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THE IMPACT OF CLASSWIDE PEER TUTORING FOR STUDENTS WITH EMOTIONAL 

OR BEHAVIORAL DISORDERS 

ABSTRACT 

This study investigated how ClassWide Peer Tutoring can be effective for students with 

Emotional or Behavioral Disorders. This research was a quantitative study and followed an A-B-

A design, where the first A was the initial baseline observations, B was the ClassWide Peer 

Tutoring intervention, and the second A was the baseline reintroduced after the intervention was 

withdrawn. The study was six weeks and each phase of the research design was for two weeks 

with two observations each week. The study examined data from a single subject participant with 

Emotional or Behavioral Disorders in an 8
th

 grade mathematics class. Results from this study 

found on-task behaviors increased while off-task behaviors decreased when ClassWide Peer 

Tutoring was implemented during intervention. In addition to improved behavior, academic 

accuracy was better with ClassWide Peer Tutoring. Implications for further research include 

lengthening the research study to an A-B-A design and examining the differences between 

student thought incentives and teacher incentives.  
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The Impact of Class Wide Peer Tutoring on Students with Emotional or Behavioral Disorders 

Introduction 

There are several strategies that are available for teachers to improve on-task behaviors 

and academic achievement in their classroom; however, it is difficult to select one common 

intervention that reaches the needs of all students’ learning. Whichever strategy the teacher uses 

to influence the students in having a productive and meaningful class needs to engage positive 

emotions about learning. Students with Emotional or Behavioral Disorders (EBD) specifically 

need to develop a level of improved engagement to avoid some type of inappropriate behaviors 

(Al-Hendawi, 2012). Students with EBD exhibit inappropriate behaviors in class, do not have 

high achievement, and have difficulties making relationships with the teachers and peers (Al-

Hendawi). During class, teachers exclusively focus on the behavioral problems and do not pay 

enough attention to the academic needs of students with EBD (Webhy, Lane, & Falk, 2003). A 

proven effective intervention strategy that reduces the likelihood of school failure involves 

tutoring (Bowman-Perrott, 2014). For the purpose of this study, ClassWide Peer Tutoring 

(CWPT) has been researched and aimed at answering the following research question: How 

would ClassWide Peer Tutoring impact a student with EBD on his engagement in on-task 

behavior and academic achievement? 

There is sufficient research that supports Evidence Based Practices (EBP) in the 

classroom with proper and effective teacher implementation (Vostal, 2011; Farley, Torres, 

Wailehua, & Cook, 2013; Bowman-Perott, Greenwood, & Tapia, 2007). EBPs are research 

supported teaching strategies that improve academic and behavioral issues (Farley, Torres, 

Wailehua, & Cook, 2013). CWPT is one of the evidence based practices that supports 

improvements in academic achievement from peer instruction and repeated practice with proper 
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implementation (Mattison & Blader, 2013). CWPT is a peer mediated instruction that is 

facilitated by the teacher and allows students to assist and tutor one another to improve on-task 

behaviors and academic performance (Bowmann-Perrott, 2014). The use of CWPT has been 

researched to investigate the impact on student academic performance as well as the students’ 

on-task behaviors and motivation in classrooms. Since students will be working with other peers 

in the classroom, CWPT encourages self-monitoring appropriate communication and social 

skills, and attention to the assignment provided (Landrum, Takersley, & Kaufmann, 2003). The 

environment created by CWPT is highly structured, and allows students with EBD to “receive 

one-to-one instruction, repeated practice, and immediate feedback, all of which support increases 

in academic achievement” (Farley, Torres, Wailehua, & Cook, 2013, p. 39).  Each student may 

be paired with a different peer throughout the process of CWPT to receive additional yet 

different and immediate feedback. Each tutoring pair is provided an equal opportunity to take the 

role of the tutee and tutor (Farley, Torres, Wailehua, & Cook).   

Research has also shown that competition between the tutoring pair increases student 

motivation (Farley, et al., 2013). Each tutee is eligible to receive up to 2 points for every correct 

solution. In addition, teachers can add extra points to the tutoring pair for evident engagement in 

appropriate behaviors (Farley, et al., 2013). In CWPT, students with EBD can improve their 

“positive social interactions between students that wouldn’t typically occur” (Bowman-Perott, 

Greenwood, & Tapia, 2007, p. 67). Once students see improvements in their interactions, 

motivation, and achievement, the levels confidence and feelings of success increase.  

The majority of the research on the use of CWPT with EBD students was conducted in 

elementary and middle school settings. There is not an ample amount of literature available that 

investigates the use of CWPT in a high school setting with EBD students. Statistics show in 
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1998, there was a 55% drop-out rate with EBD students and a 50% noncompletion rate in 

secondary schools (Fulk, Brigham, & Lohman, 1998). This rate of drop-outs and school 

noncompletion for students with EBD warrants additional research to be conducted because EBD 

students are a population with various school challenges. The common reasons why students 

drop out of school are, “a lack of interest in school, and the belief that they will be unable to 

complete graduation requirements” (Fulk, et al., 1998, p. 300). It is important to note that low 

grades are not among the causes of school drop-out with EBD students. The improvement that 

these students make with effective EBPs such as CWPT is a helpful and suggested approach to 

improve motivation and achievement because it creates a friendly and engaging classroom 

environment (Fulk, et al., 1998). 

This area of research is important because students with EBD struggle to find success in 

the classroom. Teachers spend a lot of time and attention managing various disruptive behaviors 

from EBD students during class instructional time and thus not enough time is devoted to 

teaching. Students with EBD, “often have trouble regulating their emotions, become inflexible 

and have outbursts, and leave teachers feeling exhausted and incompetent” (Rappaport & 

Minahan, 2012). Unless student behaviors are managed, classroom instruction cannot take place. 

Evidence has shown that academic instruction takes up only 30% of the school day in classrooms 

for students with EBD (Wehby, Lane, & Falk, 2003). CWPT as an EBP for instruction allows 

and enforces students to be academically engaged with the content material. CWPT does not 

only set up success in the classroom, but also teaches life skills such as cooperating with others 

and retaining attention to task that students need in the real world.  CWPT can be utilized during 

independent working time to solidify what was learned in the previous lesson, with repetitive 

practice or even during instructional time to help students’ ability to properly teach and assist 
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another peer. When properly implementing CWPT, teachers can reiterate students to be proud of 

the work they accomplish in the classroom, while simultaneously helping them improve their 

motivation and engagement.  

Specific strategies that improve engagement and achievement for students with EBD will 

be further researched. The purpose of this study is to investigate how CWPT would impact on-

task behaviors and academic success of a student with EBD. 

Literature Review 

The purpose of this research study is to understand the effective practices that educators 

use to improve student motivation and academic achievement for middle school students with 

Emotional or Behavioral Disorders (EBD) at a public school in a rural area of New York State. 

For the purpose of this study, the effective practices that educators use to improve student 

motivation and achievement are generally defined as an increase in positive student interactions 

in the classroom. Improvements in on-task behavior and achievement among students with EBD 

were the focus of this research. In order to also obtain researcher-based definitions, it was 

essential to read articles about how students with EBD were identified, the definition of EBD, 

what evidence based practices were used in the classroom, and how researchers were defining 

motivation and achievement improvement. Articles in the Educational Resources Information 

Center (ERIC) and EBSCOhost database were utilized to conduct this research. Key words such 

as Emotional or Behavioral Disorders, middle school, behavior, and academic achievement were 

searched to find appropriate articles for this research. This literature review was organized by 

defining EBD and citing qualities of students with EBD first, followed by EBPs that are 

successful with EBD students, challenges that students with EBD face, how to improve on-task 

behavior and academic achievement, and how CWPT can be effective in improving students 
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with EBD on-task behaviors and academic achievement. For the purpose of this study, literature 

has been reviewed to produce an overview of studies conducted to investigate EBD students with 

low motivation in class, and how teachers work to increase these students’ motivation and 

achievement during in-class instructional time.  

Effects of Emotional or Behavioral Disorders 

Students that are diagnosed with EBD are not typically identified at an early enough age 

to adapt and change their problem behaviors with treatment (Landrum, Tankersley,& Kauffman, 

2003, p.148). Middle school students with EBD struggle in school, particularly in academic 

achievement, due to inappropriate behaviors, and unsatisfactory social relationships. Studies 

suggest that students with EBD are about 1-2 years below their grade level and have significant 

lower academic achievement, compared to students without disabilities (Lane, Barton-Arwood, 

Nelson, & Wehby, 2008, p. 44). Students with EBD “often show poor academic performance, 

particularly in basic academic skills such as reading and arithmetic, have low academic 

achievement, and have difficulties in relating to both peers and adults” (Al-Hendawi, 2012, 

p.126). The behaviors for students with EBD generally are exhibited externally, by being a 

distraction or being aggressive, and internally by being withdrawn, and anxious (Cortez & 

Malian, 2013, p.54). In addition to the academic concerns, students with EBD drop out of school 

more often, fail more courses, and are held back a grade (Wehby, Lane, Falk, 2003, p.194). 

Recent data from the United States shows “about 50% of students with EBD drop out of school 

and 72.9% of high-school students with EBD have been suspended or expelled” (Al-Hendawi, 

2012, p. 125). However, poor grades are not the primary cause of school incompletion. “Two 

reasons typically provided by students who drop out of school are: (a) a lack of interest in school, 

and (b) the belief that they will be unable to complete graduation requirements” (Fulk, Brigham, 
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Lohman, 1998, p. 300). Typically, EBD students’ academic achievement is correlated by some 

kind of inappropriate behaviors (Wehby, et al., p. 194). Behind all of the time spent to attempt to 

correct certain behavior problems, it is important for teachers to not allow those problems to take 

away valuable instruction time. “Leaders in the education of students with EBD have begun to 

question whether too much emphasis has been placed on behavioral interventions and not 

enough on academic interventions” (Mattison & Blader, 2013, p. 201). Teachers spend too much 

effort and attention correcting the behavior problem(s), rather than the academic content of the 

classroom. Teachers should shift their focus on increasing on-task behaviors of students with 

EBD.     

Evidence Based Practices 

 EBPs are defined as the best available researched results about educational practice 

(Spencer, Detrich, & Slocum, 2012). The proper implementation of EBPs is imperative in 

classrooms to prevent any behavioral problems caused by students with EBD. To prevent off-

task behaviors, teachers must have appropriate understanding of how to put multiple EBPs into 

practice. “However, teachers, who are critical primary prevention interventionists, have reported 

both a lack of preparation and knowledge of interventions for supporting children with social 

behavioral needs” (Stormont, Reinke, & Herman, 2011, p. 19). The proper use of EBPs is a 

significant area of need to gain capability to meet the needs of all children in their schools. The 

characteristic that is most valuable with EBPs is student motivation. Motivation and engagement 

are critical in order for students to participate in any given activity. Students who have 

exceptional motivation from preschool to high school are not easy to come across or identify 

(Skinner & Belmont, 1993). However, students that are engaged and motivated during class are 

extremely visible in the classroom. “Highly motivated children are easy to identify: They are 
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enthusiastic, interested, involved, and curious; they try hard and persist; and they actively cope 

with challenges and setbacks” (p. 571). Students’ motivations are decreasing and they find 

themselves withdrawn from learning starting at junior high school (Fulk, Brigham & Lohman, 

1998). One factor that contributes to the decreasing motivation is the learning environment 

(Fulk, et al.). Students need a classroom environment that promotes a safe and engaging learning 

community. Without an appropriate learning environment, students could be at risk for lower 

achievement and social behavior (Fulk, et al.). With positive behavior support (PBS) 

implementation, students can learn in a safe environment that leads students to academic and 

social success (Scott, Park, Swain-Bradway, & Landers, 2007, p. 226). “Under a PBS system, 

specially designed rules, routines, and physical arrangements are used to effectively decrease the 

number of problem behaviors that occur due to inadequate or poorly designed environments” (p. 

224). For the PBS system to be successful, teachers must provide effective instructional methods 

and an effective and consistent management structure.   

On-Task Behavior Improvement  

Research on the levels of academic engagement of students with EBD promotes mainly 

examining on-task behaviors (Al-Hendawi, 2012, p. 126). Students that are engaged in classroom 

activities are satisfied with their accomplishments as their own abilities increase, such as 

improved grades and better adjustment to school (Skinner & Belmont, 1993). Classroom on-task 

behavior is a key factor in a student’s effective classroom adjustment. On-task behaviors are 

defined as active, positive, and respectful behaviors (Rappaport & Minahan, p. 25). When 

students show their effort towards participating in class, the learning activities become less 

boring, more interesting, and enjoyable (Villavicencio & Bernardo, 2013, p. 330). “The capacity 

to stay on-task has been shown to be important not only for children’s learning but also for 
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children’s social and behavioral adjustment” (Leflot, Onghena, & Colph, 2013, p. 188). 

Remaining on-task requires complete attention to the teacher’s instructions, limiting the 

opportunities for poor social and behavioral issues.   

Students with EBD “receive less instruction, fewer instances of teacher praise, and fewer 

opportunities to respond” (Scott, Alter, & Hirn, 2011, p. 620). These instances cause continuous 

off-task and disruptive behaviors, impeding student learning. Teacher praise is a simple yet 

effective intervention to improve the disruptive behavior by just simply maintaining a positive 

voice and behavior. Praise can be defined as “an affirmative statement delivered by the teacher 

immediately following the completion of a specified academic or social behavior” (Musti-Rao & 

Haydon, 2011, p. 92). Although teacher praise is effective, it does not limit the amount of 

disruptive behavior by itself.  

The qualitative study conducted by Ames and Ames (1984) found goal structure to be 

prevalent in the classroom. “Goal structure defines which goals students are to accomplish, how 

students are to be evaluated, and how students are to relate to each other and to the task” (p. 

535). The three types of goal structure can be broken up into three categories: competitive, 

cooperative, and individualistic (Ames & Ames, p. 535). For the purpose of this study, the 

individualistic type of goal structure will be further researched. According to Ames and Ames, 

individuals will come up with specific goals that are not dependent upon another student. This 

structure promotes a non-competitive and individualized task-mastery direction, where the 

student will show progress in gaining ability or skill through effort. Similar to the individualized 

goals, student self-assessment can support student’s motivation and more meaningful learning. 

“Student self-assessment is more accurately defined as a process by which students 1) monitor 

and evaluate the quality of their thinking and behavior when learning and 2) identify strategies 
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that improve their understanding and skills” (McMillan & Hearn, 2008, p. 40). When properly 

implemented, students can evaluate their own work, and improve their performance as necessary. 

The individualized achievement or mastery goal has resulted in positive outcomes, including 

“preference for challenging work, persistence, use of deep learning strategies, and pride and 

satisfaction in effort” (Turner, Meyer, Midgley, & Patrick, 2003, p. 358).  

Another method to reduce off-task behaviors is the use of technology. In a study 

conducted by Gulchak (2008), one male student was the participant in an investigation on how 

using a handheld computer could improve on-task behavior. The participant of this study has 

EBD, which for the purpose of this study, had an observer record on-task behaviors in 30 second 

intervals for 30 minutes and had the participant collecting self-monitoring data with the hand 

held computer at 10-minute intervals during a one hour period. The participant was given a 

definition of on-task behaviors as: “a) keep hands away from face, 2) complete work assigned, 

and 3) raise hand to ask questions” (Gulchak, 2008, p. 571). If the participant showed a moment 

of off-task behaviors, that interval period resulted in a score of zero. In order to receive full 

credit for remaining on-task, the student had to do so for the full duration of the interval. Every 

10 minutes, the student would record his on-task behaviors on the handheld computer with the 

provided stylus. The researchers found that throughout the study, “the student used the handheld 

computer to self-monitor his on-task behavior on 100% of the intervention days. The fidelity of 

implementation for all intervention days was 100%” (p. 575). From the self-management 

strategy, the participant was able to replace disrespectful and off-task behaviors with more 

appropriate behaviors. In addition, self-management has been proven to improve homework 

completion and accuracy for students with EBD (Cancio, Weset, & Young, 2004, p. 10). 
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Increased Academic Achievement  

“Although task engagement is a key predictor of academic success for all students, it may 

be particularly important for those with EBD, who often choose not to engage in academic tasks” 

(Vostal, 2011, p. 3). EBPs are strategies that have been proven by research to be effective to 

improve academic results for students with EBD (Farley, Torres, Wailehua, & Cook, 2013, p. 

38). In order for a teaching practice to be designated as an EBP, it must go through intensive 

review and research. When EBPs are implemented properly, teachers can support students in 

their areas of need to help realize full potential (Farley, et al.).  

ClassWide Peer Tutoring 

CWPT is a highly researched EBP that supports peer assistance for improving academic 

achievement and on-task management. CWPT is defined as a “reciprocal peer tutoring strategy 

that allows students to serve both as tutor (teacher) and tutee (student) to review and learn basic 

skills and content material” (Bowman- Perrott, Greenwood, and Tapia, 2007, p. 67).  In a 

structured format, CWPT will “increase opportunities for students to receive one-to-one 

instruction, repeated practice, and immediate feedback, all of which support increases in 

academic achievement” (Farley, Torres, Wailehua, & Cook, 2013, p. 39). Additional benefits of 

CWPT for students include increased positive social interactions, encouragement of working 

together, and most important to experience more success and feel confident (p. 67).  

In a study conducted by Bowman- Perrott, Greenwood, and Tapia (2007), nineteen 5
th

 to 

12
th

 grade students with EBD in an urban and suburban school were participants in determining 

if CWPT can improve accuracy and on-task behaviors. Participants were placed in tutoring pairs 

and each student got equal time to be the tutor and the tutee during a 30 minute period. For every 

study guide question answered correctly by the tutee, two points were awarded, while only one 
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point was awarded if a correct answer was provided after an initial incorrect solution. The 

objective in the 30 minute interval was to have the most points out of all the tutoring pairs. The 

duration of this study is one school semester, where a pre-test was administered at the start of the 

semester and a post-test at the end of the semester to show achievement with CWPT. The 

researchers found that throughout the study CWPT not only improved the post-test average from 

each participant, but also improved on-task behaviors. The baseline pre-test average was 28, 

whereas the post-test average was 78. “The mean percent of time on-task was 77% in baseline 

and 96% in CWPT” (Bowmann-Perrott, Greenwood, & Tapia, 2007, p. 75). In addition, the 

teacher was noticing that during CWPT, students were giving each other praise, which did not 

happen before the intervention. 

In a different CWPT study conducted by Hawkins, Musti-Rao, Hughes, Berry, & 

McGuire (2009), eleven 5
th

 grade mathematics students in an urban charter school were 

participants in determining if CWPT can improve basic math skills. Before the 15 week study 

began, the teacher collected data from the participants on a two minute, timed multiplication 

facts worksheet. During the study, participating students engaged in CWPT twice a week and 

completed assessments once a week. The three components of this study include the baseline, 

peer tutoring training, and peer tutoring. The purpose of the baseline was to have participants 

independently work on assigned problems after the teacher had taught a brand new lesson. 

Student data was collected to determine the skills that need to be targeted. During peer tutoring 

training, the teacher introduced CWPT to the participating students. Participants were given an 

opportunity to be engaged in CWPT after instruction. While the students were participating in 

CWPT, the teacher observed each student for accuracy, to ensure that procedures were followed 

correctly. Once the teacher confirmed that no further training was necessary, students 
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participated in the peer tutoring intervention. Each tutoring session lasted 10 minutes, where 

each peer had 5 minutes to be the tutor and tutee. The tutor’s responsibility was to present the 

flash cards of multiplication problems to the tutee and provide a statement of praise for each 

correct answer. The tutee was required to answer and repeat the correct answer to the tutor 

before moving on to the next question. Following the 10 minutes of tutoring, peer tutoring pairs 

were required to assess each other on multiplication facts again. Tutors were required to present 

multiplication flash cards again but were also required to place those flash cards with correct 

answers in the checkmark column of the feedback sheet. Whenever a tutee incorrectly answered 

a question, the tutor would place those flash cards with incorrect answers on the “X” column of 

the feedback sheet. The students would switch roles and record the number of correct answers in 

their personal log sheet. During the peer tutoring time, each student had an index card on their 

desk labeled “Good Tutor Card.” If participants were focused and on-task with the peer tutoring, 

the teacher would walk around the classroom and place a stamp on the “Good Tutor Card” for 

those that demonstrated appropriate tutoring etiquette and procedures. The “Good Tutor Card” 

served as an incentive for students to remain on-task during the activity. The pre-test results at 

the beginning of this study showed that none of the participants had more than 40 questions 

correct or were at mastery level. After the completion of peer tutoring, all students fell in the 

mastery level and answered more than 40 questions right on the post-test. The CWPT 

intervention demonstrated increasing patterns of academic performance and student behaviors. 

Challenges that Students with EBD Face 

 Students with EBD encounter severe performance and behavior difficulties in school but 

also social and emotional obscurities as well. Academic content in particular, students with EBD 

experience great difficulty in mathematics class, specifically with word problem-solving 
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questions that require upper level thinking and on-task behaviors in mathematics (Gagnon & 

Maccini, 2007, p. 44). “Word problems are defined as the set of problems which in educational 

contexts are solved through the application of various arithmetic operations successively 

combined with one another until a result is found” (Gasco & Villarroel, 2013, p. 86). Word 

problems require number sense, recognizing appropriate information while discarding irrelevant 

information, and determining the proper operation to use; therefore the depth of solving a word 

problem requires “the requisite academic skills and behavioral self control to remain engaged in 

academic tasks” (Haydon, Hawkins, Denune, Kimener, & McCoy, 2012, p. 232). There are 

several recommended strategies that have been found by researchers for students with EBD to 

have higher achievement in mathematics. Gagnon and Maccini (2007) found such strategies to 

include: “instructional strategies consistent with The National Council of Teachers of 

Mathematics (NCTM) standards, direct instruction, graduated instruction, grouping practices, 

and self-monitoring” (p. 44). All of these recommended instructional strategies can positively 

affect achievement by consistent and energetic student participation with implementation of real 

life applications. Technology and real life applications create a more interesting classroom 

environment and allow students to become actively engaged. “School systems world-wide need 

to retool to efficiently manage the learning of the knowledge and skills needed to function in 

today’s world” (Klein, 2013, p.1). Similar research conducted by Alter, (2012, p. 55) discussed 

the importance of the teacher providing easy-to-implement, specific steps to solve any 

mathematics word problem.     

 With increased accountability in student achievement each year, several classrooms 

around the country have difficulties attaining high levels of academic achievement (Hawkins, 

Musti-Rao, Hughes, Berry, & McGuire, 2009). Students with EBD are greatly affected by these 
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increased demands, and therefore, have lower academic achievement, receive unsatisfactory 

instruction, and experience high rates of school dropout. Although students are ultimately 

responsible for being on-task and maintaining high academic achievement, teachers need to be a 

positive impact to encourage appropriate behaviors and learning, especially to students with 

EBD. By establishing appropriate teacher to student relationships, the likelihood of inappropriate 

behavior can be reduced (Boorn, Dunn, Page, 2010, p. 311). “It is highly likely that teachers will 

encounter students with EBD in their classrooms and in fact even more likely that they will 

observe behavior problems typically associated with EBD in any number of students” (Farley, 

Torres, Wailehua, & Cook, 2013, p. 37). Not a single teaching method or intervention will 

always be the most effective learning strategy (Hiebert & Grouws, p. 374). Through the use of 

easy-to-implement EBPs students with EBD will learn to increase academic achievement while 

improving on-task behavior. 

 One deficit that was noticed during the research was determining if CWPT was more 

effective in improving on-task behaviors or academic achievement. In previous studies, on-task 

behaviors and academic achievement both showed significant improvement after the 

implementation of CWPT. However, these studies did not indicate whether on-task behaviors or 

academic achievement were improved more through the use of CWPT. 

Methodology 

The research question for this study is: How will ClassWide Peer Tutoring impact a 

student with Emotional Behavioral Disorders on his engagement in on-task behaviors and 

academic achievement? This study took place over the course of six weeks and is represented as 

a quantitative method that is followed by a single subject A-B-A design. The first A of this 

design was the baseline, where the researcher collected and recorded data before an experimental 
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intervention. The first B of this design was an experimental intervention for the target single 

subject. The second A started after the completion of the initial intervention. During this phase, 

research and data were collected from the single subject without the experimental intervention to 

determine whether the behavior would revert back to its original state. The single subject 

individual who participated in the study has been diagnosed with Emotional or Behavioral 

Disorders (EBD) and was in an 8th grade mathematics class. The participant is 13 years old. 

Since the student is under 18 years of age, signed consent forms from the student and a 

parent/guardian were necessary to participate in the study. The student is from a rural area in 

New York State where about 93% of the students speak English as their primary language 

(http://www.city-data.com/city/New-York.html).  

The first A of this design is the baseline condition and took place for the first two weeks 

of the study. For each of the two weeks, the researcher observed the participant twice a week for 

20 minutes each observation. The teacher started each class with instruction of new material. At 

the end of the instruction, 20 minutes were allotted for individual guided practice time. During 

the baseline, the researcher observed and collected data from the EBD student’s behavior each 

observation, before the experimental intervention. During each observation, the researcher tallied 

the number of times the student exemplified on-task behaviors with a “+”, and off-task behaviors 

with a “-” on the task behavior chart. (An example of the task behavior chart is included in 

Appendix A). During each observation, the researcher recorded data on a new task behavior 

chart to examine any differences in behavior. On-task behaviors were defined as paying attention 

to the teacher, asking or answering academic questions, engaged in the task, and following 

directions. Off-task behaviors were identified as behaviors such as yelling in class, making 

inappropriate faces, disengagement from the task, or being in an inappropriate location during 
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the instruction. Besides observing the behaviors from the single subject, the researcher collected 

the guided practice activity worksheet from the single subject student at the end of each 

observation to examine the initial academic achievement level. These guided practice worksheets 

were provided by the teacher as their planned lesson activity after instruction. The name of the 

participating student has been kept confidential.  

The phase B was the experiment intervention and took place for two weeks after the 

baseline period. For the two week intervention period, the researcher observed the single subject 

participant twice each week. During this phase, ClassWide Peer Tutoring (CWPT) was 

introduced to the entire class during the 20 minute guided practice time. However, for the 

purpose of this study, observations and data were only collected from the single subject 

participant. CWPT is a peer tutoring program that allows students to assist one another while 

working on questions with corrective feedback to support students’ academic achievement. The 

teacher assigned each student in class a partner for the six week study based on compatibility and 

academic knowledge. It was necessary for each student pair to experience the most potential to 

gain from the peer tutoring, by matching each student with different academic skills but 

compatible work ethic. Each pair became a tutoring pair during the CWPT intervention, where 

each student was provided an equal opportunity to become the tutor and tutee. The tutee was the 

student that worked on the guided practice questions while the tutor watched and assisted the 

tutee to answer the guided practice questions. During the 20 minute intervention, each student in 

a tutoring pair had 10 minutes to act as the tutor while the other partner was the tutee. Once the 

initial 10 minutes of the intervention were up, the pair switched roles for the remaining 10 

minutes. During this phase, the researcher investigated whether the student with EBD became 

more engaged, interested, and on-task with proper CWPT implementation. The researcher 
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continued to record the single subject’s behavior on a task behavior chart and collected the daily 

guided practice worksheet. The desired behavioral change at the end of this phase is for the 

single subject with EBD to improve instances of on-task behaviors while decreasing the number 

of off-task behaviors. The guided practice worksheets were noted as the phase B, for data on 

academic performance. 

Once the 2 week intervention was complete, the baseline condition was reintroduced for 

another 2 weeks, to make up the second A of this study. The purpose of reinstating the baseline 

after intervention was to determine whether the removal of the intervention would negatively 

affect the student with EBD. For the last two weeks of the study, the researcher observed the 

single subject EBD student without the implementation of CWPT twice a week during the 20 

minute guided practice time at the end of the class. Throughout the second baseline, the 

researcher continued to use the task behavior chart to tally the instances of on- and off-task 

behavior and collected the weekly guided practice worksheet.  

The researcher’s role in this study was to observe and collect data from the single subject 

participant’s on-task behaviors and academic achievement in a six week study.  

The teacher’s role in this study was to briefly instruct all students in the class, using 

lecture based instruction and whole class discussions each week. Once the instruction was 

completed after the first period of intervention, the teacher matched students in appropriate peer 

tutoring pairs and explained the objectives of the 20 minute CWPT intervention that will be 

provided by the researcher. The objectives of the CWPT intervention were to improve academic 

achievement and to remain on-task during guided practice time. The teacher provided the guided 

practice worksheets each observation for all students as a part of their lesson plan. During each 
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design phase, the teacher ensured that classroom students were following the purpose and 

objectives of CWPT.  

All students received the teacher’s regular lecture based instruction at the start of class, 

before the start of the CWPT. Once guided practice time started, CWPT began when students 

were assigned into tutoring pairs. The teacher did not randomly assign pairings to maximize 

levels of cooperation and good quality work within each tutoring pair. The teacher assigned 

tutoring pairs that complemented each other’s work ethic and academic knowledge. During the 

20 minute CWPT intervention, each student in the tutoring pair was provided a 10 minute time 

period to be the tutor, while the other student was the tutee. The tutor was able to award the tutee 

up to two points for each correct answer on an activity worksheet for guided practice. Two points 

were awarded for an initial correct answer. If the question was answered incorrectly, the tutee 

was able to obtain only one point for fixing the error. If the question was still incorrect, zero 

points was awarded. For the students, the objective of CWPT was to earn the highest total score 

as a tutoring pair from the teacher provided class activity worksheets each week. These awarded 

points for correct guided practice answers did not positively or negatively affect students’ grades. 

The purpose of the point system was to motivate the single subject EBD student to remain on-

task in the classroom and attain higher academic achievement. In addition, the teacher was able 

to determine what areas of a lesson needed further explanation from the common incorrect 

answers during the guided practice time. Only the data from the single subject was collected to 

determine if CWPT was an effective learning strategy.  

The procedure for the study was to have the researcher first obtain permission to conduct 

the study from the principal of the school. Once permission was obtained from the principal, the 

researcher informed the teacher the benefits of the study and how it would be implemented in the 
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classroom. The researcher was granted permission from the classroom teacher to conduct the 

study after discussing the benefits of CWPT. The teacher thoroughly explained the study to the 

participating student and determined tutoring pairs. As soon as the researcher obtained the 

consent forms from the student and their parents/guardians, the study began.  

The overall goal of this research study was to investigate how using the evidence based 

practice, namely, CWPT would impact on-task behaviors and academic achievement of a student 

with EBD. It was the researcher’s responsibility to provide evidence to the education field that 

supports CWPT as an effective teaching strategy that results in good classroom behavior and 

higher achievement scores.  

Since this study is an A-B-A study, the researcher graphed the participant’s on-task and 

off-task behavior frequencies and the academic achievement from the guided worksheets. On 

each graph, the intervals of baseline and intervention were labeled to see when and where the 

participant’s behavior and achievement increased and decreased. For the purpose of this study, 

Microsoft Word and Excel were used to analyze data and construct tables and graphs. Since this 

study only involved one participant, advanced statistical programs such as MiniTab or SSPS 

were not necessary. 

Results 

 Visual observation was the primary method for collecting data on in-class behaviors. 

During baseline observations, on- and off-task behaviors were tallied at the end of the class 

period when the single subject was participating in the independent guided practice worksheet. 

The guided practice worksheet had to be completed independently in the 20 minute time limit 

during baseline designs. On- and off-task behaviors were tallied throughout the 20 minutes of 

guided practice time. When ClassWide Peer Tutoring (CWPT) was implemented during the 
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intervention, the participant still had 20 minutes to complete the guided practice worksheet, but 

was assigned a peer tutoring partner to assist each other during the guided practice time. Similar 

from the baseline, on- and off-task behaviors were tallied throughout the entire 20 minutes of 

CWPT. The participant of this study was one 8
th

 grade student who has Emotional or Behavioral 

Disorders (EBD). The on-task behaviors that were focused for the single subject’s data collection 

included: paying attention to the teacher, asking/answering academic questions, engaged in the 

given task, and following directions. The off-task behaviors that were focused for the single 

subject’s data collection included: yelling in class, making inappropriate faces, disengagement 

from the task, being in an inappropriate location during instruction. Besides on- and off-task 

behaviors in the classroom, a guided worksheet with four practice problems relevant to the day’s 

newly taught lesson was collected and analyzed at the end of each observation. This study was a 

six week, A-B-A quantitative research design. Each design phase was for two weeks with two 

observation visits each week. Results from in-class behaviors and academic performances were 

summarized and graphed below. In general, the data showed that CWPT was an effective EBP 

for the single subject with EBD. The participant demonstrated more frequent on-task behaviors 

and better mathematics knowledge during the intervention. 

Behavioral Analysis 

 From the off-task behaviors data in Table 1, it was apparent that the participant was not 

following directions and had a difficult time staying engaged during the lesson during baseline 

data observations. During the first week of baseline, the frequency rate of on-task behavior was 

27%, whereas off-task behaviors were overwhelmingly high at 73%, as shown in Table 2. The 

participant showed slight improvement during the second week of baseline. The frequency rate 

of on-task behaviors improved to 41% while the off-task behaviors decreased to 59%. Therefore, 
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the average of the frequency rate of on-task behaviors from the baseline was 38% and the 

average of off-task behaviors was 62%. The teacher had to give the participant constant 

reminders to be focused and on-task.  During independent work time with the iPads, the 

participant did not care to work on the assignment, except when the teacher was carefully 

monitoring the participant. In addition, the participant often spoke out of turn, by shouting out 

inappropriate and unnecessary comments in class. Comments from the participant during the first 

two weeks of baseline included: “This class is boring!” “I have a headache.” “My leg hurts” and 

I can’t even walk.” “I swear I will get up and slap you.” Table 1 displays the total frequencies of 

specific on- and off-task behaviors by the end of the two week baseline period.  Table 2 displays 

the total of on- and off-task behaviors within each week and shows the frequency rate of on- and 

off-task behaviors by percentage. 

Table 1  

(A) Baseline On-Task and Off-Task Behavior Chart  

 

ON-TASK BEHAVIORS OFF-TASK BEHAVIORS 

Paying 

attention 

to the 

teacher 

Asking 

and 

answering 

questions 

Engaged 

in the 

given 

task 

Following 

directions 

Yelling 

in class 

Making 

rude 

gestures 

Not 

engaged 

in the 

task 

Wrong 

location 

during 

instruction 

Week 1 

Day 1 

Tallies  
2 2 1 1 4 3 8 3 

Week 1 

Day 2 

Tallies 
1 3 2 1 5 3 4 5 

Week 1 

Total 
3 5 3 2 9 6 12 8 

Week 2 

Day 1 

Tallies 
1 2 1 2 6 3 5 1 

Week 2 

Day 2 

Tallies 
2 1 3 4 3 1 3 1 

Week 2 

Total 
3 3 4 6 9 4 8 2 

TOTAL 

Baseline 
6 8 7 8 18 10 20 10 
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Table 2 

(A) Baseline On-Task and Off-Task Behavior Frequency Rate 

 
On-Task 

Behaviors Tallies 

Frequency Rate 

of On-Task 

Behaviors (%) 

Off- Task 

Behaviors Tallies 

Frequency Rate 

of Off-Task 

Behaviors (%) 

Week 1 13 27% 35 73% 

Week 2 16 41% 23 59% 

Total 29 38% 57 62% 

 

 Throughout the intervention, the participant has shown significant improvement in 

remaining on-task in class while reducing the occurrences of off-task behaviors during CWPT. 

During the entire instruction and guided practice time, the participant was engaged and eager to 

try additional practice problems. When working during guided practice time, the participant was 

sure to always double check his work, to ensure that he had a correct solution. Since the 

participant had been verifying his work, he displayed more confidence to participate in class 

discussions. At times, the participant had yelled out an answer without being called upon, but 

never meant to be disruptive. All on-task behaviors, specifically levels of engagement, 

significantly increased. Engagement in the given task was measured by the number of successful 

academic conversations with the peer tutoring partner and the ability to concentrate and stay 

motivated to complete the given work. Since the participant was more engaged during the 

CWPT, the frequencies of off-task behaviors reduced. As seen from Table 4, the participant 

demonstrated on-task frequencies at a high rate of 77% by the end of the intervention. At the end 

of the initial baseline period, the frequency rate of on-task behaviors was 38%, which was 39 

points lower than the on-task frequencies rate during the intervention. Throughout the two 

weeks, the participant consistently increased the frequencies of on-task behaviors while reducing 
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the amount of off-task behaviors. Table 3 displays the total frequencies of specific on-and off-

task behaviors by the end of the two week CWPT intervention period.  Table 4 displays the total 

of on- and off-task behaviors within each week and shows the frequency rate of on- and off-task 

behaviors by percentage. 

Table 3 

(B) ClassWide Peer Tutoring On-Task and Off-Task Behavior Chart  

 

ON-TASK BEHAVIORS OFF-TASK BEHAVIORS 

Paying 

attention 

to the 

teacher 

Asking 

and 

answering 

questions 

Engaged 

in the 

given 

task 

Following 

directions 

Yelling 

in class 

Making 

rude 

gestures 

Not 

engaged 

in the 

task 

Wrong 

location 

during 

instruction 

Week 1 

Day 1 

Tallies  
3 2 5 4 2 2 4 3 

Week 1 

Day 2 

Tallies 
6 6 7 8 1 2 3 1 

Week 1 

Total 
9 8 12 12 3 4 7 4 

Week 2 

Day 1 

Tallies 
6 5 6 5 3 1 1 1 

Week 2 

Day 2 

Tallies 
7 5 8 6 1 0 1 0 

Week 2 

Total 
13 10 14 11 4 1 2 1 

TOTAL 

Baseline 
22 18 26 23 7 5 9 5 

 

Table 4 

(B) ClassWide Peer Tutoring Frequency Rate 

 
On-Task 

Behaviors Tallies 

Frequency Rate 

of On-Task 

Behaviors (%) 

Off- Task 

Behaviors Tallies 

Frequency Rate 

of Off-Task 

Behaviors (%) 

Week 1 41 69% 18 31% 

Week 2 48 86% 8 14% 

Total 89 77% 26 23% 
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Once the intervention was completed, it was imperative to withdraw the CWPT strategy 

to determine how CWPT had an impact with in class behaviors. From the off-task behaviors in 

Table 6, participant was not nearly as engaged in the given task as he was during CWPT. 

Without the direct attention and support from another peer, the participant struggled to get 

motivated during class. Overall, the participant reverted to similar patterns as shown during the 

first baseline; however, the participant had slightly better results from the first baseline’s off-task 

behavior measures. Table 5 displays the total frequencies of specific on- and off-task behaviors 

without the use of CWPT by the end of the third and final two week baseline period.  Table 6 

displays the total on- and off-task behaviors within each week and shows the frequency rate of 

on- and off-task behaviors by percentage. 

Table 5 

(A) On-Task and Off-Task Behavior Chart During Withdraw of Intervention Phase 

 

ON-TASK BEHAVIORS OFF-TASK BEHAVIORS 

Paying 

attention 

to the 

teacher 

Asking 

and 

answering 

questions 

Engaged 

in the 

given 

task 

Following 

directions 

Yelling 

in class 

Making 

rude 

gestures 

Not 

engaged 

in the 

task 

Wrong 

location 

during 

instruction 

Week 1 

Day 1 

Tallies  
2 3 3 2 1 1 6 1 

Week 1 

Day 2 

Tallies 
3 2 4 2 2 1 5 2 

Week 1 

Total 
5 5 7 4 3 2 11 3 

Week 2 

Day 1 

Tallies 
1 1 3 3 4 3 3 2 

Week 2 

Day 2 

Tallies 
2 1 2 2 3 3 3 2 

Week 2 

Total 
3 2 5 5 7 6 6 4 

TOTAL 

Baseline 
8 7 12 9 10 8 17 7 
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Table 6 

(A) On-Task and Off-Task Frequency Rate During Withdraw of Intervention Phase 

 
On-Task 

Behaviors Tallies 

Frequency Rate 

of On-Task 

Behaviors (%) 

Off- Task 

Behaviors Tallies 

Frequency Rate 

of Off-Task 

Behaviors (%) 

Week 1 21 52.5% 19 47.5 

Week 2 15 39% 23 61% 

Total 36 46% 42 54% 

 

 Figure 1 showed the total number of on-task and off-task behaviors by the end of each 

section of the design. The participant showed significant improvement in on-task behaviors 

during CWPT while decreasing the amount of off-task behaviors. Once CWPT was withdrawn 

from the participant, he did not retain the high levels of on-task behaviors and low levels of off-

task behaviors. The participant showed similar frequencies of on-task and off-task behaviors in 

the second baseline behaviors to the first baseline. 
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Figure 1 

On- and Off-Task Behaviors Comparison 

 
 

 

Mathematics Achievements 

 Throughout the six week study, the mathematics class covered percentage, sales tax, and 

discount price. The first two weeks of the study was the baseline period. From the first baseline 

observations, it was apparent that the single subject participant was not comfortable in 

mathematics class. The participant did not know the answers to any of the asked questions by the 

teacher. During the individual guided practice time, the participant made several basic arithmetic 

errors and did not know how to properly finish a mathematics question. The participant was able 

to use the right equation to solve a problem, but was unable to properly substitute correct values 

and was confused with what the next step was to find the solution. The participant would 

independently complete a guided practice worksheet with four short answer mathematics 

questions at the end of each observed class period. Each question was worth up to three points, 

providing an opportunity to earn a maximum of 12 points on the guided practice worksheet. 
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Table 7 displays the participant’s average score with the questions on the guided practice 

worksheets during the first two weeks of baseline. 

Table 7 

(A) Baseline Guided Practice Worksheet Score  

Participant 
Week 1 

 Average Score 

Week 2  

Average Score  

X 48% 33% 

 

It was evident that the CWPT intervention helped the participant with mathematics 

accuracy. CWPT was implemented for two weeks after the conclusion of the baseline 

observations. During CWPT, the participant would check his own work constantly with the 

calculator to ensure that his answers were correct. The participant showed steady growth from 

the first guided practice worksheet to the fourth guided practice worksheet. Each guided practice 

worksheet was completed in assigned tutoring pairs. The participant concluded the study 

receiving a higher score on their final worksheet than they did on their first worksheet by 17%. 

Table 8 displays the participant’s average score each week with the questions on the guided 

practice worksheet during CWPT. 

Table 8 

(B) ClassWide Peer Tutoring Guided Practice Worksheet Score 

Participant 
Week 1 

 Average Score 

Week 2  

Average Score  

X 79% 88% 

 

 Once the intervention period was completed, the participant did not take part in CWPT 

for the last two weeks of research. The participant would work on guided practice worksheets 

independently like he did during the first baseline. Once CWPT was removed, the participant 

was inaccurate and unfocused with his work. Without CWPT, he had no incentive to do well 
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during class. Table 9 displays the participant’s average score each week with the questions on the 

guided practice worksheet after CWPT.  

Table 9 

(A) Guided Practice Worksheet Score During Withdraw of Intervention Phase 

Participant 
Week 1 

 Average Score 

Week 2  

Average Score  

X 59% 59% 

 

 Figure 2 showed the average score on the guided practice worksheets by the end of each 

week of the study. In each phase, the average score from the guided practice worksheets of each 

week was calculated. The participant improved his mathematics achievement and knowledge 

during CWPT. Once CWPT was withdrawn from the participant, he did not demonstrate 

comparable mathematics understanding. The participant showed similar frequencies of academic 

knowledge in the second baseline to the first baseline.  

Figure 2 

Mathematics Achievement Comparison
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Discussion 

 This study examined the impact of ClassWide Peer Tutoring (CWPT) on an 8
th

 grade 

student with Emotional or Behavioral Disorders (EBD). The overall results of this study proved 

that CWPT was effective for the student with EBD. Although CWPT was effective for the single 

subject, CWPT may not be the only intervention successful to improve on-task behaviors and 

academic achievement. The data gathered from the study offers support for using CWPT in 

mathematics classrooms to benefit student performance. The overall objective of the study was 

to determine if CWPT would be an effective Evidence Based Practice (EBP) for a student with 

EBD. The results of the study are consistent with prior research studies with ClassWide Peer 

Tutoring.  

Limitations 

 This study has several limitations. First, the researcher did not analyze data for a full 

mathematics class and instead conducted research from a single subject. During the initial set up 

of the study, the researcher did not foresee a problem with conducting a single subject study. 

Throughout the study, the participant was absent for a total of three observation visits. The 

participant was absent for the first two days of the research study and was also absent during one 

day of the CWPT intervention. For the days the participant was absent from class, research could 

not be conducted. These absences were overcome by coming back to the school a different date 

within the week to make up the absence.  

 In addition to the three student absences, it took seven school days to get the consent 

forms back from both the participating student and parent. The classroom teacher initially sent 

home a letter of consent, which included an explanation for the study for the participating student 

and parent to sign. Both student and parent were excited and willing to participate in the study, 
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but did not sign the form immediately for an unknown reason. The teacher reminded the student 

daily to return the consent form and also made phone calls home to the parent. Despite these 

efforts to remind the student and parent, the consent forms were not received until seven school 

days later. By only having one single subject participant, the observed data did not show how the 

study impacted anyone else in the mathematics class. If the study included all students in the 

class, the results may have been interpreted differently. Regardless of the later desired start time 

for the research study, number of absences, and having only one participant, the teacher believed 

that the research study procedures benefited the single subject’s on-task behaviors and academic 

performance. 

 A second limitation was the time length of the study was shorter than other research 

studies. Majority of other research studies that have focused on CWPT have been conducted 

throughout an entire school semester. For this study, research was conducted twice a week for 

six weeks. By conducting a longer research study, the researcher could make further 

observations and determine if CWPT is a strategy that is effective to implement throughout a 

whole semester or only during a shorter time period. 

 Third, data was not recorded with advanced software such as Mini Tab or SSPS. Since 

this study only involved a single subject participant Microsoft Office was utilized to come up to 

construct data analysis. Microsoft Word and Excel generated tables to show the frequencies of 

in-class behaviors and guided practice scores. In addition, Microsoft Office was able to generate 

graphs to show the areas of increase and decrease during baseline and CWPT intervention.  

Minitab and Statistical Package for the Social Sciences (SSPS) are two statistical 

software programs that also have the capability to construct tables and graphs. In addition, 

Minitab and SSPS help analyze data thoroughly by including: calculating standard deviation, 
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mean, median mode, range, linear regression, factor analysis, and more. These statistical 

programs provide researchers an overwhelming amount of data analysis. Since there was only 

one study for this study, only tables and graphs were required for data analysis. Extra results and 

information from the data was not necessary for this study. Should the study be replicated, 

Minitab and SSPS can be beneficial for research studies with several participants to find quick, 

organized, and detailed data results. 

Implication for Future Studies   

 This study was conducted as an A-B-A design with a single subject participant in a rural, 

middle school setting. This study could be replicated using more participants than just a single 

subject. Data analysis with a single subject participant limited the variety of data that could have 

been provided if there were more participants involved in the study. With the total number of 

students in a mathematics class, the researcher would have more data to support if CWPT is an 

effective learning strategy. In addition, a range of middle school and high school participants 

could have helped determined if CWPT was equally as effective with middle school and high 

school students. Instead of an A-B-A design, it would be beneficial for the researcher to try an 

A-B-A-B design. By reintroducing the intervention after the second baseline, the researcher 

would have more data to determine the effectiveness with CWPT. 

In addition, for future research, it would be worth exploring the utilization of extra 

incentives. Typically during CWPT, students have the opportunity to earn points for good 

academic performance and on-task behaviors. When working with the assigned partner during 

CWPT, up to two points can be awarded for correct answers. In addition, teachers can place a 

good behavior stamp or mark on the assigned task when a student is demonstrating appropriate 

behaviors and responsibility in class. The tutoring pair that has the greatest amount of points or 
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good behavior marks has the opportunity to earn prizes, such as candy, homework passes, or 

extra computer time. During this study, the researcher focused on CWPT without the use of extra 

incentives to improve on-task behaviors and academic achievement. Therefore, the participant 

did not get an opportunity to tally points and good behavior marks for extra incentives. If this 

research study was replicated, it would be beneficial to include extra incentives such as candy, 

homework passes, or extra computer time, to determine if the participant would demonstrate 

better engagement, on-task behaviors, and academic learning. Also, allowing students to come 

up with their own incentives could also be interesting to see if that would have a different effect 

on the teacher’s implemented incentives. Future researchers should examine the differences 

between student created incentives and teacher created incentives through CWPT. 

Students with EBD primarily struggle with behaving well in class and performing well in 

mathematics class. This research study investigated if CWPT would be proven as an effective 

EBP for a middle school mathematics student with EBD. The results from the study provide 

evidence of success with CWPT with EBD students. Implementing CWPT for struggling 

students may improve in class behavior and academic achievement, but is not the only effective 

Evidence Based Practice. Additional practices and teaching strategies may need to be considered 

to benefit students with EBD in mathematics. 
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Appendix A 

 

Name ___________________________ 

Task Behavior Chart 

 

On-Task Behaviors Frequencies 

Paying attention to the teacher (+): 

Asking/answering academic questions (+): 

Engaged in the given task (+): 

Following directions (+): 

Teacher Comments 

 

 

 

 

  

Off-Task Behaviors Frequencies 

Yelling in class (-): 

Making inappropriate faces (-): 

Disengagement from the task (-): 

Being in an inappropriate location during 

instruction 

(-): 

Teacher Comments 

 

 

 

 

 

 

 

 

 


