differences in the communication and academic skills of students with disabilities and their peers” (2001, p. 149).  The three roles in the group were tutor, tutee, and observer (McDonnell, 2001, p. 149).  All three students with disabilities substantially increased their academic responding in classes and substantially decreased their competing behaviors (McDonnell et al., 2001, p. 153).  The same results were seen in students without disabilities.  As for posttest scores, the three students with disabilities all increased their weekly posttest scores (McDonnell et al., 2001, p. 155).  In the three students without disabilities, one student had large increases, one student remained the same, and one student had slight increases on weekly posttests (McDonnell, 2001, p. 155).  Like Bell et al. (1990), McDonnell et al. fail to provide demographics for the participants in their study.  While results of this study suggest that CWPT has a positive effect on improving negative behaviors in students, the small number of participants makes it difficult to generalize the results.

Calhoon (2005) investigated the effect of Peer Assisted Learning Strategies (PALS), on the teaching of phonological skills and reading comprehension for middle school students with reading disabilities.  PALS is an approach that is based on classwide peer tutoring.  The duration of peer tutoring intervention lasted 31 weeks (p. 428).  Pretests and posttests were given to measure “(a) Letter–Word Identification, which assesses reading decoding by having the student identify printed letters and words; (b)Word Attack, which assesses phonetic decoding by having the student read phonetically regular nonwords, (c) Reading Fluency, which assesses reading rate by having the student read printed statements rapidly and respond either true or false; and (d) Passage Comprehension, which assesses printed language comprehension by having students identify a missing keyword that makes sense in the context of a written passage” (Calhoon, 2005, p .426). In this study, a contrast treatment group used Saxon Phonics Intervention as a reading program, which incorporates no peer-mediated instruction or peer-mediated activities for students (Calhoon, 2005, p. 428).  While PALS does not incorporate peer tutoring in all of its activities, each PALS session begins with partner reading; both students read a passage, and then for two minutes one partner retells/explains what was just read.   This role then switches between partners, as not to provide the same student with the retelling responsibility after each reading (Calhoon, 2005, p. 427). On the pretest, there were no significant differences between the PALS and Saxon groups on word identification, word attack, passage comprehension, and reading fluency; however, significant differences were found between the two groups in posttest, but only in the first three subsets, not in reading fluency (Calhoon, 2005, p. 429).  Calhoon, unlike Bell et al., Roswell et al., and Chun and Winter, explains in detail the peer tutoring procedure implemented in her study.  One limitation of this study is its very small sample size.   Also, participants were not randomly assigned to the study.

Similar to Roswal et al.’s study, Baldwin Veerkamp, Kamps, and Cooper (2007) focus on urban students to examine the effects of CWPT on reading achievement and to assess the accessibility of the procedures.  Participants included seventy-one sixth grade middle school students who were paired for tutoring by their teacher based on equal ability.  During treatment, CWPT occurred for three forty-three-minute periods each week, and two times a week for fifteen minutes; on Mondays, Tuesdays, and Thursdays, students used CWPT for reading activities for the entire forty-three-minute class period, and on Tuesdays and Fridays, students peer tutored for 15 minutes and focused on vocabulary only (Baldwin Veerkamp et al., 2007, p. 29).  This instruction differed from typical instruction, which was described as the teacher choosing and assigning between ten and fifteen vocabulary words per week and having students write them in a notebook with dictionary definitions (Baldwin Veerkamp, 2007, pp. 28-29). During the intervention, the teacher introduced twelve to fifteen new vocabulary words each week on the overhead projector, and students read the words and definitions aloud as a group.  Students then used vocabulary flashcards for five to six minutes. Tutors held up the cards and the tutee was required to recite the definition.  If the tutee could not do this, the tutor would give the definition to the tutee, and the tutee would repeat it three times.  Tutoring pairs would then move on to the next word.  When the five to six minutes were finished, students switched tutor-tutee roles and repeated the tutoring exercise (Baldwin Veerkamp, 2007, p. 31).  Students had a thirty-seven percent increase in vocabulary test scores with implementation of CWPT.  The results of the study indicate that CWPT is effective in improving reading achievement and that it is an accessible method of instruction.  Perhaps students would have had a greater increase in vocabulary test scores if students had been paired according to Vygotskian theory in which a more competent student tutors a student of lesser ability.

Reciprocal Peer Tutoring
In Sutherland and Snyder’s study (2007), reciprocal peer tutoring in combination with self-graphing were used in an effort to curb students’ disruptions while having reading instruction (p. 104).  All four participants had emotional disturbances and one of four also had speech and language impairments.  Researchers hypothesized that students’ reading fluency would increase when they were using the intervention compared to when they were receiving “typical” classroom instruction.  Disruptive behavior was classified as “(a) calling out when the teacher’s expectation was for them to sit quietly raise a hand,[SIC] (b) getting out of their seats without permission, (c) throwing paper, and (d) tapping their pencils on the desk” (Sutherland & Snyder, 2007, p. 107).  What were not included in the description of disruptive behavior were students asking their peer tutor to “try again,” students raising their hands, and students “staring at an object” (Sutherland & Snyder, 2007, p. 107).  Students were paired using both social competence and academic achievement data.  Behaviors were recorded when students were participating in partner reading and paragraph shrinking, and active student responding was used to determine true student engagement and time on task (Sutherland & Snyder, 2007, p. 104).  The teacher gave instructions for each pair at beginning of class.  Students worked in pairs sitting at a table across from each other, and spent five minutes each reading children’s literature aloud (Sutherland & Snyder, 2007, p. 106.) Paragraph shrinking is when the higher-level partner reads a passage aloud and stops after each paragraph to determine what the main idea of it was using prompts and attempting to be very concise.  After five minutes, the roles reverse and the lower-level partner takes on this role (p. 106).  When the study began, the two students with the worst behavioral issues were committing an average of 4.8 and 2.3 disruptions per minute, respectively, while partaking in partner reading and paragraph shrinking activities.   By the end of this study, all four students had stabilized their behavior, with very few disruptions now occurring.  The two students who had frequent disruptive behaviors dropped to 1.3 and 1.0 disruptions per minute, and two students were not displaying any disruptive behavior per minute after the implementation of reciprocal peer tutoring. Sutherland and Snyder (2007) found that the four middle school students participating in reciprocal peer tutoring in their study also needed to improve the number of words that they read correctly per minute.  This student error was hindering reading achievement progression in students.  Students were taught, by their teacher, how to self-graph their words read correctly per minute, based on the procedures outlined in Gunter, Miller, Venn, Thomas, and House (2002).  After initial measurements during the baseline phase, students were given different goals for words read correctly per minute.  Only one student exceeded a goal prior to the intervention being implemented.  Once the intervention was in place, all students exceeded their given goals; however, after doing follow-up assessment, it was discovered that the effects of this intervention were not maintained once it had been removed (Sutherland & Snyder, 2007, p. 110).  Having students continue to self-graph their errors may be a way to continue to see student growth in an area that prevents success in reading achievement.  Typical classroom instruction is not defined in the study, which makes it difficult for the reader to fully understand the implications for instruction.  Also, progress with words read correctly per minute was not maintained in the participants; this finding suggests that in order for reciprocal peer tutoring to be effective on words read correctly per minute, it has to be continually applied to instruction.  Additionally, it is difficult to determine how successful peer tutoring is based on Sutherland and Snyder’s study because it was always paired with self-graphing and was not studied alone.
Diliberto, Beattie, Flowers, and Algozzine (2009) attempted to determine the effectiveness of syllable skills instruction on reading achievement using reciprocal peer tutoring as a strategy for instruction.  Participants included eighty-three middle school remediation students with high incidence disabilities (ADHD) and their peers who were at risk for reading failure.  While peer tutoring was not the focus of this study, students participated in partner reading activities.  In pairs, students took turns reading excerpts of passages.  Each day, the partners had to read a timed passage; this passage was one that students were acquainted with the previous day.  Students have been trained by their teacher to graph the number of words read correctly per minute by their partner.  The purpose of this partner reading is to assess reading fluency (Diliberto et al., 2009, p. 18).  To assess reading fluency progress, students read three passages on a fourth grade reading level.  Students were timed and read for one minute.  The same three passages were used for pretest, mid-study, and posttest to determine progress.  The study shows that students raised their reading fluency scores, but the results were not significant (Dilberto et al, 2009, p. 23).  The process of self-graphing words read correctly per minute was not explained in this study.  Similar to Sutherland and Snyder’s study, the effectiveness of peer tutoring is difficult to assess because of its use in conjunction with another form of instruction, in this case, syllable skills instruction.
Cross-Age Peer Tutoring
In a study conducted by Fisher (2001), cross-age tutoring was compared with a traditional remedial reading program.  Participants in this study included forty-five middle school students and twenty-two elementary students who were split into groups: twenty-two middle school students cross-age tutored with elementary students, and twenty-three middle school students partook in a traditional remedial reading program.  All students took the Gates-MacGinitie Reading Test (GMRT), along with Stanford Achievement Test (SAT-9), which were administered for assessment as both pretests and posttests.  For the students involved in tutoring, texts were chosen based on interests of the elementary students (Fisher, 2001, p. 235).  All students used the same books for the first nine weeks.  At week ten, tutors were allowed to choose texts on their own that they thought their tutees would enjoy. On Mondays, lesson plans were created by students to use with their tutors.  These lessons were based on a lesson that was previously modeled by the tutors’ teacher.  Peer tutoring occurred on Tuesdays and Thursdays.  On Wednesdays and Fridays, students reflected on their tutoring experience by writing in their journals (Fisher, 2001, p. 235).  All tutors showed significant increases in vocabulary and comprehension sections of GMRT, and they also scored better than non-tutors on the SAT-9.  Journal entries helped to improve students’ writing as well, but no criteria were given for this assessment (Fisher, 2001, p. 237).  Two major flaws jeopardize the credibility of this study. First, the traditional remedial reading program is not described.  Second, an entire group of students is neglected in this study: no results were given for elementary students who participated in the tutoring.  

Like Fisher who also used cross-age tutoring, Paterson and Elliot (2006) studied twenty ninth grade and one tenth grade struggling readers who tutored second and third grade struggling readers (p. 378).  The purpose of the study was to examine the perceptions and responses of struggling high school students who tutored struggling second graders and third graders.  To be included as tutors, high school students had to have scored below the fiftieth percentile on the Iowa Test of Basic Skills (ITBS), a standardized test; be recommended by a teacher; have limited English proficiency; or be in a special education program (Paterson & Elliot, 2006, p. 379).  High school and elementary students were of similar demographics and from the same location, which may have strengthened their relationships.  Cross-age tutoring was ongoing throughout the school year.  Teachers modeled reading strategies for students; students then created their own lesson plans that included reading strategies for “phonics, context cues, expressive reading, paired and echo reading, sight words (Dolch word lists), prediction, questioning, summarizing for comprehension, rereading, and journal writing” (Paterson & Elliot, 2006, p. 381).  Assessment was based on tutoring journals, presentations, interviews, and photographs.  The results of the study were all positive. High school students reflected on their own potential, enjoyed the extra responsibility that tutoring presented, increased their self-efficacy, and had an improvement in academic progress and reading achievement.  Elementary students also benefitted from the study as they progressed to reading more difficult texts.  There were numerous flaws within this study.  The criteria for high school tutors’ inclusion are inconsistent; many different factors played into the participants’ inclusion.  Additionally, no specific duration was given for the study; it was only described as ongoing during the school year.  The elements of assessment are variable and make it difficult for the reader to assume that the results are accurate. The elements of the tutoring practices are barely explained.  Also, this study was not properly organized, making it difficult to read.  Overall, Paterson and Elliot conducted a weak study.  

Discussion
After reviewing the ten previous studies, results from each study suggest that peer tutoring has a positive effect on adolescents.  Peer tutoring was implemented among many age groups, achievement levels, and various classroom environments, and each time there was a positive result on students.  Flexibility and engagement demonstrate reasons for the success of this instructional method.

Limitations of Studies Reviewed
Each of the studies in this literature review had limitations.  Authors acknowledge some of the limitations present in their study, but there are other flaws and areas of ambiguity in each study that researchers do not acknowledge.

Three of the ten studies were lacking in the description of how students were paired for peer tutoring.  Bell et al. (1990), Fisher (2001), and Paterson and Elliot (2006), all failed to explain how tutors were paired in their studies and why they were paired in this way.  This information is essential for readers, and leaving it out prevents readers from fully understanding the intervention.

Yet another limitation was that three of the studies did not describe the program or instructional formats that were in place before the intervention.  Roswal et al. (1995), Fisher (2001), and Sutherland and Snyder (2007) stated that the typical or traditional instruction was in place before peer tutoring took effect, but did not elaborate on what that particular instruction was. Gauging the effectiveness of peer tutoring in these studies is difficult because there is no way to compare it to the method that was previously used.

Chun and Winter (1999), Sutherland and Snyder (2007), and Diliberto et al. (2009) used peer tutoring in combination with another method of instruction.  Pairing peer tutoring with another instructional format affects the results of the study.  To truly know the benefits or effects of only peer tutoring, it would have to be studied as the only changing factor in the treatment.  While each of these studies had positive results, those results cannot be attributed to peer tutoring alone.

Failing to give the duration of the peer tutoring intervention in the study also presents a problem.  Bell et al. (1990) and Paterson and Elliot (2006) present ambiguous information about the length of the intervention.  The amount of time an intervention is in place affects the success of it, which should be made clear in order to equitably compare all results.
Perhaps the most frustrating flaw in the studies of Roswal et al. (1995), Chun and Winter (1999), Paterson and Elliot (2006), and Diliberto et el. (2009) is their inadequate description of the peer tutoring procedure that they put in place.  Studies conducted to determine the effectiveness of peer tutoring must describe the details of the intervention that is being introduced and studied, and without this information, these studies and their results are not as credible as those that describe their procedures.  

Implications for Instruction
As can be determined from the results of the studies reviewed in this article, peer tutoring can be an invaluable method used to teach all levels of learners within one classroom.  In some cases, such as reciprocal peer tutoring, as few as two students are needed to engage in the activity.  It is imperative that teachers provide modeling for the students several times before expecting that students will be able to successfully adopt both roles, especially that of the tutor.  After a few modeling sessions, students will become comfortable with the method of instruction and will be ready to peer tutor one another.  More schools should be using this method, especially considering the current budget cuts and the problems they represent.

Future Research
Research in many areas of peer tutoring is lacking.  Many studies are conducted on students in elementary school, and on those in undergraduate and graduate programs, though little research has been done on secondary students.  More research needs to be done on the effectiveness of peer tutoring on middle and high school students.  In addition, research needs to be conducted in the English Language Arts field.  Many studies are done in math and social studies classrooms, but there needs to be much more focus on how peer tutoring impacts students’ writing and reading achievement.  Finally, peer tutoring needs to be studied as the only intervention being implemented.  In many empirical studies, peer tutoring is implemented in conjunction with another form of instruction.  Multiple forms of instruction affect results; therefore, when paired with another, format peer tutoring cannot be given sole credit for improvement in students.
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APPENDIX A

Table 1: Primary Sources

	Quantitative and Qualitative Studies on Adolescent Peer Tutoring 

	AUTHORS, DATES
	PARTICIPANTS (n= total number)
	PURPOSE
	METHODS
	RESULTS

	(1990) Bell, Young, Blair & Nelson
	(n=59)

7 high school students with disabilities and 52 high school students without disabilities (58 males & 1 female)

· No demographics given for participants in this study
	To examine the effects of CWPT on the academic performance of students with behavioral disorders
	Pre-tests and post-tests used to compare effects of CWPT on students with different capabilities
	· Increases in chapter test scores for all students involved in CWPT

	(1995) Roswal, Mims, Evans, Smith, Young, Burch, Croce, Horvat & Block
	(n=281) arranged in 3 groups: 

· Group 1= (48 boys & 53 girls) 80% African American, 15% Caucasian, 3% Hispanic, and 2% other races

· Group 2=(47 boys & 48 girls) 78% African American, 14% Caucasian, 3% Hispanic, an 2% other races

· Group 3=(45 boys & 40 girls) 80% African American, 14% Caucasian, 3 % Hispanic, and 3% other races
	To examine the effects of collaborative peer tutoring (groups within CWPT) on the self-concept and school-based attitudes of urban seventh graders.
	· Piers-Harris Self-Concept Scale was used to measure self-concept subjects

· Demos D (Dropout) Scale was used to measure students tendency to drop out
	· Significant improvement in dropout scores for peer tutoring group  

· Collaborative peer tutoring is effective in improving self-concept and attitudes toward school 

	(1999) Chun & Winter
	(n=77) 

43 males & 34 females

· 42 middle school students in CWPT+R group  (22 males & 20 females)

· 35 middle school students in CWPT-R group (21 males & 14 females)
	To examine the effects of CWPT under two conditions: with and without reinforcement
	Pre-tests and post-tests used to assess spelling and intrinsic interest
	· Both treatments improved spelling, though CWPT+R had significantly larger gains.

· CWPT+R group had significantly lower intrinsic interest after treatment was applied.

	(2001) McDonnell, Mathot-Buckner, Thorson & Fister
	(n=6)

6 junior high students (4 female & 2 male)

· 3 with moderate to severe disabilities
· 3 students without disabilities
	To examine the impact of CWPT on academic responding and competing behaviors of students with moderate and severe disabilities in junior high school
	Multiple probe across subjects design; baseline and the instructional package for students with disabilities, and baseline and classwide peer tutoring for students without disabilities
	· Improved levels of academic responding and decreased levels of competing behaviors in students with disabilities

· Students without disabilities had higher rates of academic responding and lower rates of competing behavior 

	(2001) Fisher
	(n=67) 45 middle school students, 22 elementary students
	To compare outcomes of cross-age tutoring with traditional remedial reading program 
	22 middle school students cross-age tutored with elementary students, 23 middle school students did not; Gates-MacGinitie Reading Test (GMRT) was administered for assessment
	· Significant increase in vocabulary and comprehension on GMRT in tutoring middle school students



	(2005) Calhoon
	(n=38) 32 sixth graders, 5 seventh graders, and 1 eighth grader
	To examine the effect of a peer-mediated instructional (PALS, which is based approach on CWPT) on the teaching of phonological skills and reading comprehension for middle school (sixth- to eighth-grade) students with reading disabilities
	pre- and posttest, consisting of the four reading subtests; reading subtests administered were (a) Letter– Word Identification, (b)Word Attack, (c) Reading Fluency, and (d) Passage Comprehension
	· Significant growth in Word Identification, Word Attack, and Passage Comprehension.

· No difference in reading fluency.

	(2006) Paterson, Elliot
	(n=62)

29 ninth graders and 1 tenth grader in a Remedial Education Program and 32 elementary students who had below average reading levels
· High School Students: 56.3% African American, 23.3% European American, 7.4% Hispanic, 12.3% Asian, 1% multiracial

· Elementary Students: 49.1% African American, 27.9% European American, 11.7% Hispanic, 8.4% Asian, 3% multiracial
	To examine the perceptions and responses of struggling ninth graders who tutored struggling second graders and third graders in a cross-age tutoring program
	Journals, presentations, and interviews were used to determine the results of the study
	High School Students:

· helped students reflect on their own potential

· helped students enjoy extra responsibility

· enabled students to increase their self-efficacy

· helped foster an improvement in academic progress and reading achievement.  

Elementary Students:

· progressed to reading more difficult texts

· had their reading levels increase.  

	(2007) Sutherland & Snyder
	(n=4)

4 middle school students with emotional or behavioral disorders (EBD) 
· All male between the ages of 11 and 13 who had reading levels from Grades 5-7
· 75% Black and 25% Hispanic
	To examine the effects of an intervention involving reciprocal peer tutoring and self-graphing of reading data on the disruptive behavior, active responding, an reading fluency of students with EBD
	Multiple-baseline-across-subjects design; student pairs, baseline, intervention, self-graphing, treatment fidelity, follow-up 
	· Disruptive behavior decreased 
· Active responding increased

· Students made progress on words read correctly per minute 

	(2007) Baldwin Veerkamp, Kamps, Cooper
	(n=71)

71 sixth grade urban middle school students (28 females & 43 males)

· 73% African American, 21% Caucasian, 2% Hispanic, & 4% Asian Pacificers
	To examine the effects of CWPT on reading achievement in urban, economically disadvantaged areas, and to assess the accessibility of the procedures
	CWPT occurred for three full 43-minute periods each week in each class, and two times a week for 15 minutes
	· Student performance on weekly vocabulary tests greatly improved. 

	(2009) Diliberto, Beattie, Flowers & Algozzine
	(n=83)

83 middle school remediation students with high incidence disabilities (ADHD) and their peers at risk for reading failure; 
(54 male & 29 female)

· 26 sixth grade students, 31 seventh grade students, and 26 eighth grade students; 

· 22 African American, 10 Hispanic, and 51 White Students
	To determine the effectiveness of syllable skills instruction on reading achievement using reciprocal peer tutoring as a strategy for instruction
	Pre-test , mid-study test, and post-test for reading fluency
	· Students raised their reading fluency scores, but the results were not significant.



