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Abstract 

Special education is only as effective as the instruction that is implemented.  Children with 

disabilities benefit when the field of special education strives to close the research to practice 

gap.  Peer-mediated instruction is one strategy that originated in general education, but through 

extensive research has become a viable option for instructing students with disabilities.  This 

paper provides a comprehensive critique of peer-mediated instruction and explores the rationale, 

different structures, positive outcomes, and benefits for stakeholders.  Throughout the discussion, 

implications are given for implementing peer-mediated instruction in inclusive settings.  

 Keywords: Peer-mediated instruction, peer tutoring, class wide peer tutoring, PALS, 

cross-age tutoring, cooperative learning, inclusion 
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Peer-Mediated Instruction and Special Education 

As far back as ancient Greece, peer mediation has been a useful resource in history.  

From that point until the mid 1960s, peer tutoring was used primarily for financial and practical 

reasons (Hornby, Atkinson, & Howard, 1997).  Only in the last half century has peer mediation 

been utilized for educational purposes.  The key concept in peer mediation is students teaching 

students.  This strategy has received significant attention in research studies and has proven to be 

an empirically sound practice.  The peer-mediated instruction (PMI) construct has been 

developed into several sophisticated instructional structures, which have also been substantiated 

by empirical studies.  

The purpose of this article is to provide a comprehensive critique of PMI and its 

relationship to inclusive practices.  I discuss the rationale for PMI as it relates to federal policy 

and instructional needs.  I also investigate different forms of PMI that have been established as 

research-based practices and then discuss the academic, behavioral, and social outcomes that 

students with disabilities can achieve.  Finally, I explore the roles, advantages, and disadvantages 

for stakeholders involved in PMI with emphasis on specific implications for special education.  

Rationale for Peer-Mediated Instruction 

 The ever-increasing needs of students with disabilities require evidence-based supports 

that are practical and useful.  Recent research syntheses in special education have focused on 

investigating those evidence-based supports (Anderson, Yilmaz, & Wasburn-Moses, 2004; 

Forness, 2001; Stenhoff & Lignugaris-Kraft, 2007).  Through meta-analyses and integrative 

narrative reviews, the field developed a knowledge base that attempted to close the research to 

practice gap that is prevalent in special education (Spaulding, 2009).   
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 This research to practice became even more critical with the requirements established by 

the No Child Left Behind Act (NCLB, 2001) and the Individuals with Disabilities Education Act 

(IDEA, 2004).  Both of these federal policies required educators to implement evidence-based 

practices in the classroom.  NCLB requires educators to hold all students, including those with 

disabilities, to the same standards (Mastropieri, Scruggs, & Berkeley, 2007).  PMI meets the 

criteria of NCLB and IDEA as an evidence-based practice.  Beirne-Smith (1991) reported, “The 

rationale for peer tutoring is constructed on solid empirical foundations” (p. 330).  This 

foundation makes PMI a viable way to meet the academic, behavioral, and social needs of 

students with and without disabilities.  The need for empirically sound practices, higher 

standards for all students, and increasing inclusionary practices are rationales for the use of PMI.   

Peer-Mediated Instructional Models in Inclusive Classrooms 

PMI began in the late 1700s by Andrew Bell (Topping, 2001) as an alternative to teacher-

directed instruction.  Bell was the superintendent of a school for orphaned sons of soldiers and 

wanted to experiment with his innovative educational ideas.  When he was unable to convince 

other educators to support these new endeavors, he decided to use his own students as peer tutors 

to try out his ideas.  What he found was that the “systematic use of children to teach other 

children was an innovation of greater significance than the new ideas themselves” (p. 6).  From 

the very beginning, Bell observed social, emotional, behavioral, and academic benefits from his 

peer-tutoring model.  This incidental discovery of peer tutoring became the historical foundation 

for one of the most effective strategies for instructing students with diverse needs in the 

classroom.  

In the past 30 years, PMI has become a general instructional practice that has taken on 

many different forms and has been adapted for many different purposes.  One focus of PMI has 
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been to provide a way for general education teachers to include students with disabilities in the 

general classroom.  This became even more important when the Individuals with Disabilities 

Education Act was passed (IDEA, 1990).  IDEA mandated that schools must educate students 

with disabilities in the least restrictive environment (Wright & Wright, 1994).  The law (as cited 

in Wright &Wright, 1998) stated  

While the Act and regulations recognize that IEP teams must make individualized 

decisions about special education . . . IDEA’s strong preference that, to the maximum 

extent appropriate, children with disabilities be educated in regular classes with their 

nondisabled peers with appropriate supplementary aids and services. (What does the law 

say about LRE? section, para. 1) 

More often than not, inclusion was considered the focus of the least restrictive 

environment mandate.  However, the interpretations of the phrase maximum extent possible 

varied at the local and state level.  Some embraced a full inclusion mindset that all students were 

to be educated, regardless of disability or need, in the general education classroom.  Others 

posited a more individualized approach, using the full continuum of placements to service 

children with disabilities.  Regardless of the interpretation, teachers were left to find practices 

that were useful in a classroom with diverse needs.  PMI was a natural solution to many of the 

problems inherent in inclusive practices.  

Cross-Age Tutoring 

 Older students tutoring younger students, otherwise known as cross-age tutoring (CAT), 

is one of the most prevalent forms of PMI that teachers utilize to meet the educational needs of 

students with disabilities included in their classrooms (Hall & Stegila, 2003).  Although the focus 

is on providing services for children with disabilities in the general education classroom, the 
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primary characteristic of CAT is the heterogeneous pairing of tutor and tutee.  Within the CAT 

model, pairing combinations vary according to the needs of the teacher, the classroom, and the 

student.   

The support for heterogeneous grouping (e.g. pairing students in different grades or 

different ability levels) or CAT was shown in a meta-analysis conducted by Stenhoff and 

Lignugaris-Kraft (2007).  This meta-analysis reviewed and analyzed 20 studies utilizing group 

and single-study designs.  One of the four major findings in this study was that heterogeneous 

grouping (e.g. pairing students in different grades or different ability levels) was the most 

effective type of PMI as compared to reverse-role or homogenous pairing.  Although the effect 

size for peer tutoring with heterogeneous grouping was large, a significant limitation was that 

75% of the settings were in non-general education settings (i.e. correctional facilities, self-

contained special education classrooms, and resource rooms).  Consequently, these results cannot 

be generalized to the typical inclusion classroom.  

Other studies have shown the effectiveness of CAT in inclusive classrooms, specifically 

for students with disabilities included in the general education classroom.  For example, Marious 

(2000) identified several studies that demonstrated the effectiveness of CAT in improving 

literary skills such as reading comprehension, accuracy, and fluency.  Maher’s (1984) study of 

cross-age tutors also found that CAT could be effective for improving the academic performance 

of the tutor and tutee. 

CAT is most effective when it includes pre-planning, tutor training, and identifying 

specific outcomes.  Pre-planning is important because it allows teachers to make decisions about 

pair matching, tasks during tutoring, monitoring, and evaluation (Marious, 2000).  Another 

necessary component is the actual training of the tutor. Tutors need to be trained in interpersonal, 
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management, and content skills.  This training is essential for the success of a CAT program 

because it provides opportunities for tutors to learn how to use specific instructional strategies 

and to be trained by the expert in instruction, the teacher.  

Finally, specific outcomes must be identified and communicated to the tutor/tutee.  This 

would include content needing to be mastered, tutoring techniques, and the production of 

instructional material, specifically when individual goals are identified and met.  Finally, the 

ultimate goal of the older student in CAT should be to learn management, leadership, and 

interpersonal tutoring skills.  Tutors should also strive to develop personal learning strategies for 

content knowledge.  On the other hand, the goal of the younger student should be to improve in 

academic, behavioral, and social skills. 

ClassWide Peer Tutoring 

An alternative model to CAT that can be utilized within the classroom or grade level is 

CWPT.  This is a popular and well-researched form of PMI that originated in the 1980s for 

students with low academic achievement who were from poor, culturally diverse backgrounds 

(Greenwood & Delquadri, 1995).  The implementation of this strategy was also a response to one 

classroom teacher’s desire to improve the performance of students with learning disabilities in 

spelling achievement.  As the practice was replicated, it became a popular strategy for teachers 

who were striving to include all students in reading and spelling instruction instead of ability 

grouping.   

Numerous research studies began to emerge as a result of the popularity of this strategy 

for inclusion.  According to many scholars, CWPT is considered an empirically-sound strategy 

for improving academic, behavioral, and social outcomes of students with and without 

disabilities (Bond & Castagnera, 2006; Burks, 2004; Calhoon, 2005; Greenwood & Delquadri, 
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1995).  At present, CWPT is used in most subject areas and spans all grade levels (McMaster, 

Fuchs, & Fuchs, 2006). 

CWPT incorporates teamwork, increased opportunities to respond to instruction, and high 

levels of engaged learning.  These features have been proven individually to be effective 

instructional strategies.  Therefore, the empirical effectiveness of CWPT relies on the integration 

of these strategies within a PMI framework.   

Peer-Assisted Learning Strategies 

 Modeled after CWPT, PALS was originally developed as a reading strategy by the 

research group at Vanderbilt (McMaster, Fuchs, & Fuchs, 2006).  Evidence-based reading 

strategies such as phonological awareness, decoding activities, and comprehension strategies 

were integrated into a CWPT framework.  The combination of highly effective reading strategies 

along with the research-based CWPT model produced a successful reading program with 

positive reading outcomes.  

 The effectiveness of PALS was investigated by Fuchs et al. (as cited in McMaster, Fuchs, 

& Fuchs, 2006) when they conducted a large-scale study for students in both urban and suburban 

school settings.  Results showed a statistically significant improvement in reading 

comprehension and fluency for the randomly selected participants.  The sample included 

students with average reading levels, low reading levels, and with learning disabilities who were 

included in the general classroom. The implication of this study for inclusive practices was 

clear.  According to the study, children with reading disabilities could benefit academically from 

PALS within the general education setting.  

A unique dimension to PALS math is that it can be combined with curriculum-based 

measurement to provide a powerful mathematical intervention for students with disabilities 
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(Calhoon & Fuchs, 2003).  Routine progress monitoring is an effective strategy for enhancing 

student performance, especially students with disabilities, because teachers are able to 

differentiate instruction for the individual rather than the group.  Computer programs, such as 

learning management systems provide teachers with the technical tools to monitor progress in a 

PALS math program through curriculum-based measurements.  Teachers can also use these 

learning management systems to systematically assign peer partners based on academic ability.  

The use of PALS reading and PALS math in inclusive classrooms can be relatively 

beneficial for students with disabilities and those without disabilities.  However, the existing 

literature on PALS is limited in making direct comparisons between this approach and other 

instructional approaches (Maheady, 1998).  Consequently, although PALS may be beneficial, it 

is not necessarily the most effective strategy for students with disabilities.  Maheady stated, 

“There is a distinct need for additional research on the impact of peer teaching methods on 

children with special learning needs” (p. 56).   

Cooperative Learning 

 One final PMI approach that has received much attention in literature and inclusive 

settings is cooperative learning (CL).  CL is comprised of instructional methods requiring 

students to work together in pairs or groups (Fore, Riser, & Boon, 2006).  The method ranges 

from students working together in an unsystematic way to students taking on specific roles for 

complex problem-solving tasks.  CL is heterogeneous in nature and includes task and reward 

structures.  

The framework for CL includes individualization, group and individual accountability, 

emphasis on tasks, and equal opportunity for all group members to experience successful 

academic outcomes.  Teachers begin a CL task by explicitly describing content objectives and 
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interpersonal behaviors that will be necessary to complete the task (Mastropieri, Scruggs, & 

Berkeley, 2007).  Specifically, teachers discuss expectations of group-skills.  Students are then 

heterogeneously grouped and assigned different roles such as summarizer, checker, accuracy 

coach, and elaboration seeker.  During the CL activity, the teacher focuses on monitoring group 

progress and providing feedback.  

 This PMI method has Piagetian theoretical underpinnings as it emphasizes peer 

interaction over adult direct instruction (Fore, Riser, & Boon, 2006).  Fore, Riser, and Boon 

defended this philosophy by stating, “Specifically children’s abilities to organize patterns of 

behavior and thought as they formulate and interact with their environment, parents, teachers, 

and peer groups develop more quickly when children interact with one another than when they 

interact with adults” (p. 4).  This aligns with Piaget’s theory that high levels of peer interaction 

and peer experiences act as a stimulus for cognitive development.  

 Many scholars contend that students with disabilities can effectively be included in 

general education classrooms when cooperative learning is present (Johnson & Johnson, 1986; 

Kagan, 1994; McMaster & Fuchs, 2002).  Fore, Riser, and Boon (2006) analyzed current 

research on cooperative learning for students with disabilities and reported that a synthesis of the 

research showed that students with disabilities had higher reading achievement levels when they 

participated in CL classrooms than when taught in traditional general education settings.  The 

mixed ability grouping of CL allows for individualization, accountability, and equal access to the 

general education curriculum.  

 Although cooperative learning methods tend to reflect group learning rather than peer 

partners, it is considered by many scholars as a valid peer-mediated instructional choice 

(Johnson, Maruyama, Johnson, Nelson, & Skon, 1981; Sharan, 1980; Slavin, 1983).  In fact, 
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when compared to other traditional methods used in inclusive classrooms, CL has been shown to 

be more effective (Fore, Riser, & Boon, 2006), especially in achieving positive social outcomes. 

Tateyama-Sniezek (1990) stated, “Cooperative learning has been advocated as a technique that 

promotes positive relationships between handicapped students and nonhandicapped students and 

assists as handicapped students’ academic achievement” (p. 426).  

While these methods provide opportunities for practice in pro-social behaviors and allow 

for general education access, they may not provide the explicit and direct instruction that many 

students with disabilities need.  Tateyama-Sniezek (1990) conducted a meta-analysis 

investigating the effects of CL on the academic achievement of students with disabilities.  The 

results of the study indicated that although CL may benefit students socially, there was no 

statistical significance on improved academic outcomes for students with disabilities.  

Therefore, cooperative learning could be considered a politically influenced instructional 

decision that provides options for teachers in inclusive setting.  The social emphasis of 

cooperative learning groups emphasizes the sociocultural aspects of instructional decision-

making, such as including all students and equal access.  In fact, some scholars acknowledge that 

the social benefits of CL outweigh the lack of academic achievement gains.  Maheady et al. 

(1991) stated, “We do not agree that improvements in the interpersonal and personal/social 

domain should be dismissed simply because overwhelming academic gains are not achieved” (p. 

83).  This perspective reflects a sociopolitical agenda that promotes inclusion regardless of a 

student’s academic need.  

Outcomes of Peer-Mediated Instruction 

As noted in the previous discussion, CAT, CWPT, PALS, and CL provide increased 

access to the general education setting for students with disabilities.  These peer-mediated 
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strategies promote the inclusion agenda in special education.  Although the inclusion movement 

is primarily influenced by political policy, inclusionary practices in themselves should be 

validated through rigorous research study.  

 PMI is one such practice that has been shown to be an effective and empirically sound 

strategy to improve behavioral, social, and some academic outcomes for students with 

disabilities.  Hall and Stegila (2003) reported a count of over 194 experimental studies that were 

conducted before 2003 on the effectiveness of PMI.  Research on PMI has included a broad 

range of variables, such as type of PMI, age, gender, ethnicity, country, disability, content area, 

grade level, and range of ability.  Many positive outcomes are reflected through the overarching 

practice of PMI.  Nevertheless, specific outcomes may be dependent on the specific form of PMI 

that is utilized.   

Behavioral Outcomes 

 Due to the academic risk factor of students with behavioral problems, PMI can be an 

effective strategy by simultaneously having positive effects on academic achievement and 

behavioral issues.  This is critical since students with behavioral problems are at risk for 

academic failures, specifically in reading (Bowman-Perrott, 2009).  CWPT is one example that 

research has found to be a “well-researched instructional strategy . . . that helps prevent school 

failure” (p. 260) by increasing time-on task behaviors (Anderson et al., 2004),  decreasing 

disruptive behaviors (Burks, 2004), and reducing competing behaviors (McDonnell et al., 2001).   

Students who demonstrate positive behavioral outcomes have the potential to improve 

academic achievement by spending more time-on task through engaged learning.  When 

competing behaviors are reduced, students experience a higher level of social acceptance by 

peers (McDonnell et al., 2001).  This social acceptance has the potential to improve the 
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interactions during PMI.  Finally, decreased disruptive behaviors allow teachers and students to 

spend more time on academic tasks and less time modifying behaviors.   

Academic Outcomes 

 Although behavioral outcomes can be an integral component of instruction, positive 

academic outcomes are typically the primary goal of most instructional strategies.  PMI has been 

shown to improve academic behaviors for students with disabilities (Anderson et al., 2004; Hall 

& Stegila, 2003; Harper & Maheady, 2007).  In inclusive classrooms, the demonstration of 

positive academic behaviors can lead to higher academic achievement.  Accuracy in responding, 

increased engaged time-on task, frequent responding, error correction, and inquiry are all 

academic behaviors that can be promoted by PMI.  Although these behaviors are initially taught 

by teachers, they can be coached and encouraged through peer supports.  

 Through decades of research, findings have also validated the positive effects of PMI on 

academic achievement outcomes.  Improvement in reading and math has been related to PALS 

interventions because of its combination of peer structure and validated academic instructional 

strategies.  Research has also shown positive effects for CWPT on spelling (Burks, 2004), 

science, health, art, social studies (Hall & Stegila, 2003), and even physical education (Houston-

Wilson, Liberman, Horton, & Kasser, 1997).  However, consumers of research, such as 

educators and policy makers need to be discriminative as they investigate the efficacy of PMI 

because often the outcomes are dependent on classroom measurements and may not be 

addressing the individual academic needs of the student with disabilities.  

Social Outcomes 

 Unlike behavioral and academic outcomes, the emphasis on social outcomes is a natural 

component of inclusionary practices.  The social mandates of inclusion call for equal access, 
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equality for all, social perception, and deconstruction of disabilities.  PMI answers this inclusion 

call as it includes all students, provides equal opportunity for responding, and de-emphasizes 

disabilities.  

Additionally, research has found that students involved in PMI have improved 

perceptions about their own competence as well as their peers (Harper & Maheady, 2007).  

Social acceptance can be improved and expectations increased when students are perceived to be 

capable learners.  This in turn produces higher levels of academic achievement.  

Social behaviors can also be improved through the peer influence of PMI.  Peers 

influence their partners through modeling, monitoring, networking, and tutoring.  These 

components are based on the principles of applied behavioral analysis, social learning theory, 

and mastery learning (Utley & Mortweet, 1997).  Hagopien and Boelter (2005) provided 

empirical evidence that these behavioral approaches are effective for treating “socially important 

behaviors” (para. 2).  Feedback, reinforcement, and observation are naturally integrated into PMI 

and therefore become effective tools for the tutor. 

Bernard (as cited in Thomas, 1993) stated that “peer relationships are a powerful 

influence on a child’s development of identity and autonomy” (p. 3).  As pairs learn together, 

they are provided natural opportunities to share, comfort, and empathize with each other.  They 

are able to build relationships with others who may be outside of their social circle.  This can 

enlarge and strengthen each member’s social support network and even allow for exposure to 

other sociocultural influences.  Peer relationships significantly influence academic achievement 

by providing cognitive resources through modeling and collaboration (Hartup, 1992).  PMI 

utilizes the natural and influential construct of peer relationships. 
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Stakeholders of Peer-Mediated Instruction 

 Generally, a classroom that participates in PMI develops a cooperative community 

enhanced by pro-social behaviors.  As a whole, participants strive for common goals and can 

encourage one another to that end.  Progress is monitored not only on an individual basis, but 

also as a class.  Another universal benefit is the ability to differentiate instruction for all learners.  

Although there are general advantages for everyone in PMI, the participants can benefit in 

distinctly different ways depending on the roles they take. 

Students with Disabilities 

 For students with disabilities in inclusive settings, PMI can provide interventions for 

prevention, remediation, and maintenance.  Because the risk of school failure for students with 

disabilities is high, PMI offers opportunities to improve in academic achievement, specifically 

reading ability.  Greenwood and Delquadri (1995) provided evidence that between 35% and 95% 

of students with disabilities drop out of school early and fail to graduate.  Additionally, they 

reported that only 12% of students with disabilities go on to complete postsecondary education 

programs.  This dire situation calls for practices that have been proven to be effective.  PMI is 

one such practice.  

 When students with disabilities act as tutees, they are provided with frequent 

opportunities to respond and are required to be actively engaged in the learning process 

(Bowman-Perrott, 2009).  The content can be individualized to meet their specific academic 

needs.  Explicit instruction provided by the tutor emphasizes frequent feedback, repetition, and 

practice.  These are all strategies that have been shown by research to be effective for students 

with disabilities (Stenhoff & Lignugaris-Kraft, 2007).  With PMI strategies, students with 

disabilities can obtain an increased mastery of concepts, such as spelling, mathematical 
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computation, reading comprehension, and reading fluency (2009).  Emotionally, students with 

disabilities feel more confident when they experience success as a peer group.  

 Students with disabilities can also act effectively as tutors (Cook, Scruggs, Mastropieri, 

& Casto, 1985-1986).  When this happens, students with disabilities benefit in many ways.  

Initial studies on students with disabilities as tutors found that students gained socially with 

improved attitude about content matter, academically with increased knowledge base on content 

being tutored, and behaviorally with increased socio-behavioral interactions with their typical 

peers.  In students with emotional or behavioral disorders, Cook et al. (1985-1986) found that the 

greatest gains were for improved attitude toward school and content area.  

Although there are many benefits for students with disabilities, academic achievement 

can suffer when PMI is used as the only instructional approach.  Maheady, Haper, and Mallette 

(2001) cautioned that PMI should be a supplement to teacher-directed instruction and not take 

the place of all other instruction.  Students with disabilities often have significant learning gaps 

that require intense, explicit, and teacher-directed instruction that is quite opposite of PMI.  

When the ideology of inclusive practices outweighs the importance of closing the achievement 

gap, students with disabilities can suffer.  

Students without Disabilities 

 Students without disabilities require many of the same instructional strategies that 

students with disabilities need.  When students without disabilities act as tutees, they benefit 

from the same increased opportunities for feedback, response, error correction, repetition, and 

practice.  As a tutee, students often have the freedom to work at their own pace and academic 

level.  When the tutor is a student with a disability, the tutee has an opportunity to observe 

strengths in the tutor that may not have been previously seen.  This provides opportunities to 
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eliminate stereotypical perceptions of students with disabilities and can help perpetuate the social 

validity of inclusive practices such as PMI.  Copeland et al. (2004) stated, “The perspectives of 

students without disabilities represent a source of social validation for school personnel who are 

attempting to implement inclusive barriers” (p. 342). 

In traditional peer tutoring programs, tutors without disabilities are trained to provide 

structured instruction to those with disabilities.  They increase their understanding of disabilities, 

learn instructional techniques related to content, and develop a working knowledge of 

accommodations and modifications (Bond & Castagnera, 2006).  Students also have 

opportunities to improve their communication, social skills, and leadership abilities.   

However, there may also be negative implications for students without disabilities in 

PMI.  There has been an ongoing ethical debate as to the appropriateness of students being used 

as tutors.  Maheady (1998) explained that some parents and educators believe that students who 

are used as tutors will miss out on opportunities to make progress at their own ability level and 

that they should not come to school to teach, but to learn.  Often, teachers rely on children with 

higher abilities to help meet the needs of students with disabilities.   

Teachers 

 When teachers feel supported in their instructional approaches, they are likely to continue 

those instructional approaches.  However, teachers often stop instructional strategies - even those 

that are considered empirically sound - when they are not logistically able to implement them.  

PMI in a general education setting provides a significant assist in managing both group and 

individual learning (Utley & Mortweet, 1997).  

 Utley and Mortweet (1997) provided three areas where teachers benefit from 

implementing PMI practices in the general education setting.  These areas are (a) workload, (b) 
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social skills instruction, and (c) differentiating instruction.  PMI allows for efficient monitoring 

and feedback that help decrease a teacher’s workload.  PALS, for example utilizes computerized 

programs to monitor student progress and systematically assign groups based on individual 

ability levels.  Because students are leading instruction, teachers are free to monitor students 

individually, in groups, and as a class.  

 Social skill instruction is often part of a general education teacher’s responsibilities, 

especially if students with disabilities are included in the class (Mortweet & Utley, 1997).  

Teachers spend planning time implementing social skills instruction that could be used for 

academic instruction.  When teachers implement PMI, they are able to address those social skills 

within the structure of PMI.  Peers also become natural teachers as they model, interact, and 

build relationships with others.  

 In an inclusive setting, the general education teacher is responsible for individualizing 

and adapting instruction for all learners, especially those with disabilities.  Mortweet and Utley 

(1997) contend that this is a significant barrier to effective inclusion.  PMI practices provide 

natural supports that allow for individualization and adaptations.  Teachers can set individual 

goals for students that can be achieved during PMI then carefully monitor and adjust those 

expectations as needed 

 Although research provides information about benefits for teachers, it may be unrealistic 

to expect similar benefits for all teachers who implement PMI.  During most studies, researchers 

often provided continual support and training to the teachers who facilitated PMI.  In the real 

world of education, financial limitations and time constraints typically do not allow this level of 

support when implementing PMI.  Most teachers will attend a professional development training 

seminar, learn from other teachers, or initiate the practice without formal training.  The on-going 
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support for teachers is not feasible in most classroom settings.  This lack of support can have 

significant negative implications on the efficacy of PMI in the general education classroom.   

Conclusion 

 Federal mandates for evidence-based practices, increasing placements of children with 

disabilities in inclusive settings, and the power of peer relationships make PMI a viable option 

for addressing the needs of students with and without disabilities.  The different types of PMI 

allow students to experience positive outcomes in academic achievement, behavior, and social 

skills that are influential in preventing school failure.  However, students make greater gains in 

social skills and behaviors and relatively less gains in academic achievement.  Additionally, PMI 

can have negative outcomes when it is the only instructional approach used in a classroom. 

Students can benefit from PMI as both tutors and tutees.  In addition, the structure of PMI 

eliminates many barriers that teachers experience in attempting to implement inclusive practices.  

As students with disabilities are placed more frequently in the general education classroom, 

teachers can be confident in the effectiveness of PMI for many academic tasks.  PMI combined 

with intense, individualized instruction for specific academic deficits can be a powerful strategy 

for reducing the risk of school failure by improving the outcomes of students with disabilities.  
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