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ABSTRACT 

The purpose of this study was to investigate the effectiveness 

of cross-age tutoring by high school students on the affective perception 

of fourth graders in the areas of self-concept, perception of self as a 

student, perception of self as a social studies student, and perception 

of self in the school environment. The tutoring was done in social 

studies--specifically in Arizona history--relating to the culture, history, 

and environment of the students' own surroundings. 

A rationale for the study was based on the social learning theory. 

High school students modeled behavior for the elementary students and re

inforced positive learning experiences dealing with their own culture. 

This experience would enhance the elementary students feelings of self

worth, and improve their self-perception. The literature was reviewed 

from three aspects: cross-age tutoring, self-concept, and affective per

ception. 

Eight elementary classrooms, four experimental and four control, 

in four schools in the southwest part of Tucson, Arizona were involved in 

this one study. 

Nine hypotheses were tested dealing with self-concept and percep

tion of self. Results of the study were assessed through the Piers-Harris 

Children's Self-Concept Scale pre- and post-measures, and the Affective 

Perception Inventory. An analysis of data was subjected to a two-factor 

analysis of variance using a hierarchical design. The primary aspect of 

x 



this design is the assumption that an individual's score is partly in

fluenced by the social unit of which the individual is a member. 

xi 

In all categories the treatment of cross-age tutoring had no 

effect on the experimental means. The hypotheses did not prove to be 

significant at the F=.OS level of significance. (A significant differ

ence was found in the direction of the control group's mean score on 

the post self-concept scale.) 

I~ is the finding of this study that there were too many variables, 

other than the tutoring process, that could not be controlled. A further 

examination of the results shows that there were significant school within 

treatment effects, in the perception of self in the school environment, 

which indicates that the treatment interacted with classroom variables. 



CHAPTER 1 

THE PROBLEM 

Introduction 

J.S. Bruner (1972) states that 

It has long been obvious that children learn from peers, but a 
more significant observation is that children learn from teach
ing other children. From this a major educational strategy 
follows: namely, that every child be given the opportunity to 
play the teaching role, because it is through this role that he 
may really learn how to learn ... 

The practice of using older children to instruct younger ones 

has existed since earliest time. Other societies have used cross-age 

tutors for the transmission of culture. In the first century the noted 

Roman teacher, Quintilian, pointed out in Institutio Oratoria ho~ much 

the younger children can learn from the older ones. In the United 

States, the emergence of the one-room school promoted considerable cross-

age teaching. This was necessary in order for the teacher to be able to 

manage the diverse content and needs of the students. 

The case today is similar. Teachers in our modern society ~ould 

welcome help in the classroom. Cross-age tutoring is a partial remedy 

for the problems of not enough time to do what needs to be done, and not 

enough resources to help all those who need help. How students success-

fully help each other may have an enormous impact on all educational 

practices (Klaus, 1975). 

The theoretical framework utilized in this study is that of social 

learning theory as developed by Bandura and Walters (1963). This theory 

1 



stresses the importance of such concepts as modeling, imitation, and 

social reinforcement in the analysis of behavioral and attitudinal 

change. 

Statement of the Problem 

2 

The purpose of this study was to seek an answer to the question, 

"What is the effect, if any, of cross-age tutoring by high school 

students on the affective perception of fourth graders in the areas of 

self concept, perception of self as a student, perception of self as a 

social studies student, and perception of self in the school environment?" 

Significance of the Study 

The use of cross-age tutoring programs, based on social learning 

theory, has the potential of affecting the self perception of students. 

Children can benefit from perceiving positive behavior modeled by othcr 

students. Cross-age tutoring is designed to help young students experi-

ence success. 

Bctween the 1930's and the 1980's relatively few studies have 

been conducted examining the impact of peer relationships in instruc

tional situations on achievement and socialization. Constructive studcnt

student relationships suggest a necessity for maximal growth in these 

areas. Self-perceptions are acquired in part by how we think others 

perceive us and by the experiences we have, whether these experiences 

have a history of success and failure. Therefore, it is essential to 

arrange for tasks and situations in which there are positive inter

personal relationships. 
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If, in fact, cross-age tutoring does affect the affective per

ception of the students involved, the program itself would benefit the 

total school population. Learning by teaching is multi-dimensional, \\'ith 

benefits to the student tutor, the student being tutored (tutee), and 

the classroom teacher. 

First, the student tutor benefits. He learns well his subject 

in order to teach it, and his self-concept is enhanced because he is 

helping another person to succeed. f\lost of the literature emphasi:es 

that the crux of the tutorial process lies in helping enhance the child's 

feeling of worth. 

Second, the student being tutored benefits. Peer relationships 

influence educational aspirations and achievement, and influence atti

tudes toward school. These relationships contribute to the sociali:a

tion of values, attitudes, and \\'ays of perceiving the world (Johnson 

1981) . 

Third, the teacher benefits from having help in the classroom. 

In some ways children may be better candidates for teaching than we 

suppose. The insights of cross-age peer teachers, added to those of the 

adults, can help diagnose individual needs and influence the affective 

dOJ'lt:in of the pupils being tutored. 

The benefits of cross-age tutoring can affect the tutors, the 

students being tutored, the classroom teacher, and the school district. 

Of most concern to this study was the effect that tutoring had on the 

affective perceptions of those pupils being tutored. The following 

sections will outline the questions researched in this area. 



Hypotheses Tested 

To determine the effect of high school students tutoring fourth 

grade elementary students, the following hypotheses were tested: 

1. There is no difference between the "self-concept as a person" 

scores of fourth grade elementary pupils tutored by high school 

students and those who are not, as measured by the Piers-Harris 

Children's Self Concept Scale (Piers and Harris, 1969). 

4 

2. There is no difference between the "perception of self as a 

person" scores of fourth grade elementary pupils tutored by high 

school students and those who are not, as measured by the 

Affective Perception Inventory (Soares and Soares, 1980). 

3. There is no difference between the "perception of self as a 

student" scores of fourth grade elementary pupils tutored by 

high school students and those who are not, as measured by the 

Affective Perception Inventory (Soares and Soares, 1980). 

4. There is no difference betlveen the "perception of self as a 

social studies student" scores of fourth grade elementary 

pupils tutored by high school students and those who are not, as 

measured by the Affective Perception Inventory (Soares and 

Soares, 1980). 

5. There is no difference betl\'een the "perception toward the school 

environment" scores of fourth grade elementary pupils tutored by 

high school students and those who are not, as measured by the 

Affective Perceptio~.Jnventory (Soares and Soares, 1980). 
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This total score was derived from four subtests. The hypothesis 

of each of these subtests was also investigated: 

a. There is no difference between the "perception toward school" 

scores of fourth grade elementary pupils tutored by high school 

students and those who are not, as measured by the Affective 

Perception Inventory (Soares and Soares, 1980). 

b. There is no difference between the "perception to\~ard peers" 

scores of fourth grade elementary pupils tutored by high school 

students and those who are not, as measured by the Affective 

Perception Inventory (Soares and Soares, 1980). 

c. There is no difference between the "perception toward teachers" 

scores of fourth grade elementary pupils tutored by high school 

students and those who are not, as measured by the Affective 

Perception Inventory (Soares and Soares, 1980). 

d. There is no difference between the "perception toward admini

strator" scores of fourth grade elementary pupils tutored by high 

school students and those who are not, as measured by the 

Affective Perception Inventory (Soares and Soares, 1980). 

Assumptions Underlying the Research Problem 

This investigation was based on the follO\ving assumptions: 

1. Experimental and control groups were exposed to the same cur

riculum. It was assumed that teachers followed curriculum 

guides and textbooks as prescribed by the school district. 

2. The study assumed that self concept and affective perception are 

measurable, and can be measured by the Piers-Harris Children'S 
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Self Concept Scale and the Affectiv-e Perception Inventory. 

3. It was assumed that the fourth graders involved in the classrooms 

were a representative sample of fourth grade students in the 

four elementary schools included in the study and that the sample 

had approximately the characteristics of the population relevant 

to the research in question. 

Limitations 

The implications of this study were limited to the population in 

which it was conducted. Subjects were placed in respective classes at 

the discretion of school administrators. The researcher selected already 

established classes for the study. Intelligence, socio-economic status, 

and ethnic background were not considered or controlled in this study. 

Definition of Terms Used 

1. Cross-age tutoring is defined as a systematic individualized 

instructional technique that permits one-to-one teaching settings for 

young learners by using older students as tut~rs (Lindsey, 1979). The 

program of cross-age tutoring is designed to help young students acquire 

academic competence, and experience success. 

2. Affective perception is defined as self-conceptualization, 

self-perception, feelings about the self. The student develOps different 

perceptions which come from the experience he has in different settings. 

These perceptions are derived from attitudes toward the subject or disci

pline and feelings about one's ability in that subject. 
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3. Self-concept is defined as what an individual believes about 

himself (Combs, 1962, p. 52). The self-concept is the system of per

ceptions which the individual formulates of himself in awareness of his 

existence and reality (Soares and Soares, 1980). Self-concept is learned 

from the ways in \~hich people are treated by those who surround them. 

4. Social studies perception is defined as how the student sees 

himself relative to social studies, his attitudes toward and feelings 

about his ability in social studies. 

5. School perception is defined as how the student perceives 

himself In the school environment--his perception toward classroom and 

school e)..1)eriences and perceptions toward people in the educational 

setting (classmates, teachers, and administrators). 

Summary 

The rationale for the development and study of a cross-age 

tutorial program in regard to fourth grade elementary students' self 

concept, affective perception of self as a student, as a social studies 

student, and as a student in the school environment was presented in 

this chapter. The next chapter will review the literature pertaining 

to the various areas concerned. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Introduction 

Research and descriptive studies and reports are cited in this 

chapter dealing with the effect of cross-age tutoring on students' 

self-concept and affective perception. Literature found to be pertinent 

to this study is reviewed under the following headings: 1) Cross-Age 

Tutoring, 2) Self-Concept, and 3) Affective Perception. 

Literature Related to Cross-Age Tutoring 

Research on the effectiveness of peer tutoring is mixed (Hill 

and Sanveer, 1981). Stennett and Isaacs (1976) found that the students 

being tutored tended to make gains that Ivere no greater than their 

controls. During the course of these studies, it became obvious that 

there were many difficulties involved in the implementation of a cross

age tutorial program. Tutoring sessions were often cut short or missed, 

material was too easy, or the students were moved on to more difficult 

material before previous work had been mastered. 

Although early studies were not very encouraging, reports since 

have indicated that both tutors and students being tutored (tutees) 

improve not only in self concept, but also in behavior, social accepta

bility, and increased interest in school (Allen and others, 1976; 

Gartner and others, 1971). Data show that tutors in cross-age 

8 
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(exceptionality) tutoring programs improve their attitude toward and 

interest in schoolS, academic performance, self-confidence and self 

image, social behavior or deportment, and value clarification. It also 

increases older students' interest in school, thereby reducing drop out 

rates, and facilitates academic and psychological growth (Lindsey, 1979). 

Verbal and nonverbal behaviors of sixth grade children tutoring 

third grade students studied showed that when the tutee was doing well, 

there was a greater proportion of positively toned affective statements 

made by the tutor; when doing poorly, more negative statements. Similar

ly, nonverbal behavior of tutors tended to reflect the performance of 

the tutee (Feldman and Allen, 1979). 

A study by Cloward (1967) examined tenth and eleventh grade 

students who were paid for tutoring fourth and fifth grade children re

tarded in reading. Gains were found in reading as measured by standard

ized achievement tests for both tutors and tutees, but no changes were 

shown on their report cards for the time period involved--one school 

year. 

Reasons given by Gredler (1978) for positive results of cross

age tutoring are as follows: 

1. Children find such tutoring enjoyable. 

2. More commitment and motivation are frequently found with the 

teacher-tutors than in a regular classroom situation. 

3. In an American classroom, with emphasis on formality, tutoring 

offers a welcome relief to such restrictions and brings in the 

needed informal positive benefits of social interaction. 



4. Serious learning is taking place because tutors know they have 

been given a re~ponsible job. 

10 

5. The climate of school changes from a competitive one to one more 

humane. 

Bergman (1978) asserts that, "The most successful educational 

program I have ever worked with is Cross Age Tutoring (C.A.T.)." Many 

studies indicate various conditions which should exist in a successful 

tutoring program. Mavrogenes and Galen (1979) emphasize time and again 

the need for careful structure, systematic tutor training, and consistent 

support. They describe a case in which tenth and eleventh graders 

tutored fourth and fifth graders reading below grade level for 26 weeks. 

The tutees showed significantly greater improvement in reading than the 

controls when they were tutored for four hours a week, but no significant 

difference when tutored for only two hours a week. 

Cross-age tutoring is designed to help young students acquire 

academic competence and experience success. Melargno (1976) also 

identified positive growth and change in the tutors, teachers, and 

administrators as adjunct benefits. Lindsey's (1979) reasons or advan

tages for cross-age tutoring are as follows: 

1. We can be reasonably assured that mastery learning of cognitive, 

affective, and psychomotor skills have occurred, and this 

mastery learning reinforced when a learner is required to teach 

what he has learned to someone else. 

2. Children who have learning problems may try to isolate themselves 

from their peers ,or engage in hostile acts to counteract feelings 
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of hostility. Cross-age tutoring demands that the withdrawn 

student interact with other children .. Feelings of a sense of 

belongingness, self-worth, and accomplishment can negate feelings 

of inadequacy and decrease aggressive behaviors. 

3. Young students having difficulties learning need individual 

instruction and learn when tutored by older students that they 

admire. 

4. Cross-age tutorial programs promote the development of a spirit 

of cooperation and friendship between administrators and teachers 

involved, and tutors and tutees. 

It is probably ideal that the tutors receive some type of train

ing before they begin tutoring. Bergman (1978) says that the tutor must 

realize that the main criterion needed to effectively tutor is the ability 

to relate well with the person he or she is tutoring. In addition, there 

is thG need for patience, ability to explain material clearly and under

standing that the learning process is relatively slow. 

Writing books or stories is one of the most satisfactory activi

ties that older students can do for, or with, younger students (Mavrogenes 

and Galen, 1979). Not only can they prepare their own materials, but 

can supervise interest centers, help with seat work, listen to oral 

reading, grade papers, or accompany field trips. 

Mobilization for Youth, a Ne\\' York City antipoverty program, 

showed that over a five month period in which older children tutored 

younger children with reading difficulties, those tutored gained 6.0 

months, while tutors gained an extraordinary 3.4 years (Cloward, 1967). 
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A leap of this magnitude is the order of achievement that must be striven 

for in the schools of America, Bruner (1972) states. Experience of the 

1960's seems to indicate that the key to learning is individualization, 

and the use of the student or pupil as a teacher is one way to increase 

this individualization. 

Those tutored are provided with immediate feedback in a one-to

one relationship; thus, they learn more and also realize a sense of 

worth from identlfying with older model figures (Mavrogenes and G.alen, 

1979). Tutors themselves form a common bond of cooperation ,d th the 

teachers: they learn while preparing lessons and so acquire a sense of 

responsibility, concern for others, an improved sel~-image, and a more 

positive attitude toward school. Teachers, likewise profit. They ure 

provided with more time for developing curriculum, they can cover more 

material, and they can devote their e·fforts to the more troublesome areas 

that need attention (~iavrogenes and Galen. 1979). 

Cross-age tutoring is cost effective. Joseph Lancaster formal

ized the technique of cross-age tutoring in the late 19th century when 

he used children as teachers because of lack of funds to hire qualified 

teachers. His method was documented in a book and became known as the 

Lancaster System. This is one method which can be used to deal with 

both the financial pressures currently operating to cut back teaching 

staffs, and the outside pressure demanding increased performance of 

students and schools alike. While administrative time must be expended 

in coordinating cross-age tutorial programs, such programs have achieved 

outstanding success in many areas. This success has encouraged the 
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proliferation of a number of such programs throughout the country. While 

not without its problems, many see this innovation as one of the more 

important recent developments in education. 

Isaacs and Stennett (1979) focused on the creation of a suitable 

reporting system for insuring adequate implementation of a cross-age 

tutorial program. They found the necessity for a recruiting system, and 

for an expert in tutoring to review records, monitor tutor performance, 

and take quick action to correct problems as they arose. The report 

concludes that cross-age tutoring should not be regarded as a time 

saving program, but as a more cost effective one. 

~Iavrogenes and Galen (1979) relate that reading seems to be the 

subject which lends itself best to cross-age tutoring. Other subject 

areas are open to investigation. According to Bergman (1978) ideally, 

every student in the class should be tutored (gifted, average, slow), but 

for different reasons. Thus, in many ways, tutors are the key to solving 

many of the educational problems we are presently facing. One possible 

implementation is a program of individualized instruction. Gredler 

(1978) states that a carefully developed program of cross-age tutoring 

should be a part of the program in every school to help meet individual 

differences. 

A factor in the tutoring process which has received some atten

tion in the literature is the effect of sex and ethnic origin. Glenn 

G. Dahlem (1973) found that tutors of the same sex have a greater in

fluence on tutoring gains than any other group. However, Chicano 

students did not perform significantly better with Chicano tutors. 
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Others reported more specific facts about matching tutoring pairs by sex 

and race. Blacks perform better if the pairs are homogeneous as to race 

and sex, while these factors do not seem significant for Puerto Ricans 

and Anglos. Also, Mexican-American boys did not do well loJith girl 

tutors. 

In a cross-age tutoring program described by Lakin (1971) with 

Mexican-American pupils, 60 randomly selected fifth and sixth graders of 

low academic achievement, but of average or above average nonverbal 

ability were assigned as either controls or as tutors to two groups of 

30 Head Start children. A second control group of 60 Anglo-American 

pupils was similarly selected. For eight weeks, following three train-

ing sessions, the tutors read stories and asked prepared questions to 

the tutees, four days a week for 20 minutes each session. Pre- and post-

tests of work recognition, oral reading, and teacher expectation of 

success were administered to the tutors, with the following results: 

1. All groups made significant gains on the vocabulary test scores. 

'I 
'- . The Mexican-American group of tutors scored significantly 

higher than the other three groups (that is, higher than the 

Mexican-American control group and Anglo-American groups) on 

the vocabulary test. 

3. On the oral reading measure, only the Anglo-American group made 

significant gains. 

4. There were significantly greater gains in tutor mean reading 

scores than were expected on the basis of teacher estimates. 
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Mavrogenes and Galen (1979) caution about these research reports. 

Much of the work has been haphazard as well as unsystematic. However, 

when one surveys the numerous articles describing the results of cross

age tutoring programs one is struck by the almost unanimous enthusiasm. 

Students can often teach each other things which resist assimi

lation through direct instruction of a teacher, and in the process can 

learn more thoroughly the subjects which as tutors they set out to 

teach. Bergman (1978) says that a cross-age tutorial program is success

ful for the tutor because: 

1. It gives the child doing the tutoring a purpose and reason for 

studying. 

2. It helps the tutor develop a higher level of understanding. 

3. Successful tutoring is a tremendously rewarding experience, 

especially for those who have traditionally done poorly in the 

academic world. 

4. It helps the poor" student realize how much he has learned. 

The social-intellectual processes at the root of peer tutoring 

may have beneficial effects not only for educationally deprived students, 

but for young people of all kinds; even well-prepared, Ilighly intelligent, 

intensely motivated students (Klaus, 1975). Bergman's (1978) reasons for 

a successful experience for those being tutored are: 

1. He is receiving individualized attention, and attention itself 

is often rewarding. At the same time he is also learning. 

2. If the tutor is able to appropriately relate to his charge, and 

is skillful in responding to the child, there is a direct 

reason for learning - "to please my friend, the tutor." 
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3. Tutoring locates some of the "gaps" in learning. On a close 

one-to-one basis, a tutor can discern the areas where work is 

needed. 

Thelen (1969) also stresses the human relation aspect of the 

tutoring program and unusual opportunity presented by tutoring for de-

veloping a "caring relationship," so needed in our schools. He describes 

the feeling of camaraderie between the tutors as they planned a wide 

range of activities, ranging from demonstrating science experiments to 

performing puppet plays, and as they discussed and ironed out problems. 

Similar feelings were generated between tutors and tutees as they worked 

together. 

These happy results may be the Hawthorne effect; accompaniments 

of any refreshing new departure in the enterprise of education, as in 

other enterprises (Bruner, 1972). Do the gains remain when the once 

fresh becomes commonplace? The idea of children teaching younger students 

is so compelling, so full of rich consequences for a society willing to 

risk using the technique that it should be given a special hearing. 

A quote from Bruner (1972) states, 

The contemporary effort to reconstruct our schools, is, I think, 
part of the general effort to reduce isolation, to re-establish 
mutuality and exchange. Sharing one's skills and knowledge with 
others, being teacher as well as learner are efforts to that end. 
The real reason to adopt such a plan should be to get us an inch 
on the way toward making the helper and the helped the universal 
unit of exchange within a culture that continues to produce 
lonely crowds, lonelier than ever. 



Literature Related to Self-Concept 

In this study, self-concept is defined as what an individual 

believes about himself (Combs, 1962, p. 52). The self-concept is the 

system of perceptions which the individual formulates of himself in 

awareness of his existence and reality (Soares and Soares, 1980). 

Combs (1971) states that the self-concept may be the most important 

single factor determining what a person is able to do under any given 

circumstances. He further states: 

Intelligence itself is a function of a person's self-concept. 
Those who have positive self-concepts because they feel good 
about themselves are able to try, to be creative, to gu out 
into the blue and make use of their world. They have a better 
approach to life, are open to their experiences and being open 
are more likely to have better answers--which is \vhat is meant 
by intelligence. 

A study by Reeder (1955) compared high ail (1. low self-concept 

groups and showed that children with a low self-concept have: 

1. Lower sociometric status. 

2. Achieve lower in comparison to their potential. 

3. Are more frequently classified as having problem behavior than 

pupils with a high self-concept. 
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In the affective domain, evidence for change is less clear than 

that for cognitive achievement. Bean and Luke (1972) developed a sen-

tence completion test to evaluate improvement in self-concept. After 

ten weeks of tutoring, 56~o of the high school corrective readers and 87 q
6 

of the elementary tutees completed their answers in the most positive 

way. 

In New York City's Mobilization for Youth Project, in which 

volunteer high school or college students tutored elementary school 
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students having trouble reading, untrained tutors gained significantly 

in self-concept, even when the children receiving instruction did not 

improve in reading (Strom, 1978). No matter how well or poorly they were 

doing as teachers, they felt good about themselves because they were 

trying to help someone else learn. But, it was found that tutors must 

be carefully prepared if both they and their students are to benefit. 

One of the most comprehensive studies involving elementary 

school children was that of Coopersmith (1967). He found the self

concept to be a very important component of behavior related to expecta

tion for success, motivation, and ability to deal with anxieties. 

In a study of the relationship between self-concept and over

achievement and under-achievement, Lumpkin (1959) discovered that: 

"The concept of sel f \~hich the individual accepts influences his be

havior qualitatively and may determine the direction and degree of his 

expression in academic work." Brookover, Thomas and Paterson (1964), 

using seventh grade urban students, found a significant and positive 

correlation between self-concept and performance in the academic role, 

even with measured I.Q. partialled out. 

Because values and attitudes toward situations and role expec

tations vary among cultures and ethnic groups, it cannot be assumed that 

correlations between self-esteem and academic achievement are always 

significant (Trowbridge, 1970). In working with children of low socio

economic status in Iowa, Trowbridge (1970) found these children to hold 

higher self-concepts of self worth than those of a higher socio-economic 

level and very little correlation between the level of self-esteem and 

their reading ability. 
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A short term study was done in inner city, suburban, and rural 

areas of greater Cincinnati using cross-age tutoring in mathematics. 

Thirty-eight tutors, and 38 tutees were studied at four sites. Tutors 

were three to four years older than students being tutored, i.e., 6th 

grade children helping 2nd or 3rd graders. Tutoring sessions were con

ducted in the subject of mathematics because it has distinct skill de

marcations and it is easy to measure skill progress in the light of 

behavioral objectives (Hill and Sanveer, 1981). 

The purposes of the mathematic cross-age tutoring program were 

t\~ofold: skills development and activation of interest of the student 

in mathematics. The matching of working pairs of students seemed to be 

the crucial decision in terms of the overall success of the program. 

Six 30 minute tutoring sessions were completed in two weeks. Anecdotal 

comments and observations in the tutoring setting indicated that many of 

the tutees showed greater confidence, more motivation to work, and an 

improved attitude toward mathematics. As the children worked on a one

to-one basis, they gained mathematics skills and developed positive self

concepts. 

Literature Related to Affective Perception 

Affective perception is defined as self-conceptualization, self 

perception, or feelings about the self. The student develops different 

perceptions which come from the experience he has in different settings. 

These perceptions are derived from attitudes toward subjects or disci

plines and feelings about one's ability. 
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According to Soares and Soares (1980), different abilities loose

ly grouped under the term "self-concept" should be more systematically 

identified, sorted, and categorized in an effort to minimize intra

individual variation. 

Loevinger (1966) has indicated that the ability to form a self

concept increases with age and education. With increasing maturity, the 

student moves from a predictable, somewhat stereotyped social acceptable 

concept of himself to one which is more differentiated and perhaps 

realistic. 

The evidence so far accumulated suggests not a general self

concept influencing all behavior of individuals and not a hierarchical 

self-concept which subsumes several role descriptive selves, but rather 

a differentiating paradigm of self-perceptions varying in breadth and 

depth -- \~hich develop independently according to experiences, capabi

lities, treatment from others, and individuali:ed pattern-detecting 

mechanisms by way of long-term memory (Soares and Soares, 1980). 

There may be varying descriptions of the self which are derived 

from the roles of the individual with degrees of success. So the affec

tive perception of self would appear to have many dimensions. The student 

has perceptions of himself that are usually positive or negative, and 

often as a combination. He more readily accepts himself as a person who 

is worth being with if his teachers (tutors) see him as a special indi

vidual and if they emphasize his capacities. Inter-personal perceptions 

are very important to the shaping and supporting of self. 
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Affective perception cannot evolve in a vacuum. The self needs 

a comparative base, an external frame of reference, which comes primarily 

from the people surrounding the person, his interactions with them, how 

he perceives their views of him, and his experiences (Soares and Soares, 

1980). In early childhood, the parents and other family members are the 

primary force for sel f-definition. In the school years, teachers and 

peers also become important. The child, particularly needs modeling 

agents of behavior. This is where high school tutors can be important. 

If the student is provided with a facilitating environment which promises 

enhancement of the self and acceptance as a worthwhile person, he is 

more likely to learn how to cope with life. 

A program conducted by the Barrio Youth Project in Phoenix, 

Arizona, used college students who were primarily ethnic minorities as 

tutor-counselors and role models of academic achievement with low

achieving inner-city junior high school students. Results support posi

tive program impact using teacher ratings of classwork effort, quality, 

and attitude, and in students' self-reported attitudes toward education, 

educational aspirations, and expectations (Sandler, Reich and Doctolero, 

1979). The evaluation assessed program effects across groups (program 

vs. control), two schools, and two program administrators, using analysis 

of covariance. The students' attitudes toward education became more 

positive following the program. The program included both structured 

and unstructured companionship activities. 
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Piaget indicates that affectivity provides an energizer in its 

parallel growth with cognitive development, though it "does not modify 

the cognitive structure" (Evans, 1973, p. 7). Furthermore, since cogni

tive structures are forms of organization of, and adaption to, the per

ceived environment (Piaget, 1952), it would seem logical to interact the 

concepts of intelligence and the self. 

One of the aims of cross-age tutoring is to create a positive 

student attitude. Students are encouraged to relate positively and con

structively to their pupils. According to Wilson (1977), suggested 

program goals for participants are: a more positive self-image, improved. 

attitudes toward learning and school, improved academic performances, 

better \vork attitudes, improved motivation, and gains in vocational 

interests and plans. 

The e\"aluation of the Eiseman and Lippitt (1966) study concludes 

that teachers are provided with a new way to cope with individual pupil 

needs with cross-age tutoring. For the learners, academic achievement 

gains were notable as were positive shifts in attitudes toward learning 

and self. 

Purkey (1970) has found that many of life'S difficulties are 

closely connected with the ways people perceive themselves and the world 

in which they live. The assumption that human ability is the most im

portant factor in achievement is questionable. Purkey (1970) suggests 

that deficiencies develop because "exploration is curtailed in an 

atmosphere in which one must spend most of his time avoiding or reducing 

the experience of anxiety brought about by threat to the self." 
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That underachievers tend to have negative self-concepts seems 

well supported by research (Purkey, 1970). Therefore, if students' 

affective perceptions were to become more positive toward the discipline 

of social studies, and toward the school environment in general, perhaps 

due to their involvement in a cross-age tutoring program, underachievers 

would become achievers. 

Summary and Discussion 

The literature cited gives evidence that cross-age tutoring can 

affect students' self-concept (beliefs about self) and affective per

ception (feelings about and attitudes toward subjects or disciplines). 

The studies emphasize that the crux of the tutorial process lies in 

helping to enhance the pupil's feeling of worth. 

Academic success is closely related to a student's affective 

perception of self. A positive correlation between self-concept and 

performance in the academic role is documented. Therefore, the litera

ture reviewed indicates that if cross-age tutoring enhances a student's 

self-concept, that student would be more likely to succeed academically. 
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ORGANIZATION AND DESIGN OF THE STUDY 

Desi gn 

This study was designed to test the effectiveness of cross-age 

tutoring by high school students on the affective perception of fourth 

graders in the areas of self-concept, perception of self as a student, 

perception of self as a social studies student, and perception of self 

in the school environment. The t"utoring was done in social studies-

specifically in Arizona history--relating to the culture, history, and 

environment of the students I o\m surroundings. Results of the study were 

assessed through the use of a self-concept rr.easure, and an affective 

perception inventory. The affective perception inventory measured the 

fourth grade students' perception of self as a person, perception of self 

as a student, perception of self as a student in social studies, and 

perception of self in the school environment. The measure of perception 

of sel f in the school environment was determined by four subscores: Ca) 

perception toward school, Cb) perception toward peers, (c) perception 

toward teachers, and Cd) perception toward administrators. 

The overall format used \.;ith the hi gh school and elementary 

students consisted of the following steps: 

1. Both experimental and control elementary students took a pre

self-concept pre-test in September. 
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2. High school students researched and prepared social studies 

materials on the culture, history and environment of south

western Arizona for the fourth graders, with the help of the 

instructor and the researcher. 

::5 

3. The researcher instructed the high school students in teaching 

fourth grade elementary students, giving a mini-teacher training 

session to the tutors. 

4. High school students prepared detailed lesson plans to be used 

in tutoring (see Appendix A). 

5. Elementary teachers were notified as to the content of the 

material to be taught, with the option that they could prepare 

pre- or post-lessons. 

6. High school student tutors taught the elementary students 

their prepared lessons during the course of the entire year. 

7. Tutors and researcher followed up each lesson with an evaluation. 

S. Elementary teachers were given an evaluation form to fill out 

after each completed unit of study in order to assess relevance 

to Arizona history curriculum, to assess individual students, 

and to assess strengths or l"eaknesses of the lessons (see Appendix 

B). 

9. At the end of the school year both experimental and control 

elementary students ",ere given a self-concept post evaluation and 

an affective perception inventory. 

Lessons \"ere taught on site at the elementary schools, at the 

hi gh school, or as a field experience. Some lessons were given during 



the two hour block of time allotted for the high school class, others 

were taught during field trips. 

Population 

Sunnyside Unified School District is located in the southwestern 

part of Tucson, Arizona. A part of the district extends beyond the city 

limits into the San Xavier Indian Reservation and into a rural area of 

Pima County. The four schools chosen for the study were composed pri-

marily of minority group students. The district reflects a diverse 

cross- section of the racial and ethnic minority groups of the south-

western United States (see Table 1). 

Table 1. Population, ethnic breakdown in percentage. 

School Male Female \\'hite Black Hispanic Am. Paci fic 
Indian Islander 

A 49.5 50.5 23.2 1.7 73.0 1.2 0.9 

B 49.0 51. 0 20.0 1.3 66.2 12.2 0.3 

C 50.9 49.1 8.3 0.4 88.6 2.4 0.3 

D 52.5 47.5 22 .1 2.7 74.2 1.0 0.1 

High 
School 51.8 42.8 35.0 3.3 58.6 2.4 0.8 

Office of Civil Rights Survey, Form 101, October 1, 1980. 



In August, four public elementary schools were chosen in the 

Sunnyside Unified School District for the cross-age tutoring program. 

One fourth grade class in each school was assigned as the ex-perimental 

group to receive the cross-age tutorial program, and one class was the 

control, totaling eight classes involved in the study. Approximately 25 

students were in each class, totaling 100 students who were tutored and 

100 students were not (see Table 2). 

According to the same criteria, a pair of classrooms was se-

lected in e:1ch school. The researcher introduced the cross-age program 

Table 2. Size and distribution of sample population. 

School Grade Exp/Cont Total I; of Total # Number of 
Students Students Classes 

Male Female in Group 

A 4 E 18 13 31 
2 

4 C 16 17 33 

B 4 E 8 19 27 
2 

4 C 11 16 27 

C 4 E 16 13 29 
'1 
(.. 

4 C 13 15 28 

D 4 E 9 11 20 
2 

4 C 13 8 21 
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to the principal of each school and to all interested fourth grade 

teachers. After securing two teacher volunteers, through a random pro

cedure (tossing a coin), the classes were assigned as experimental or 

control groups. 

Students at the fourth grade level were chosen because at that 

level the social studies curriculum is Arizona history. All students in 

each experimental class were tutored. 

Fourth grade students are considered an appropriate age group 

for this study because they have been exposed to the school environment 

long enough to establish stable concepts of their status in a school 

setting. They are less likely to have developed the defensive attitudes 

sometimes acquired by older students and can be expected to respond 

truthfully to self-reports (Coopersmith, 1967). Coopersmith further 

justifies using fourth grade, as this grade represents a midpoint in the 

elementary school years and a good reference level for inferences con

cerning pupils of elementary school age. 

Treatment Program 

Tutors 

The twenty- five high school students, in lOth, 11th, and 12th 

grades, who were the tutors were enrolled in a class called Sonoran 

Ex-perience at Sunnyside High School. Students received either elective 

credit or credit for Arizona History. Studepts had read the course 

description, being aware of their involvement as cross-age tutors. All 

students were accepted up to the 2S student limit of the class. The 
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class population reflected the ethnic and racial diversity of Sunnyside 

Unified School District. 

It was hoped that minority high school students, because of 

their personal characteristics and life history, would be particularly 

effective helping agents in this program; that is, that they would be 

able to develop helping relationships with the elementary students 

characterized by high levels of openness, trust, and empathy, and they 

would be effective role models of academic achievement for the students 

(Harris, 1973). 

Class Content 

The class curriculum dealt with culture, history, and environment 

of the southwestern Sonoran Desert region of Arizona. It was based on an 

instructional approach which capitalizes on the uniqueness of the 

students' community resources and cultural background. The class was 

taught by two teachers: an instructor with a background in social 

studies and media and an elementary coordinator in charge of the tutoring 

program. 

Students did research and prepared social studies lessons and 

projects to use in tutoring the elementary students who studied Arizona 

History as part of their regular fourth grade social studies curriculum. 

Scheduling 

High school tutors were assigned to each experimental classroom. 

There were approximately eight tutors to each class. ~Iany of these 

students attended the grade school to which they were assigned. 
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A schedule was devised by the researcher to coordinate with the 

elementary teachers as to convenient times of visitations and field 

trips. Most tutoring sessions took place during the two hour time block 

allotted for the high school class. Tuesday was always a planning day 

for the tutors. Scheduling was done throughout the entire school year. 

Lessons to be taught to the elementary students on Arizona His

tory were prepared by tutors, with the help of the instructors. Visita

tions occurred flexibly according tt the units being prepared. Pupils 

were tutored 14 times during the entire year for a total of 15-17 hours 

spent with each student. Tutoring was scheduled according to individual 

unit requirements. 

Content of Lessons 

Social studies lessons \\ere taught to the fourth graders dealing 

with the culture, history, and environment of southwestern Arizona. The 

units prepared were: 

1. Unit of family history with students doing their own family trees 

(see Appendix A). 

2. Unit on culture involving a local Tucson folk-art festival and 

high school visitation. 

3. Unit on ghost tOll'ns. 

4. Unit on mining, which included a joint field trip to the Arizona 

Heritage Society. 

5. Unit on photography with on-site study and picture taking of San 

Xavier Mission on the Papago Indian Reservation. 

6. Unit on artifacts. 
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7. Unit on the environment with learning centers, and a jDint field 

trip desert walk. 

Training of Tutors 

The researcher conducted two teacher training classes with the 

high school students before the first tutoring session. On- going 

suggestions and evaluation throughout the year were also considered as 

on-site training. The structured lessons included information on the 

following: 

l. Description of fourth grade behavior. Reasonable ex-pectations 

for that stage of development. 

2. Child "psychology, ways of working with normal behavior, using 

positive techniques. 

3. Listening techniques, specifically "active" or "reflective" 

listening. 

4. Preparation for a lesson and how to write a lesson plan. 

5. How to break information down into easily understandable bits of 

knowledge, and how to explain materials clearly. 

6. How to relate positively to the pupil being tutored. 

7. How to evaluate the teaching experience. 

A practice session was held before each lesson in order to improve 

instruction and increase the tutors' confidence. When appropriate, tutors 

were video-taped to help with the evaluation. Students and instructors 

viewed and evaluated the tapes. 

The cross-age tutorial program described above was designed to 

enhance or improve the elementary students' self-concept, affective 
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perception of themselves as persons, as students, as social studies 

students, and as students in the school environment. The next section 

deals with the tests used to evaluate changes or differences, if any, in 

the experimental fourth graders' self-concept and affective perception. 

Instruments 

Self-Concept Measure 

The Piers-Harris Children's Self-Concept Scale (Piers and Harris, 

1969) is designed to measure the self-concept of students. Self-concept 

is defined as the beliefs a person has about himself. It consists of 40 

first-person declarative statements of the type, "I am a happy person." 

The child responds "yes" or "no." The items are declarative sentences, 

half of them worded to indicate a positive self-concept and half to indi

cate a negative self-concept (Buros, 1972). The internal consistency of 

the scale ranges from .78 to .93 and retest reliability from .71 to .77 

(Buros, 197~). 

The researcher administered form B in September for the pre-test 

and form A in May for the post-test. 

Affective Perception Measure 

The Affective Perception Inventory, API, developed by Dr. Louise 

M. Soares and Anthony T. Soares (1980) was used to measure the students' 

affective perception (defined as feelings about self, and attitudes 

towards subjects or disciplines) in four specific dimensions. In order 

to dimensionalize the construct of affective perception, nine different 

self-scales descriptive of academic settings were developed. The results 
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suggest a theoretical frame\<lork for the construct of self which is neither 

unitary or hierarchical, but rather multidimensional in an individualized 

patterning of experience (Soares and Soares, 1980). 

In order to validate the API, the test was administered to 

students in grades 1-12, their peers, and their teachers. Scores were 

submitted to a multi-trait multi-method matrix formualtion, discriminant 

analysis, and factor analysis, and subsequently yielded high internal 

consistency, convergent validity in some comparisons of self and peers, 

discriminant validity in specific scale clusters, and a clear differen

tiation of the lower grades from the upper grades (Soares and Soares, 

1980). 

Three levels of the test were developed: primary level, grades 

1-3; intermediate level, grades 4-8; and advanced level, grades 9-12. 

Each level contains nine scales for measuring feeling about the self 

relative to specific subject areas or classroom experiences, self as a 

person, self in the role of a student, and self in the environment of 

school or in interaction with people who are a part of an educational 

setting. 

For this study, the intermediate level \<las used. The dimensions 

evaluated were: 1) perception of self as a person, 2) perception of self 

as a student, 3) perception of self as a social studies student, and 4) 

perception of self in the school environment. 

The API is a semantic differential device within a forced-choice 

format of four spaces of distance between pairs of sentences possessing 

dichoto"mous traits wi thin the nine dimensions (Soare,s and Soares, 1980). 
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The respond ant is instructed to place one check between the 

pairs of traits which indicates how strongly he feels in the direction 

of the positive or the negative trait. An example follows: 

Happy Unhappy 

very 
happy 

more 
happy 
than 
unhappy 

more 
unhappy 
than 
happy 

very 
unhappy 

The subject scales have two components - attitudes toward the 

subject or discipline and feelings about one's ability in that disci-

pline. This study tested affective perception in social studies. In 

this inventory, school perception has four components: 1) perceptions 

toward school experiences, 2) classmates, 3) teachers, and 4) administra-

tors. 

The ra\\ scores can be converted to stanines for standardi:ed 

comparisons. A profile can be obtained to visually note the strength 

and direction of the various index scores, either for tIle individual or 

the groups. See Table 3 for the reliability of the subtests used on the 

API. 

The total score gives an overall view in terms of degree of 

positive or negative feelings and perceptions directed toward or out 

from the self in a school setting. The ultimate objective is to measure 

the affective development for students much as we measure their cogni-

tive level. The researcher administered all Affective Percent ion Invcn-

tories to students in the experimental and control classes in May. 
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Table 3. Reliability coefficients. 

Perception Toward Self .94 

Perception Toward Self as a Student .79 

Perception TO\~ard Self as a Social 
Studies Student .88 

Perception of Self Toward School 
Environment .. 83 

(Soares and Soares, 1980) 

Analysis of Data 

It was assumed that the two groups, made up of pairs of fourth 

grade classes were a representative sample of fourth grade students in 

the four elementary schools utilized in the study. 

Data collected from 8 classrooms, 4 experimental and 4 control, 

measured the areas of self-concept, perception of self as a student, 

perception of self as a social studies student, and perception of self 

in the school environment. 

The data of this study \-Ias examined for statistical significance 

through a two-factor analysis of variance using a hierarchical design 

(Myers, 1979). Using four experimental and four control group intact 

classrooms, all students were given a pre- and post-test using the Piers-

Harris Children's Self-Concept Scale, and the Affective Perception Inven-

tory as a post-test. The pre-test scores on the Piers-Harris Scale were 



examined for differences between the intact groups in the hierarchical 

design. 
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Using this design, there were three potential sources of varia

bility among the means computed for each level: First, there may be a 

treatment effect in the sampled population; second, differences in the 

compositions of the groups nested within a treatment level may be a 

factor; and third, variability among treatment level means will partly 

reflect the different subjects at each level of treatment. 

The primary aspect of the hierarchical design is the assumption 

that an individual's score is partly influenced by the social unit of 

which he is a member. Even though the same experimental treatment is 

applied to the different classes, individual students will differ from 

each other not only because they are different individuals, but also be

cause they are subject to interactions with different sets of individuals 

and occurrences. This project involves such group effects, so these 

effects must be considered within the statistical model. 

This hierarchical design identifies variability due to the 

following group differences: 

1. Variances between the experimental and control groups. 

2. Variances arising from differences between groups within treat

ment levels. 

3. Variances arising from subject differences (see Table 4). 
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CHAPTER 4 

RESULTS OF THIS STUDY 

Introduction 

In this chapter the results of the Piers-Harris Children's Self

Concept Scale and the Affective Perception Inventory are presented. Nine 

hYP?theses were tested in each of the four experimental and four control 

groups at the four schools in the study. 

An analysis of data was accomplished through a two-factor analy

sis of variance using a hierarchical design (Myers, 1979). 

An analysis of the Piers-Harris pre-test confirmed the assumption 

that experimental and control groups, on the average, were comparable, 

and represented the population from which they were chosen (F(1,6)=.3~O, 

p=.58l) (see Table 5). The experimental group mean was 27.768, the con

trol group mean was 28.435 (see Table 6, Figure 1). 

Results of the Statistical Analysis 

In order to test Hypothesis 1 - There is no difference between 

the "self-concept as a person" scores of fourth grade elementary pupils 

tutored by high school students and those who are not, the Piers-Harris 

Children's Self-Concept Scale was administered. An analysis of data from 

this test was subjected to a two-factor analysis of variance using a 

hierarchical design. 

38 
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Table 5. Anova sum Piers-Harris pre-test. 

Source of Variation Sum of DF Mean F Significance 
Squares Square of F 

Group (Treatment) 19.260 1 19.260 .340 .581 

Schools within 
Treatments 340.065 6 56.678 1.365 ")-7 .... .) .... 

Within Cell (error) 6893.141 166 41. 525 

Table 6. Piers-Harris Children's Self-Concept Scale pre-test mean scores 
and standard deviation. 

School Mean Standard Deviation 

Al 25.538 5.508 

A2 27.476 7.202 

Bl 28.040 7.391 

B2 28.920 6.474 

Cl 30.444 4.876 

C2 27.583 6.303 

Dl 28.000 6.014 

O2 29.727 6.998 

Schools = A, B, C, D 
Treatment = 1 
Control = 2 



40 

Hean Scores 

32 

31 

30 ----
29 -- ---2 

------.J3 

28 C
2 

- -' 

27 

26 

25 

24 

23 

22 

21 

20 

Pretest Post .... st 

Treatment 

Control 2 

Schools A, B, C, D 

Figure 1. Piers-Harris mean scores pre-post. 
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An analysis of the Piers-Harris post-test scores showed a signi

ficant difference for the experimental versus the control group means 

(F(1,6)=11.375, p=.015) (see Table 7). The control group's self-concept 

mean score was significantly higher at the. 05 level of significance 

(28.021 vs 25.102) (see Table 8, Figure 1). Therefore, the null hypoth

esis was rejected. 

In order to test Hypothesis 2 - There is no difference between 

the "perception of self as a person" scores of fourth grade elementary 

pupils tutored by high school students and those ,~ho are not, the 

Affective Perception Inventory was administered. An analysis of data 

from this test was subjected to a two-factor analysis of variance using 

a hierarchical design. 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference between the experimental and 

control group means (F(1,6)=4.625, p=.075) (see Table 9). The experi

mental group mean was 37.180, the control group mean was 35.071 (see Table 

10, Figure 2). 111erefore, the null hypothesis was accepted at the F=. 05 

level of significance. 

In order to test Hypothesis 3 - There is no difference between 

the "perception of self as a student" scores of fourth grade elementary 

pupils tutored by high school students and those who are not, the 

Affective Perception Inventory was administered. An analysis of data 

from this test was subjected to a two-factor analysis of variance using 

a hierarchical design. 
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Table 7. Anova sum Piers-Harris post-test. 

Source of Variation Sum of OF Mean F Significance 
Squares Square of F 

Group (Treatment) 387.265 1 387.265 11. 375 .015 

Schools within 
Treatments 204.256 6 34.046 .831 .547 

Wi thin Cell (error) 7125.761 174 40.953 

Table 8. Piers-Harris Children's Self-Concept Scale ~ost-test mean 
scores and standard deviation. 

School ~lean Standard Deviation 

Al 24.308 6.898 

A2 26.370 6.434 

B1 26.640 6.707 

B2 28.625 5.709 

Cl 24.727 6.088 

C2 28.200 6.532 

01 24.467 7.772 

O2 29.444 4.743 

Schools = A, B, C, 0 
Treatment 1 
Control = 2 



Table 9. Anova sum Affective Perception Inventory, perception of self 
as a person post-test. 
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Source of Variation Sum of 
Squares 

OF Mean 
Square 

F Significance 

Group (Treatment) 

Schools within 
Treatments 

Within Cell (error) 

179.732 

233.167 

10435.892 

1 

6 

154 

of F 

179.732 4.625 .075 

38.861 .573 .751 

67.766 

Table 10. API perception of self as a person post-test mean scores and 
standard deviation. 

School Mean Standard Deviation 

Al 35.500 9.027 

A2 36.826 8.083 

Bl 37.522 6.423 

B2 34.524 7.821 

Cl 38.842 8.578 

C2 34.826 7.017 

01 37.250 12.454 

02 33.706 7.414 

Schools = A, B, C, 0 
Treatment = 1 
Control = 2 
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Figure 2. API post-test perception of self as a person mean scores. 
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Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference between the experimental and 

control group means (F(1,6)=.648, p=.45l) (see Table 11). The experi

mental group mean was 38.928, the control group mean was 37.600 (see 

Table 12, Figure 3). Therefore, the null hypothesis was accepted at the 

F=.OS level of significance. 

In order to test Hypothesis 4 - There is no difference betlveen 

the "perception of self as a social studies student" scores of fourth 

grade elementary pupils tutored by high school students and those who 

are not, the Affective Perception Inventory was administered. An analy

sis of data from this test was subjected to a two-factor analysis of 

variance using a hierarchical design. 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference between the experimental and 

control group means (F(1,6)=.246, p=.637) (see Table 13). The experi

mental group mean was 17.692, the control group mean was 18.128 (see 

Table 14, Figure 4). Therefore, the null hypothesis was accepted at the 

F=.OS level of significance. 

In order to test Hypothesis 5 - There is no difference between 

the "perception of self toward the school environment" scores of fourth 

grade elementary pupils tutored by high school students and those I"ho are 

not, the Affective Perception Inventory was administered. The total 

score was derived from four subtests. These subtests will also be 

analyzed separately as Sa, Sb, Sc, and Sd. An analysis of data from this 
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Table 11. Anova sum Affective Perception Inventory, perception of self 
as a student post-test. 

Source of Variation Sum of OF Mean F Significance 
Squares Square of F 

Group (Treatment) 74.028 1 74.028 .648 .455 

Schools within 
Treatments 685.140 6 114.190 1. 937 .078 

Within Cell (error) 9430.826 160 58.943 

Table 12. API perception of self as a student post-test mean scores and 
standard deviation. 

School 

Schools = A, B, C, 0 
Treatment = 1 
Control = 2 

~Iean 

36.630 

39.480 

40.080 

35.773 

39.421 

35.174 

40.917 

40.867 

Standard Deviation 

6.570 

6.771 

8.371 

7.06 

8.016 

7.050 

11. 147 

7.846 
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Table 13. Anova sum Affective Perception Inventory, perception of self 
as a social studies student post-test. 

Source of Variation 

Group (Treatment) 

Schools within 
Treatments 

Within Cell (error) 

Sum of 
Squares 

11.358 

276.806 

4926.426 

OF 

1 

6 

175 

Mean 
Square 

11.358 

46.134 

28.151 

F Significance 
of F 

.246 .637 

1.639 .139 

Table 14. A~I perception of self as a social studies student post-test 
mean scores and standard deviation. 

School Mean Standard Deviation 

Al 16.920 4.974 

A2 19.720 5.095 

B1 17.741 5.186 

B2 17.231 5.324 

C1 18.708 5.385 

C2 16.308 4.470 

01 16.769 4.512 

02 19.941 7.462 

Schools :: A, B, C, 0 
Treatment 1 
Control :: 1 
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test was subjected to a two-factor analysis of variance using a hier

archical design. 

50 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there I~as no difference between the experimental and 

control group means (F(1,6)=.329, p=.587) (see Table IS). The experi

mental group mean was 48.316, the control group mean was 50.776 (see 

Table 16, Figure 5). 

There was a significant difference found in the category of 

schools within treatment (F(1,6)=3.396, p=.004) (see Table IS). This 

finding is interpreted as meaning that the effect of the treatment was 

different, depending upon the school. The differences in mean scores 

among the classes were significantly greater than the differences between 

the experimental and control group mean scores (see Table 16, Figure 5). 

The individual's score was partly influenced by the social unit of which 

he was a member. 

In order to test Hypothesis Sa - There is no difference between 

the "perception toward school" scores of fourth grade elementary pupils 

tutored by high school students and those who are not, the Affective 

Perception Inventory was administered. An analysis of data from this 

test was subjected to a two-factor analysis of variance using a hier

archical design. 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there lvaS no difference betl,een the experimental and 

control group means (F(1,6)=.444, p=.530) (see Table 17). The experi

mental group mean score was 14.240, the control group mean score was 



Table 15. Anova sum Affective Perception Inventory, perception toward 
environment total post-test. 
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Source of Variation Sum of OF Mean F Significance 
Squares Square of F 

Group (Treatment) 186.430 1 186.430 .329 .587 

Schools within 
Treatments 3401.135 6 566.856 3.396 .004 

Wi thin Cell (error) 19360.823 116 166.904 

Table 16. API perception toward the school environment post-test total 
mean scores and standard deviation. 

School 

Schools = A, B, C, 0 
Treatment 1 
Control = 2 

Mean 

52.667 

60.929 

47.500 

46.333 

49.111 

45.364 

42.500 

55.154 

Standard Deviation 

10.972 

12.851 

15.430 

10.370 

15.594 

10.340 

10.842 

16.856 
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Table 17. Anova sum Affective Perception Inventory, perception of self 
toward school post-test. 

Source of Variation 

Group (Treatment) 

Schools within 
Treatments 

Within Cell (error) 

Sum of 
Squares 

58.342 

789.384 

4665.328 

OF 

1 

6 

174 

Mean 
Square 

58.342 

131. 564 

26.812 

F Significance 
of F 

.444 .530 

4.907 .0001 

15.381 (see Table 18, Figure 6). Therefore, the null hypothesis Ivas 

accepted at the F=.05 level of significance. 

There was a significant difference found in the category of 

schools within treatments (F(I,6)=4.907, p=.OOOI) (see Table 17). This 

finding indicates that the effect of the treatment was different, de-

pending upon the school. The differences in mean scores among the classes 

in each school were greater than the differences between the total experi-

mental and control group mean scores (see Table 18, Figure 6). TIle 

individual's score was partly influenced by the social unit of which he 

was a member. 

In order to test Hypothesis 5b - There is no difference between 

the "perception toward peers" scores of fourth grade elementary pupils 

tutored by high school students and those who are not, the Affective 
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Table 18. API perception toward school post-test mean scores and stan
dard deviation. 

School Mean Standard Deviation 

Al 15.667 5.144 

A2 18.308 5.843 

B1 14.040 4.928 

B2 13.440 4.727 

C1 13.682 5.987 

C2 12.280 4.138 

0 1 12.786 3.965 

02 18.167 6.119 

Schools = A, B, C, 0 
Treatment 1 
Control = 2 
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Perception Inventory was administered. An analysis of data from this 

test was subjected to a two-factor analysis of variance using a hier

archical design. 
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Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference bet\veen the experimental and 

control group means (F(1,6)=.048, p=.834) (see Table 19). The experi

mental group mean score was 9.955, the control group mean score was 9.811 

(see Table 20, Figure 7). Therefore, the null hypothesis \vas accepted at 

the F=.05 level of significance. 

There was a significant difference found in the category of 

schools within treatment (F(1,6)=2.l95, p=.046) (see Table 19). Again, 

this finding indicates that the effect of the treatment was directly re

lated to the intact unit, or classroom (see Table 20, Figure 7). 

In order to test Hypothesis 5c - There is no difference between 

the "perception toward teachers" scores of fourth grade elementary pupils 

tutored by high school students and those who are not, the Affective 

Perception Inventory was administered. An analysis of data from this 

test was subjected to a two-factor analysis of variance using a hier

archical design. 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference between the experimental and 

control group means (F(1,6)=1.011, p=.354) (see Table 21). The experi

mental mean score was 20.977, the control mean score was 23.429 (see 

Table 22, Figure 8). Therefore, the null hypothesis was accepted at the 

F=.05 level of significance. 



Table 19. Anova sum Affective Perception Inventory, perception toward 
peers post-test. 
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Source of Variation Sum of 
Squares 

OF ~Iean 

Square 
F Significance 

Group (Treatment) 

Schools within 
Treatments 

Within Cell (error) 

.960 

119.913 

of F 

1 .960 .048 .834 

6 19.986 2.195 .046 

Table 20. API perception toward peers post-test mean scores and stan
dard deviation. 

School ~Iean Standard Deviation 

Al 9.037 2.377 

A2 10.962 3.447 

Bl 10.185 3.606 

B2 9.692 2.396 

Cl 11.182 2.822 

C2 8.880 2.555 

01 9.308 4.211 

O2 9.611 2.873 

Schools = A, B, C, 0 
Treatment 1 
Control = 2 
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Table 21. Anova sum Affective Perception Inventory, perception toward 
teachers post-test. 
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Source of Variation Sum of 
Squares 

DF Mean 
Square 

F Significance 

Group (Treatment) 

Schools within 
Treatments 

Within Cell (error) 

264.256 

1568.592 

8527.647 

of F 

1 264.256 1. 011 .354 

6 261. 432 5.150 .00007 

168 50.760 

Table 22. API perception toward teachers post-test mean scores and stan
dard deviation. 

School Mean Standard Deviation 

Al 22.200 5.930 

A2 28.680 9.673 

B1 21. 560 8.042 

B2 20.000 4.839 

C1 20.957 6.931 

C2 19.958 6.721 

D1 17.250 3.137 

D2 25.647 8.366 

Schools = A, B, C, D 
Treatment = 1 
Control = 2 
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There was a significant difference found in the category of 

schools within treatment (F(1~6)=S.lSO, p=.00007) (see Table 21). This 

finding is also interpreted as meaning that the effect of the treatment 

was directly related to the individual classroom (see Table 22, Figure 8). 

In order to test Hypothesis Sd -There is no difference between 

the "perception toward administrators" scores of fourth grade elementary 

pupils tutored by high school students and those who are not, the 

Affective Perception Inventory was administered. An analysis of data 

from this test was subjected to a two-factor analysis of variance using 

a hierarchical design. 

Analysis of the Affective Perception Inventory scores confirmed 

the assumption that there was no difference between the experimental and 

control group means (F(1,6)=.003, p=.9S6) (see Table 23). The experi

mental group mean score \\'as 4.634, the control group mean score was 4.667 

(see Table 24, Figure 9). Therefore, the null hypothesis was accepted at 

the F=.OS level of significance. 

There was a significant difference found in the category of 

schools within treatment (F(l,6)=3.932, p=.OOl) (see Table 23). Once 

again, this finding is interpreted as meaning that the effect of the 

treatment was not enough to off-set the different variables in each of 

the social units, or classrooms in the study. The differences in mean 

scores among the classes in each school was greater than the differences 

between the total experimental and control group mean scores (see Table 

24, Figure 9). 
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Table 23. Anova sum Affective Perception Inventory, perception toward 
administrators post-test. 

Source of Variation Sum of OF Mean F Significance 
Squares Square of F 

Group (Treatment) .049 1 .049 .003 .956 

Schools within 
Treatments 89.576 6 14.929 3.932 .001 

Wi thin Cell (error) 687.327 181 3.797 

Table 24. API perception tOloJard administrators post-test mean scores and 
standard deviation. 

School Mean Standard Deviation 

Al 4.629 1.984 

A2 5.808 2.154 

Bl 4.111 1. 761 

B2 3.846 1.084 

Cl 5.320 2.577 

C2 3.962 1.183 

01 4.429 1. 785 

02 5.222 2.691 

Schools = A, B, C, 0 
Treatment = 1 
Control = 2 
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Figure 9. API post-test perception toward administrators mean scores. 



Summary of Results 

In all categories, the treatment of cross-age tutoring had no 

effect on the experimental group means. Null hypotheses 2-8 were 

accepted. Hypothesis I was rejected because a significant difference 

in the direction of the control group's mean score was found. 
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A further examination of the results disclosed a significant 

effect in the category of schools within treatment in the Anova design. 

111e effect was in the affective perception of self in the school environ

ment, which included all four subtests. This means that the differences 

in mean scores betKeen the classes Kere significantly greater than the 

differences between the experimental and control group mean scores. The 

effect of the treatment was different, depending upon the school. The 

indi vidual's score was partly influenced by the social unit of which he 

was a member. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND IMPLICATIONS FOR 

FUTURE RESEARCH 

Summary 

The purpose of this study was to determine if elementary fourth 

grade students would significantly change in self-concept or perception 

of self as a result of being e:x:posed to cross-age tutoring by high school 

students. A rationale for the study \</as found in the theoretical 

assumptions expressed by Bandura and Walters (1963) described in the 

social learning theory. High school students modeled behavior for the 

elementary students and reinforced positive learning experiences dealing 

wi th their 0\\'11 culture. This ex-perience \</ould enhance the elementary 

stu~ents' feelings of self-\vorth, and improve their sel f-perceptions. 

It has been suggested that students involved in cross-age tutoring 

improve not only in self-concept, but also in behavior, social accepta

bility, and increased interest in school (Allen and Others, 1976; Gartner 

and Others, 1971). Program goals for participants are: a more positive 

self-image, improved attitudes to\\'ard learning and school, improved 

academic performances, better work attitudes, improve motivation, and 

gains in vocational interests and plans (Wilson, 1977). 

The literature was reviewed from three aspects: 

1. The literature regarding cross-age tutoring. 

65 
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2. The literature related to self-concept. 

3. The literature related to affective perception. 

Eight elementary classrooms, four experimental and four control, 

in four schools in the so~thKest part of Tucson, Ari:ona, Kere involved 

in a cross-age tutoring program using high school students from the same 

cultural surroundings. The program was conducted for one school year, 

or t\vO semesters. Evaluation of the study was derived from pre- and 

post-testing using a self-concept scale and an affective perception 

inventory. 

Nine hypotheses were tested dealing with self-concepi (beliefs 

about self) and perception about ~elf (attitudes towards the subject or 

discipline and feelings about one's ability in that discipline). An 

analysis of data from the tests administered was subjected to a two

factor analysis of variance using a hierarchical design (Myers, 1979), 

which assesses intact groups. The primary aspect of this design is the 

assumption that an individual's score is partly influenced by the social 

unit of which he is a member. Even though the same experimental treat

ment is applied to the different classes, individual students will differ 

from each other not only because they are different individuals, but also 

because they are subject to interactions with different sets of indivi

duals and occurrences. This project involved such group effects, so 

those effects were considered within the statistical model. 

In examining Hypothesis 1 - There is no difference bet\veen the 

"self-concept as a person" scores of fourth grade elementary pupils 

tutored by high school students and those who are not, the null hypothesis 
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was rejected at the F=.OS level of significance. There was a significant 

effect. The control group's self-concept scores were sig'nificantly 

higher. 

Hypotheses 2 through 9, stating that there was no difference 

between self-perception scores of fourth grade elementary pupils tutored 

by high school students and those who are not, were accepted. 

Conclusions 

The h}~otheses concerning the cross-age tutoring program described 

in this study did not prove to be significant at the F=.OS level of signi

ficance in the areas of self-concept and perception of self. Treatment 

effect appears to have made no difference between the experimental and 

control classes in results as measured by the Piers-Harris Children's 

Self-Concept Scale or the Affective Perception Inventory. 

Discussion 

In view of the success of other cross-age tutoring programs 

described in Chapter 2, and because of the researcher's observations 

coupled with participant evaluation, it is the researcher's opinion that 

the concept is basically sound (Appendix C). There appear to be some 

reasons for the resul ts of this study, as well as significant trends 

that are \vorthy of discussion. 

First, self-concept and perception of self are difficult to mea

sure. In order to show any difference, the margin must be large. 

Second, inherent differences in teachers and teaching methods 

and the environments in which students worked appear to have made more 



68 

of a significant difference than the occasional lessons taught by the 

high school tutors. Each of the intact classrooms was very different. 

There were too many variables, other than the tutoring process, that 

could not be controlled. An examination of the analysis of variance 

tables shows that there were significant school within treatment effects, 

which indicates that the treatment interacted with classroom variables. 

Significant school within treatment effects were found in the perception 

of self in the school environment total score, and in each of the sub

tests. 

Third, time spent with the tutors may have been a factor. 

~Iavrogenes and Galen (1979) fO)Jnd that students being tutored showed 

significantly greater improvement in reading \vhen they were tutored for 

four hours a week, but no significant difference when tutored for only 

two hours a week. It is suggested that this study be replicated, with 

high school tutors working at least four hours a week with the elemen

tary students. 

Fourth, perhaps more relevant data could be gleaned from an 

observation technique, finding trends not evident when using the ex-peri

mental approach. Conventional research often fails to explain the out

comes of innovation, particularly where summative measures register no 

impact. An ethnographic approach might have demonstrated that this 

cross-age tutoring program did have positive effects on the elementary 

students, and what those effects were. 
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Implications for Future Research 

It must be kept in mind that there are many variables at work in 

the school culture. Further studies in the process of cross-age tutoring 

need to be conducted in all subject areas with attention given to optimal 

tutor-tutee match. Some examples of topics suggested are: age differ

ences, ethnic differences, and sex differences. Glenn G. Dahlem (1973) 

found that tutors of the same sex have a greater influence on tutoring 

gains than any other group. 

The exposure to achievement models \,i th which the children could 

identify, as well as the assistance with academic work, are felt to be 

important factors in improving the children's academic related behaviors 

and attitudes. The implication is that high school students can be 

utili zed to affect both the social and community context in which 

learning occurs, as well as provide tutorial assistance. Increased 

utilization of community resources is a readily available strategy to 

maintain and enhance positive academic behavior of children. 

Another outcome is holding power, or keeping students in school. 

Cross-age tutoring provides the opportunity for the elementary child to 

take on a useful role model. James S. Coleman, in his report, "Youth, 

Transition to Adulthood" (1966), discusses social, political, and 

economic assimilation of American youth into adult roles. The report 

recommends tutoring as one of a number of acti vi ties \.;hich are "favorable" 

to the growth of youth because it institutionalizes informal arrangements 

for work and personal relationships, and thereby enhances role diversity 

(Buffer, 1978). Future research issues could focus on long term effects. 
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A third significant outcome of cross-age tutoring deals with 

vocational experience. According to Wilson (1977), too few students have 

an opportunity to teach before making a decision about a career in edu

cation. Cross-age teaching allows students to experience a teacher role 

and form a basis for making a career decision. It can also be a vehicle 

for job training. 

The above outcomes describe a few of the many possibilities for 

cross-age tutoring programs. Although the treatment administered to 

students in this study did not appear to be effective, the chapter is 

not closed. A wealth of opportunity awaits the researcher in regard to 

the effectiveness and need of cross-age tutoring programs. A creative 

method of evaluation needs to be devised and employed, along with the 

design of an innbvati ve study. Potential for positive outcomes ah'ai ts 

the creative researcher. 
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Student Name Date 

Time 

Location 

LESSON PLAN OUTLINE 

1. Subject family history 

2. Objective(s) (]) Improve self-esteem 
(2) To learn the skill of research in family history 
(3) Make a family scrapbook 

3. ~lateria1s pencil~ construction paper~ l;)riting paper~ glue~ punch, 
crayon~ family chart~ yarn 

4. Procedure 

A. Introduction (motivation) 

B. explain~ l;)hat is going to happen 

C. take out chart - names, l'elation~ places~ dates and explain 
about it 

D. make scrapbooks 

E. get pictures or dral;) picture;, 

F. get info. from parents 

G. l;)ork on throughout the l;)eek 

H. (conclusion) Amount aU of the kids completed family trees 

5. Your Evaluation of the Lesson 

The kids l;)ere very nice and participated beautifully. It makes me 
feel good inside to knol;) that I contributed to their interest and 
education on the family tree. I think it turned out very l;)eU and 
l;)ould love to do it again. 
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Name ------------------------
School 

Lesson ----------------------
Date ------------------------

SONORAN EXPERIENCE CLASS EVALUATION 

1. Relevance to on-going curriculum: 

Learning how to take pictu~es and lea~ning mo~e about the 
Mission is ~elevant at any time. 

2. Strengths: 

The students f~om Sunnyside did a ve~y fine job of exptaining the 
pa~ts of a aame~a and how to use it~ and also some pules fo~ getting a 
good piatu~e. 

Anothe~ st~ength is the ~elationship of the 4th g~ade~s with the 
students f~om Sunnyside. They ~eall!} 1L'o~k togethe~ well and enjoy 
each othe~. Thei~ little "pa~tu" and ty·eat Was g~eatZy app~eciated. 

The 4th g~ade~s also lea:pning mo~e about w~iting a stO}'!} and 
mo~e facts about the mission~ in w~iting thei~ little sto~ies. 

It was a ve~!} wo~thwhile p~oject. I lea~ned a lot~ too. 

3. Weaknesses: 

I would like to have had them stick to thei~ o~iginal idea of 
having a pictu~e of each child and then the five pictU}'es he o~ she 
took. 

4. Suggestions: 

It might have been good to discuss with the ahiZ~en what Was 
good o~ bad about thei~ pictupes. 

Thank you, 

Klaire Pirtle 
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Dear Mrs. Pirtle and Students3 

Thank you for coming to our class in the whole school yeal'. The 

best high school kid in the projects is Kathy. She is nice and she is 

pretty. My mother tried one of your recipes3 but she goofed. She 

forgot the powdered sugar. I liked trips that you took us to. MostZy 

the trip to the San Xaviel' Mission. Do l'emember the tree sheet you 

gave us? We have it right in our Family Album. The Historical Society 

Museum was a neat thing to see. And the leal'ning centers were neat. 

The Christmas party the hot chocolate was good but hot! When Richa1'd 

served the chocolate I drank some and burn my self. The mining at the 

Historical Society Museum was a ve!'"!) good experience. The San Xavier 

had a beautiful mountain on the side of the church. In side of the 

church there is a man who lies in a bed who is sick. And you are 

supposed to give money fOl' the man. 

Love always3 
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