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ABSTRACT 

This qualitative research study investigated teacher candidates’ perceptions of 

readiness to teach and to assess reading as they progress through a semester where 

they tutored an elementary student.  The purpose of the study was to understand how 

teacher education courses can better serve to prepare teacher candidates.  Participants 

had the opportunity to discuss previous and current learning as it applied to a field 

placement experience by talking with peers and university instructors in person and 

online.  In addition, participants put previous knowledge into practice by designing 

and implementing instruction for the elementary school student. Data collection 

included researcher observations and teacher candidate interviews and 

questionnaires.  Additional data collected from the teacher candidates included lesson 

plan reflections and journal writings.  Teacher candidates’ perceptions provided 

insights into the field experience semester by revealing the aspects of the course found 

to be most beneficial to the teacher candidate while at the same time revealing the 

candidates’ professional growth and development.  The participants rated ability to 

utilize assessment to understand children’s achievement levels as crucial; it was the 

means to help a struggling reader.  This accomplishment of the teacher candidate was an 

important basis for their professional growth. 
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CHAPTER I  

INTRODUCTION 

When I first began to teach at the university level, it was as an adjunct instructor 

where I taught the tutoring course.  I taught for approximately two years before joining 

the university full time. Yet even before this full time assignment, I started to think about 

all of the reading courses our degree held and how they worked together. Knowing that 

reading is the foundation for learning, I felt the tutoring course was one of the most 

important courses we had. Another coworker felt that we could condense the amount of 

time in tutoring and combine the class with another course or just incorporate more 

videos but I really felt this would not be beneficial to our students.  At the same time, we 

began to look at state requirements for all of our reading courses to ensure that every one 

of our courses was valuable to our students’ learning.  I felt that it was important to get 

the perceptions of the teacher candidates not just my own to ensure that we had a quality 

course that was beneficial to our students. 

Over the years I began to notice that the teacher candidates would frequently 

come to me with excitement describing how their student achieved some form of 

success. The enthusiasm was infectious and I began to look forward to the weeks when I 

felt that the majority would be coming up to me with similar stories. Even when I had 

one teacher candidate struggle for almost the entire semester, she still had a positive 

experience during the last week that brought her such pleasure and excitement. In the 

twenty-five times I have taught this particular course, every teacher candidate has had a 

similar experience but the timing was sometimes different. I wanted to know why 

situations would be different and what helped teacher candidates to have a successful 
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experience. I began to research reading clinics and potential teaching reforms that might 

be beneficial to my students.  The more I looked into this the more I was determined to 

investigate our own Reading Clinic and how we might want to make our teacher 

candidates better prepared. 

Educational Reform 

Concern about the quality of teacher education and reform efforts for 

improvement of teaching quality have abounded across time. “…U.S. teacher education 

is in crisis.  The crisis relates to the quantity of teachers being prepared, the quality of 

preparation offered these teachers, and the envisioned role for these teachers in schools” 

(Hoffman, 2004).   Four federal efforts, namely A Nation at Risk, Goals 2000, America 

Reads, and No Child Left Behind, have had deep impacts on the educational landscape.   

A Nation at Risk. Almost thirty years ago, A Nation at Risk announced to the 

American public the need for educational reform (National Commission on Excellence in 

Education, 1983). This document described how the American school system was 

essentially broken and in need of major changes from early childhood to post-secondary 

sites and including changes in educator preparation and professional development for 

teachers already in classrooms. “The prime suspect is poor teaching, the result, so it is 

claimed of the weak preparation that many teachers receive” (Schrecker, 1999, p. 2). 

Specifically related to educator preparation, the commission stated curriculums were 

“weighted heavily with courses in ‘educational methods’ at the expense of courses in 

subjects to be taught” (National Commission on Excellence in Education, 1983).  This 

belief developed a view of redesigning the teaching force and certification directly 

affected educator preparation programs (Cochran-Smith & Fries, 2005b, Darling-
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Hammond, L. 1997).  Research in the 1980s through the 2000s was fashioned to support 

statements outlining the desire for teachers to become “learners, leaders, and school 

reformers” (Cochran-Smith & Fries, 2005b, p. 83). 

Goals 2000. The next major legislative reform, Goals 2000, established 

performance standards for all levels in education- early childhood to teacher education 

standards as a way to address teaching, learning, and student performance. “Standards-

based reform drives institutional changes toward improved teaching and learning and 

high student performance by connecting otherwise fragmented systems” (U. S. 

Department of Education, 1998, p. 1). The standards helped focus classroom teaching on 

common expectations for all students.  Specifically, Texas formulated “essential 

elements” defining student expectations as well as establishing a state assessment for 

students based on those expectations- the Texas Assessment of Academic Skills (TAAS).  

In addition, Goals 2000 resulted in Texas developing educator certification standards 

increasing accountability toward the “preparation and ongoing development of 

educators” (U. S. Department of Education, 1998). This professional development would 

promote continuing teachers’ education as a means to “change the way in which they 

[teachers] teach and think about learning” (U. S. Department of Education, 1998, p. 21). 

As a response, teacher education programs increased course loads and summer institutes 

as well as working directly with teachers in professional development schools.  The 

Holmes Group (1990) described professional development schools (PDS) as follows:   

PDSs are usually partnerships between schools and universities that focus 

simultaneously on professional preparation for prospective and novice 

teachers, professional development for veteran teachers, and praxis-based 
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research on schools and instructional improvements in setting that seek to 

model state- of the art practice for teaching all children in ways that lead 

to high levels of achievement (as cited in Darling-Hammond, Berry, 

Haselkorn, and Fideler, 1999, p. 218). 

America Reads Challenge. America Reads Challenge was a nationwide tutoring 

program initiated by President Clinton in 1997, which increased university-public school 

partnerships (Ritter, Barnett, Denny & Albin, 2009). Funds were allocated to position 

volunteers to help tutor students in the public schools (Wasik, 1998).  Wasik and Slavin 

(1993) suggested one-to-one tutoring as an effective strategy yet the cost of these 

programs was an issue as it still remains. Wasik and Slavin (1993) found that programs 

using certified teachers as tutors were more effective than using volunteers or 

paraprofessionals.  They did not indicate results using undergraduate teacher candidates.  

As Wasik (1998) continued to investigate the use of tutors, there was “a surprising lack of 

evidence about achievement effects of one-to-one tutoring” (p. 282). This was found to 

be due to logistics of working with schools, using control/non-control groups, and 

consistency of student attendance.  The training provided to the tutors was of great 

importance but in the study, this training varied greatly as did the volunteer involvement 

in making lesson plans for students based on individual needs (Wasik, 1998).  “Without 

adequate training, untrained volunteers could be more of a hindrance than a help to a 

struggling child” (Wasik, 1998, p. 284).   

It was possible for universities to increase the quality of teacher preparation as 

described by A Nation at Risk and to implement the standards developed by Goals 2000 

by offer tutoring courses encouraged by the America Reads Challenge. However, if 
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universities were to use teacher candidates with little classroom experience, they would 

have to ensure that the training received was appropriate and beneficial to all involved.   

In addition, universities must also ensure this type of course or requirement would be 

advantageous to the teacher candidate because Goals 2000 also increased accountability 

for educator preparation programs that now had to report test scores of certification tests 

for their future teachers to state and federal government offices (Cochran-Smith & Fries, 

2005b).   According to Schrecker (1999) “…states are raising the requirements for 

prospective teachers and threatening sanctions against schools of education whose 

graduates do not make the grade” (p. 2).  

No Child Left Behind. No Child Left Behind (NCLB) directly impacted 

classrooms in the United States by raising standards and accountability.  This legislation 

established the need for “highly qualified” teachers to be in all classrooms by 2005-2006.  

The definition of “highly qualified” included a fully certified teacher, demonstrating 

subject-matter knowledge, and holding a bachelor’s degree (Darling-Hammond & 

Youngs, 2002; Hickock, 2002; Learning Point Associates, 2007b).  NCLB also affirmed 

the intent of scientifically based research and interventions as the basis for instruction in 

classrooms. In order to be considered scientifically based research, the study had to have 

been conducted in a “systematic and consistent manner with great attention to detail” 

(Learning Point Associates, 2007a, p. 3).  In addition, it must withstand rigorous data 

analysis with observable methods producing valid data involving experimental or quasi-

experimental design which can be replicated while undergoing expert scrutiny (Learning 

Point Associates, 2007a). 
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Educator preparation programs changed course requirements in order for their 

candidates to graduate as” highly qualified” following commencement or completion of 

requirements (Learning Point Associates, 2007b). Other than describing a “highly 

qualified” teacher and the requirement for the sharing of test scores for certification, the 

majority of NCLB ruled upon what should go on in the public school classroom.  This 

did not mean that teacher preparation educators sat silently waiting for instruction and 

guidance; they were accountable for the standards set by states to prove that their 

graduates were quality teachers. According to Cochran-Smith & Fries (2005a) there are 

considerations for teacher preparation: 

states should transform certification requirements, base programs on 

academic content, fields….In conjunction with the push for evidence-

based policies and practices, there is intense pressure on teacher 

educators and others to measure the impact of teacher preparation on 

pupil learning and to assemble persuasive evidence that teacher 

preparation makes a difference (p. 43). 

Summary. There were four major reform efforts across the nation: A Nation at 

Risk, Goals 2000, America Read, and No Child Left Behind. Each of these calls for 

reform in education had an extensive impact on teacher preparation programs as well as 

public schools.  This occurred because (1) well-prepared teachers and appropriate 

professional development were defined, (2) how we recruit, prepare, support, retain, test, 

certify, and license teachers was outlined, and (3) how we evaluate and accredit teacher 

preparation programs and providers was described (Cochran-Smith & Fries, 2005a). 

Educator preparation programs did make many adjustments in programs related to these 
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calls for reform by strengthening coursework to include second language learners, 

diversity, subject matter methods, and purposeful connections to real world examples 

with more classroom practice such as increasing teacher candidate field experiences 

(Darling-Hammond, 2010). 

Statement of the Problem 

Reacting to national cries for reform such as Goals 2000 and No Child Left 

Behind, states developed guidelines that require universities to examine their own 

programs. According to the Texas Administrative Code (2008b), “the institution shall 

establish adequate procedures for planning and evaluation, defined in measurable terms 

its expected educational results, and describes how those results will be achieved” (p. 2). 

My university had chosen to adopt a strict interpretation of the Texas Administration 

Code (2008b) provision requiring education baccalaureate degrees to be comprised of a 

minimum one hundred twenty (120) hours and holding all education bachelor degrees to 

this hour requirement.  

With the spotlight on educational reform, state mandates, and the cost of a college 

education, each course for a teacher candidate should support them in becoming a better 

teacher as well as be a course where they perceive they have learned something useful. 

This became an underlying question as my research was developed- was our capstone 

reading course worthwhile to teacher candidate?  This led to my thinking about how to 

determine the importance of this course as the teacher candidates view it. I wanted to 

view the perceptions and performances of the teacher candidate and to use what I learned 

to make field experiences more effective and beneficial to the students. 
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Purpose of the Study 

The purpose of the study was to give the university education department a 

formative measure of the reading program as seen through the teacher candidates’ 

viewpoint using an interactive and reflective field experience observation in response to 

requirements set by the Texas Administrative Code (2008a).  The teacher candidates’ 

reflection could provide insight to where teacher candidates perceive weaknesses within 

the program as well as where strengths may be found.  

With the guidelines for evaluation and the degree hour restriction in place, it was 

important to the university to insure that each course in the program was of great value to 

students.  In the past we had waited until we have received certification scores to see 

where our program may be weak but we only had the scores to quantify our needs. By 

directing a qualitative focus on our educator preparation program reading capstone 

course, this was a way to observe how the program has prepared them to teach and assess 

reading and see how it has promotes their teaching abilities and style.  By evaluating a 

part of the preparation program before teacher candidates have fully completed a degree  

it can allow the educator preparation professors a chance to continue teaching best 

practices as well as clarify misconceptions teacher candidates may have formed at this 

point.  It then gives time and opportunities to refine personal beliefs -- and in turn 

professional practices-- before teacher candidates are placed in classrooms of their own 

or take their certification tests.   

Duffy and Atkinson (2001) had found that teacher candidates improve skills and 

abilities as they integrate personal and practical knowledge of reading instruction into 

working with elementary students.   This was especially true with a field based 
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experience.   It was the goal of my research to examine a field based experience to 

determine when shifts in thinking and/or self-efficacy might occur, if shifts can be 

pinpointed, and what may be the underlying cause of such shifts. More precisely, I 

wanted to determine if teacher candidates could integrate their personal and practical 

knowledge of reading instruction while decreasing misunderstanding of principles, 

practices, and terminology as they begin to tutor elementary students (Duffy & Atkinson, 

2001, Huling, 1998).   

Research Questions 

As I studied the problem of teacher candidates’ perceptions and performance 

related to teaching reading as a window into the effectiveness of our teacher education 

program, I framed the study with the following research questions: 

 What are teacher candidates’ performance and perceptions as they prepare 

to teach and to assess reading during their experience in a reading tutoring 

program? 

 How do teacher candidates’ performance and perceptions to teach and to 

assess reading change through the interaction with the instructor of the 

course and/or peers? 

 What promotes and/or inhibits a teacher candidate’s self-efficacy and 

performance in the reading teacher preparation program? 

Theoretical Framework 

Self-efficacy and constructive theory underlie my research. The self-efficacy of 

teacher candidates and the social interactions where they construct their personal beliefs 

about reading instruction throughout a reading tutoring situation were of interest to me. 
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Basing my research questions on the constructivist model allowed me to think of how this 

unique tutoring experience would shape the teacher candidate’s understanding of what it 

means to be a teacher of reading (Dixon-Krauss, 1996). The constructivist model, would 

allow teacher candidates to construct meaning through practice; they would interact with 

children and their peers to discover knowledge of themselves as well as the reading 

theories that had been previously instructed to them illuminating the fact they are 

influenced by prior knowledge, experiences, and attitudes toward reading (Parkay & 

Stanford, 2004; Shulman, 1986).  “Researchers also are interested in how knowledge is 

developed and shared with peers and others and in conditions enabling this social 

construction of changed knowledge, perceptions, and beliefs” (Risko, Roller, Cummins, 

Bean, Block, Anders & Flood, 2008, p. 254).  The self-efficacy of students can directly 

be affected by sharing information as students develop and refine their confidence in their 

abilities to produce the desired results as well as supporting their own learning (Bandura, 

1986, 2001; Knowles, 1984; Pajares, 2002). 

Each teacher candidate was about to be placed in a unique situation that may be 

their first interaction with an elementary student requiring them to determine which 

thought processes to use in order to help this student. The teacher candidates’ perception 

of feeling capable to be successful can be described as presenting positive self-efficacy 

(Bandura, 2001).  It was through “providing time for students to reflect, form ideas, cite 

evidence of their evolving thinking and comprehends” that we hoped students would 

“become reflective, critical thinkers” (Ketch, 2005).   This research was framed within 

the thoughts that it was through the social interactions among teacher candidates that they 

enhance positive self-efficacy as they solidify their beliefs of the theories of reading 
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instruction throughout a tutoring experience.  While most interactions in the classroom 

could be considered formal instruction, it was through the casual interactions between 

teacher candidates, and to a lesser degree the instructor, that self-efficacy and perceptions 

would change. Vygotsky (1934/1978) discussed how language is a mental tool that we 

use to formulate learning and thus through social interactions the teacher candidate would 

enhance their own learning. “We reflect and internally react to it using cognitive 

strategies as the filter.  We have internal conversations about topics and ideas.  We clarify 

and fit the theory into our thinking and then seek feedback from others” (Ketch, 2005). 

Giving the teacher candidates an opportunity and forum to have external conversations 

with the instructor, there should be some transfer of information toward this internal 

conversation in order to enhance their own understanding of reading strategies as they 

use them with elementary students.  

Significance of the Study 

The teacher candidates in the course where the research occurred were given a 

chance to work in an assessment setting while having the opportunity to work through 

potential complexities.  Working in a field based situation and reflecting on what was 

happening, the teacher candidate had the potential to perceive that working with a 

struggling reader in a similar setting can be “one of the most beneficial experiences in 

their reading education courses in terms of preparing them to teach struggling readers in 

their future classrooms” (Duffy & Atkinson, 2001).  This field-based experience was an 

opportune time for the instructor to help with misconceptions and misunderstanding 

before the teacher candidates’ belief system was solidified.  
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My research made inquiries into the teacher candidates’ perceptions of being 

prepared to teach reading by noting what they say, questions they ask, and the  personal 

reflections they offer in pre-tutoring sessions, questionnaires, lesson plan reflections, 

interviews, and discussions with each other and instructors.  My research studied the 

perceptions of the teacher candidate as a way to attempt to gain insight into what they 

may have previously learned as well as what they have gained from a tutoring field 

experience. 

My research added to the literature of effective teacher education programs since 

this was an area where the empirical studies are not plentiful (Hoffman, 2004; Snow, 

Griffin, & Burns, 2005). Previous studies have focused on the students being tutored and 

not those who are providing the tutoring (e.g. Garin & Hammonds, 2009; Houge, Geier, 

& Peyton, 2008; Peck, 2009; and Richards & Lassonde, 2009). While Risko, et al. (2008) 

did complete analysis into reading teacher education involving 82 studies, only a few 

were similar to the goals of this research but none were dealing the with teacher 

candidate’s self-efficacy as it may change throughout a tutoring situation specifically 

looking at the social interactions of these teacher candidates. 

Summary 

With major calls for reform from A Nation at Risk, Goals 2000, America Reads, 

and No Child Left behind as well as following state requirements, university teacher 

education programs need ways to analyze their programs to ensure they are truly helping 

future teachers. I studied our reading capstone course where the teacher candidates were 

required to tutor an elementary student in reading.  Through their perceptions and 

performances, I was able to focus on what the teacher candidates’ receive from the field 
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experience as well as to examine the forms of interaction that work best for each 

candidate. In addition, I establish what develops or inhibits their self-efficacy as it relates 

to tutoring elementary students. 

Definition of Terms 

1. Comprehension- The means by which an individual develops understanding of 

something, whether it is a fact, an idea, or a complicated concept. 

2. Fluency- The ability to read a text quickly, accurately, and with appropriate 

expression. 

3. Phonics- The study of the relationships between letters and their corresponding 

sounds; an approach to teaching the fundamentals of reading that emphasizes 

sound-letter relationships as the gateway to word recognition. 

4. Phonological awareness- The knowledge and conscious understanding of the 

sound structure of language, ranging from the identification and manipulation of 

words, syllables, onsets, and rimes, to rhyming and spelling.  

5. Reflection-  A discussion with one’s self allowing the opportunity to expand and 

refocus beliefs from one activity toward another (Cambourne, 10020)  

6. Self-efficacy- How one choses an action based upon the skills they possess, how 

much effort is exerted, how long they will persevere with a task when faced with 

difficulty, and possible anxiety they may field (Bandura, 1997, Pajares & 

Valiante, 1997). 
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7. Self-regulation- the way people may change their performances or thoughts when 

faced with a new situation involving self-observation, self-judgment, and self-

reaction (Zimmerman & Schunk, 2001). 

8. Vocabulary- The group of words a person knows and understands. 

Assumptions and Limitations 

Having taught this course in the past, I had preconceived notions concerning how 

the course should be taught but kept this in mind as I began to analyze the data.  I felt that 

there would be some turning point that would allow a teacher candidate to perceive 

themselves as being closer to being a teacher than just being a student. I expected it to 

happen sooner than it did.  I also thought that it was through the interactions with the 

instructor that the majority of influence would come instead of interacting with fellow 

candidates. 

 The sample size for the course was limited to only ten participants.  This 

limited number was not necessarily reflective of the demographics of the university or 

our teaching program.  For example, two of the participants were instructional aides with 

a local school district.  Their background knowledge was more of a factor in self-efficacy 

than teacher candidates without such experience. They came with a greater sense of self 

efficacy. Since the data was from reflection and conversations from the teacher 

candidates, the perceptions of self-efficacy were difficult to determine. Additionally, 

since the class allowed Fiona to answer the majority of the questions in class, teacher 

candidates’ early self-efficacy may not have been noticed as quickly.  

 The instructor of the course was new to the university so she had not yet 

developed a relationship with the students as far as them knowing her expertise.  This 
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may have influenced statements that they made. Furthermore, I have instructed each of 

the participants in other courses which may have affected their responses and interactions 

with the instructor. 
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 CHAPTER II  

LITERATURE REVIEW 

“The past two decades have witnessed a remarkable amount of policy directed at 

teacher education- and an intense debate about whether and how various approaches to 

preparing and supporting teachers make a difference” (Darling-Hammond, 2010, p. 36).   

Darling-Hammond (2000, 2010) reasoned calls for reform in education must strengthen 

teacher training.  Without devoting time and money for educator preparation, 

transformation of education in the United States would be doomed to fail. Yet, at the 

beginning of the decade,  there was a cry for the dismantling of traditional educator 

preparation programs while increasing alternative routes to certification that include little 

to no content knowledge or field-based experiences in actual classrooms (Cochran-Smith 

& Fries, 2005b; U.S. Department of Education, 2002). Also included was a call for 

redefining teacher training which seemed to include less emphasis on student teaching 

and field experience (U.S. Department of Education, 2002).  Some reformers felt that if 

teachers waited until they had completed a bachelor’s degree or took a 5
th

 year to begin 

education instruction, these individuals could “pick up much of what they need to learn 

on the job with mentoring and support”(Zeichner & Conklin, 2005, p. 657).  

Some changes in teacher education have included diverse ways to seek 

certification.  Darling-Hammond (2010) discussed concerns about some pathways 

because they may include fewer opportunities to participate in authentic settings where it 

was possible to unite coursework with practice.  Fewer opportunities for practice could 

have an impact on how long a new teacher may stay with this career.  “Whereas about 
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30% of new public school teachers leave the profession over their first 5 years of 

teaching, attrition rates are much lower for teachers with greater initial preparation” 

(Darling-Hammond, 2010, p. 37).  Beneficial preparation would include attention to more 

field experiences for pre-service teachers. 

General Field Experiences  

Kennedy (1999) clarified calls for reform that expected teachers to alter their 

thinking as to what they should be trying to accomplish, to interpret classroom situations 

differently, and to generate ideas concerning how they might carry out these changes. 

Beginning observations were vital for teacher candidates to view the subjects (content 

areas) they had been taught in various courses and then expand teaching techniques that 

will develop into their own teaching styles later (Kennedy, 1999).  It is during field 

experiences that a teacher candidate can begin to shift their thinking from theory to 

practice so a quality field experience would help better professional practices.  

According to the Texas Administrative Code, a teacher candidate must have a 

minimum of 30 clock hours in a field-based experience prior to student teaching (Texas 

Administrative Code, 2008b).   The state also requires that some form of reflection be 

involved with these field experiences (Texas Administrative Code, 2008a). Darling-

Hammond (1999) discussed the need for teacher candidates to have opportunities to 

connect learning to real world experiences to test their knowledge of theory. She found 

teacher candidates were very successful “when they were given clear, high goals with 

much practice in reaching them; when they can build on what they have learned; and 

when their own interests and strengths are a springboard for learning” (Darling-

Hammond, 1999, p. 29).  
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Summary. Field experiences should connect knowledge of reading theories to 

real world experiences as teacher candidates begin to develop their own teaching 

expertise.  These experiences help them strengthen their own classroom teaching styles.  

In Texas, teacher candidates are required to have 30 hours of field experiences and reflect 

on those experiences before they are allowed to student teacher or hold internships. 

Field Experiences in Reading 

At the elementary level, it was imperative that teacher candidates have a 

background in reading. Legislative reform called for quality teachers to be in every 

classroom (Learning Point Associates, 2007b).  Without reading knowledge, a teacher 

may be “highly qualified” yet ineffective. “Because colleges and universities play a 

significant role in placing a quality teacher in every classroom, they must examine 

seriously the content and structure of their teacher preparation programs in light of the 

portrait of excellence” (International Reading Association, 2007, p. 1-2).  Faculty 

members model best practices using clear and specific examples, expect teacher 

candidates to do the same, and supervise the field experiences to ensure practices embody 

theories (International Reading Association, 2007). The practice of implementing 

theories may occur in the university classroom but must eventually be seen and practiced 

in structured, supervised field experiences in order for candidates to develop expertise.  

Supervised field experiences allow teacher candidates an opportunity to plan, establish, 

and implement lessons for reading.  “The value of that experience is diminished 

considerably, however, if the fieldwork experienced by beginning teachers runs contrary 

to the knowledge base and instructional modeling they have received in college classes” 

(International Reading Association, 2007, p. 10).  
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Quality field placement will benefit students, teacher candidates, and classroom 

teachers if developed correctly (Darling-Hammond, 2006).  When given opportunity for 

peer discussion, professor feedback, and/or collaboration with teachers, the connection of 

practice into theory becomes stronger (Darling-Hammond, 2010; International Reading 

Association, 2007; Miller, 2009; Peck, 2009; Risko, Roller, Cummins, Bean, Block, 

Anders & Flood, 2008).  Teacher candidates learn to adapt subject matter to students’ 

strengths and weaknesses, especially with quality feedback and direction from their own 

professors.  All of this is possible before and during quality field experiences when 

available. By combining both best practices and theories of reading with an opportunity 

to use in an authentic setting, teacher candidates may be more successful teachers. Those 

who did not have an opportunity to test theories or have little preparation in classrooms 

have difficulty planning lessons as well as successfully implementing them.  These 

candidates have difficulties diagnosing student needs as it applies to future teaching 

(Darling-Hammond, 1999).   

Summary. Since elementary classrooms are grounded in reading skills, it is 

important for the teacher candidate to become involved in a quality field experience.  The 

teacher candidate should receive feedback from professors and instructors as well as have 

the opportunity to collaborate with others.  With a quality placement, teacher candidates 

may be better able to diagnose reading needs of students and then provide improved 

implementation of lessons based on those needs. 

Tutoring as Field Experience 

Field experiences vary in the way they are established and implemented.  Many 

times, educator preparation programs involve tutoring as a way to bridge theory to 
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practice especially with courses involving reading instruction.  By tutoring struggling 

readers in a reading/literacy clinic situation and presenting the opportunity to solidify 

their beliefs into actions, teacher candidates are more likely to feel more prepared and 

accomplished. With this sense of self, teacher candidates will potentially remain in the 

classroom for more years (Darling-Hammond, 1999).  The tutoring field experience can 

be an occasion for helping future teachers prepare for their profession. 

Successful experiences for teacher candidates include a structured field 

experience with reflective teaching that can inform decision making particularly when 

used in connection with one-on-one tutoring (Cartwright, Savage, Morgan, & Nichols, 

2009). Tutoring, being vital to becoming a successful teacher, can make a difference both 

to those being tutored and to the teacher candidate (Fang & Ashley, 2004; Fitzgerald, 

2001). Within the confines of a well-structure setting, trained tutors learn the craft of 

teaching while offering struggling readers the extra help outside of the classroom 

(Cartwright, Savage, Morgan & Nichols, 2009; Garin & Hammond, 2009).   It has been 

stated the action of one-on-one tutoring is what is effective and not necessarily who is 

tutoring or how structured the program may be (Ritter, Barnett, Denny, & Albin, 2009). 

In Elbaum, Vaughn, Hughes, and Moody’s (2000) meta-analysis of tutoring programs, 

they found that elementary students made the largest gains when university students were 

included in a field based program. There was no clarification if these tutors were teacher 

candidates or graduate students. 

The literature has many studies concerning one-to-one tutoring (e.g. Duffy & 

Atkinson, 2001; Linek, Nelson, Sampson, Zeek, Mohr & Hughes, 1999; Richards & 

Lassonde, 2009). Nevertheless, it is important to note the total of studies using teacher 
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candidates from traditional educator preparation programs in conjunction with tutoring is 

not as large as one may think.  In the call for reforms in A Nation at Risk and Goals 2000, 

the majority of programs were designed for professional development of teachers, which 

did include graduate studies and/or 5-year programs.  Few programs were for the 

undergraduate teacher candidate.  In the book Literacy Tutoring that Works: A Look at 

Successful In-School, After-School, and Summer Programs, Richards and Lassonde 

(2009) include twelve studies concerning the topic of tutoring.  Yet of the twelve studies, 

only four were specifically designed for undergraduate teacher candidate programs.  The 

others included professional development, graduate students, or simply volunteers. These 

four studies for teacher candidates offer a wide range of focus into various tutoring 

programs.  

The most closely related study to my research is Garin and Hammond’s (2009) 

study of reading clinics.  However, this Reading Clinic took place on an elementary 

campus unlike our university campus.  The training given to the teacher candidates was 

similar to training that is used for my study, opportunities to share information is given 

but in a formal setting on a single day and not throughout a single semester.  In this study 

the teacher candidates were asked to complete a survey pre- and post-tutoring where it 

was determined that tutoring helped build confidence in teacher candidates and that the 

experience was beneficial but they did not delve deeply into the perceptions of the 

teacher candidates throughout this experience or what inhibited or promoted self-

efficacy.  There was also a part of the focus that looked at the benefits for the elementary 

student. 
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Hoffman, Mosley, Horan, Russell, Warren, & Roach (2009) developed a study 

involving teacher candidates tutoring first graders on their home campus.  This study 

involved very structured instructional components with video support.  The teacher 

candidates were to assess student progress, develop instruction, and reflect on the lessons 

they implemented.  However, this study did not investigate the performance and 

perceptions of the teacher candidates or what may promote or inhibit positive self-

efficacy. Frey, Lapp, and Fisher (2009) investigated teacher candidates who tutored 

students for the purpose of reducing grade retention for elementary students.  Their 

primary focus was to consider if tutoring did reduce the retention rates of at-risk students.  

Shelton and McDermott (2009) did focus a study on after school programs involving 

teacher candidates. This particular study used the arts to help increase literacy in a non-

traditional, hands-on approach as a way to teach diverse learners. This in no way implies 

these are the only studies (Duffy & Atkinson, 2001; Linek, Nelson, Sampson, Zeek, 

Mohr & Hughes, 1999), yet it is an example of the lack of literature concerning teacher 

candidates, their perceptions and performance, what may inhibit or promote self-efficacy, 

and one-on-one tutoring. 

Future benefits from tutoring. Classroom teachers do not have sufficient class 

time available for individualized tutoring so it can be questioned whether there is value in 

focusing on tutoring in an educator preparation program. According to the Texas 

Education Code (2009a), I found that each school administers an approved reading 

assessment instrument in Kindergarten, first, and second grades.  The Texas Primary 

Reading Inventory (TPRI) is one assessment that is frequently used in elementary schools 

designed for the classroom teacher to administer in a one-on-one session (Texas Primary 



Texas Tech University, Gae Lynn McInroe, December 2012 

 

23 

 

Reading Inventory, 2004).   It tests graphophonemic knowledge, word reading, phonemic 

awareness, decoding of words out of context, accuracy, fluency as well as reading 

comprehension. The TPRI is given in a one-on-one situation between the teacher and the 

elementary student.  The teacher must then use this information to formulate instruction. 

Also from the results of these tests, it will be determined which elementary student may 

need an accelerated reading instruction program (Texas Education Code, 2009b). 

Accelerated reading programs are required to maintain a small group ratio of one teacher 

to ten students and may occur before or after the school day and/or the school year.  In 

addition to these accelerated programs, school districts may offer a tutorial service to 

students who may have passed the reading assessment instrument but continue to have 

grades lower than 70 (Texas Education Code, 2009c).  Having a successful tutoring 

experience as a teacher candidate before being required work with small groups would 

benefit the teacher in order to be more successful in diagnosing reading difficulties 

(Darling-Hammond, 1999). 

Summary. Tutoring programs vary as to how they are established and 

implemented but are a way to connect real world experiences to the theories that are 

taught in the university classroom.  One-on-one tutoring has been found to be effective 

especially if the training of the tutors is adequate.  A teacher candidate will have the 

ability to use the skills learned in tutoring in future classrooms, small group settings, and 

accelerated reading programs. 

Self-Efficacy, Self-Regulation, and Reflection  

A capstone course, such as the course taken by the teacher candidates, should be a 

constructive and thriving learning experience that “not only validates the learning, but 
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also enables [teaching] faculty to revise and refine courses or curricula to attain desired 

outcomes” (Moore, 2006, p.1).  The teacher candidate should have the opportunity to 

exhibit the ability to take previously learned information and apply it in situations similar 

to those situations they will experience once they leave the university setting.  Risko, 

Roller, Cummins, Bean, Block, Anders & Flood (2008) suggest that teacher education 

programs should have as their objective to make available opportunities to appraise the 

learning about teaching and its practices.   A capstone course can have these 

opportunities made available to teacher candidates. The capstone course should be 

designed so that students can grow from the experience and continue the learning 

(Moore, 2006).  The instructor should have measures in place that will serve to impact 

and influence the students.  It is the goal of this research to be able to take such measures 

and determine if the measures will help build the self-efficacy of teacher candidate as 

they prepare to become reading teachers.  Specifically looking at teacher candidates’ 

reflections related to their perceptions about teaching, it may be possible to see if these 

candidates are able to verbalize or write about their own personal learning based on the 

situation. 

The capstone course integral to my study contains field experiences.  The State of 

Texas has some guidelines for this experience including (a) authentic school settings, (b) 

instruction by certified teachers, (c) students in classroom settings, (d) content or grade 

level specific settings, (e) variable length of observation time, and (f) reflection of the 

observation (Texas Administrative Code, 2008a).  Using the state guidelines for field 

experiences and the expectation of reflective observation, the School of Education where 

the research occurs can emphasize reflection on self-efficacy by looking at how teacher 
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candidates believe they are being prepared to become teachers.  Teacher candidates 

should be purposefully aware that the actions they decide to use in teaching situations 

come from specific thought processes as it relates to their own feeling of capabilities to 

be successful (Bandura, 2001).   

Teacher candidates must make good judgments of their own capabilities and 

awareness of various outcomes in order to implement actions in a different situation. 

“Forethoughtful, generative and reflective capabilities are, therefore, vital for survival 

and human progress” (Bandura, 2001, p. 3).   Yet these judgments are also concerned 

with the skills one has and to use these skills to their utmost potential (Bandura, 1986). 

Teacher candidates should feel that they have the ability to produce desired effects with 

their actions or else they will not feel compelled to act.  These beliefs influence the 

actions chosen, how much effort exerted, how long they will persevere with a task when 

faced with difficulty, and possible anxiety they may feel (Bandura, 1997; Pajares & 

Valiante, 1997).  It will also affect how much accomplishment they will feel when they 

complete a task- both positive and negative. 

Pajares (2002) argues that students or teacher candidates in this case will take on 

tasks where they feel very confident yet may avoid those in which they do not feel such 

self-assurance.  He considers the creating of beliefs straightforward and instinctive as 

individuals interact with situations and then move on to interpret the outcomes of their 

actions.  Individuals will interpret beliefs based on this interaction and continue to move 

forward with other actions that are in sync with those beliefs (Pajares & Valiante, 1997; 

Pajares, 2002).  Once individuals deem themselves capable of specific outcomes within 

academic undertakings, they will use more strategies- both cognitive and metacognitive.  
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This new behavior may be independent of previous success or aptitude with individuals 

who will “work harder, persist longer, and persevere in the line of adversity” (Pajares, 

2002, p. 117).  

Self-efficacy is not the same as self-esteem.  Self-efficacy incorporates the 

judgments of individual capacity to accomplish tasks, not related to actual ability but the 

perception of one’s capabilities, whereas self-esteem deals with self-worth (Bandura, 

1997; Edwards, Higley, Zeruth & Murphy, 2007).  If the teacher candidate is allowed to 

reflect on their experiences, these judgments of ability may then move the teacher 

candidate toward the actions that can potentially strengthen one’s self-efficacy.  With this 

self-reflective capability, teacher candidates can gain understanding of the situation, 

evaluate their own actions, and structure their own thinking.  Self-efficacy depends on 

behavior, the personal aspect the individual brings to the situation including cognitive, 

emotional, and biological events as well as the context of circumstances where self-

efficacy is built (Bandura, 1997).  No one area is more important than another. Yet there 

may be some conditions where one or two facets may be more of a factor in building an 

individual’s self-efficacy such as teacher candidate or elementary student behavior 

(Bandura, 1997).   

Teacher candidates may have little experience with classroom teaching but they 

can make a priori judgment concerning their potential effectiveness of successfully 

enacting quality lessons (Edwards, Higley, Zeruth & Murphy, 2007). If teacher 

candidates have high efficacy, they believe themselves to be efficient teachers with 

positive results, which can push them further to try new techniques they have had little 

experience in performing.   
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Alongside self-efficacy is self-regulation which is another way to explain how 

people may change their performances or thoughts when faced with a new situation 

(Zimmerman & Schunk, 2001).  Self-regulation is an interaction of three subsections: 

self-observation, self-judgment, and self-reaction.  “While observing aspects of one’s 

behavior, one may judge them against standards and react positively or negatively” 

(Schunk, 2001, p. 130).  Information from one subsection is used in the other two to help 

shape self-efficacy. A teacher candidate would need to observe themselves, judge and 

react what they have done.  Zimmerman (2001) describes it as “the self-directive process 

through which learners transform their mental abilities into task-related academic skills.”  

Teacher candidates may need to see instructors model how this done, receive feedback 

from peers and instructors as well as be guided toward deeper thinking. Zimmerman and 

Schunk (2001) continue to discuss how self-regulated learning is valuable as a way for 

any type of students to become actively involved in their own learning.  Schunk (2001) 

felt that “actions that result in successes tend to be retained; those that lead to failures are 

discarded” so it is important for teacher candidates to feel some form of success in 

placing theories into practice with an elementary student. Teacher candidates should 

understand their own beliefs and values as they begin their work in education (Darling-

Hammond, 2006).  One way to achieve this is to have the teacher candidate reflect on 

various aspects of their own learning. 

Reflection can be defined as having a discussion with one’s self (Cambourne, 

2002).  This allows the opportunity to elucidate, expand, and to refocus beliefs from one 

activity toward another.  It can expand thought by compelling the teacher educator to 

think outside of one particular situation. In a field experience, it can be beneficial to 
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reflect on what is being observed.   In fact, reflection is a requirement for a field 

experience in the State of Texas (Texas Administration Code, 2008a).  However, this can 

be difficult due to the fact that there are not clear or proven approaches to improving 

reflection (Roskos, Vukelich, & Risko, 2001). As far as it applies to teacher candidates, it 

is not apparent as to what type of growth occurs using reflection or if this practice needs 

further discussion.  “Teachers-to-be, it appears, describe, report, and query some, but they 

do not interpret, evaluate, and critique teaching activity very much in ways that deepen 

their understanding …” (Roskos, Vukelich, & Risko, 2001, p. 598).     

Reflection involves at least three levels: (a) thoughts resulting from procedures, 

(b) reasoning as of appropriate strategies used, and (c) critiquing the approach as well as 

the thought process behind using it (Van Manen, 1977).  It has been further explained by 

Surbeck, Han, & Moyer, (1991) that the three levels of reflection involve reacting, 

elaborating, and contemplating. Freedman and Carver (2007) describe these levels 

differently claiming a teacher candidate would move from “naïve wonder to dawning 

realization to intellectual rigor.”   However, all suppose that reflection involves different 

categories of involvement.  Risko, Roskos, and Vukelich (1999) also determined that 

most reflections are low level thinking with the addition of more facts than reflection 

initially. 

The act of reflecting may not be the most natural to teacher candidates.  A 

reflective comment should show a sliver of truth yet what is more likely to show is what 

is under the surface which “might seem foreign or strange until expressed….Reflections 

evolve, revealing the familiar as well as the strange” (Brevig, 2006, p. 523).  We are 

asking teacher candidates to use observations and analyze activities then ask them to 
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think of how they will use these information in the future instructional settings (Roskos, 

Risko, & Vukeluch, 1998).  Having teacher candidates reflect should involve getting 

them into thinking beyond what they have been taught as well as viewing one piece of 

thinking into another situation.  This type of growth may help the teacher candidate to 

think of all aspects of teaching- what is to be taught, what is best for the student, and 

what instructional strategy is best to enable teaching to occur.   

 Summary. Capstone courses should have opportunities for teacher candidates to 

make good judgments of their own abilities as well as having an awareness of the various 

outcomes that may occur based upon their own actions. The teacher candidates should 

feel comfortable with the tutoring experience they are involved in so they will persevere 

if a difficult situation arises.  From this situation, the teacher candidate should be able to 

regulate their actions in order to be successful.  Through the use of reflection, they may 

be able to pinpoint where their successes developed or where they need to work harder.   

If a teacher candidate does not have sufficient experience, they may require more support 

from the instructor of the course to address additional efforts that may need to be 

implemented. 

Summary 

In order for more teachers to stay in the profession longer, Darling-Hammond 

(2010) suggested having more opportunities and experiences for teacher candidates thus 

helping them to see what it is actually like to implement theories that have been taught 

into actual practice with elementary students.  However, it is important to ensure that 

careful consideration is applied to how the experience was developed.  When supervised 

tutoring is involved, the teacher candidate is given opportunities to test reading strategies 
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while still having the support of continued learning either by themselves or through 

interactions with peers and/or the instructor. This research may show that the teacher 

candidates can build their own self-efficacy in part by responding to the feedback of 

others as well as the verbalization of their own thought processes.  
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CHAPTER III  

METHODOLOGY 

The aim of this study was to capture the perceptions of four teacher candidates 

during a semester in which the teacher candidate tutored an elementary student who was 

struggling in reading.    As an observer in the research settings, I acted as a data gathering 

instrument in order to formulate four case studies of teacher candidates, collecting 

statements of their thoughts as they progress through the semester (Merriam, 2002).    

Research Design 

My research study was qualitative in design.  I chose qualitative because I 

believe the insight to learning is best told through the eyes of the participant.  Qualitative 

research methods involve looking at all aspects of the context, participants, artifacts, and 

other items that help describe the meanings of moments in time (Merriam, 2002). A 

qualitative research study may be involved directly in the context in order to gain access 

to the true feelings of those being observed using “a set of interpretive, material 

practices that make the world visible” (Denzin & Lincoln, 2005, p. 3).  Qualitative 

research provides a system to explore unquantifiable facts about people and places 

through the means of observing and speaking to the actual participants (Berg, 2009). 

The goal was to understand a setting and social phenomena explaining both using 

descriptive details looking at a specific time and in a specific context (Merriam, 2002).  

The results of this research may not transfer to other settings as a generalization but 

more as to understand the context of the particular setting at a specific time (Glense, 

2006, Merriam, 1998, 2002).  However, in similar settings, the results could be 

replicated and show comparable results.  
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Focusing on this particular course, I was not the instructor but an observer to the 

teaching and learning that occurred as well as having access to all course artifacts. With 

access to artifacts and participants, my notes of the events that occurred as well as the 

reactions of the participants did not include me into the hierarchy of a normal course.  

Teacher candidates were willing to talk to me but did not seek me out for additional 

guidance.  This kept me as an observer for the semester. Yet because I have taught this 

course in the past, I was very careful not to look “for” something in the statements made 

by the teacher candidates but have their statements “tell” me what is going on with their 

perceptions (Merriam, 2002). The following research questions framed my study, and I 

kept them in mind as analysis began and continued:  

 What are teacher candidates’ performance and perceptions as they prepare 

to teach and to assess reading during their experience in reading tutoring 

program? 

 How do teacher candidates’ performance and perceptions to teach and to 

assess reading change through the interaction with the instructor of the 

course and/or peers? 

 What promotes and/or inhibits a teacher candidate’s self-efficacy and 

performance in the reading teacher preparation program? 

From multiple data sources, I was able to “systematically gather enough 

information about a particular person, social setting, event, or group to permit the 

researcher to effectively understand how the subject operates or functions” within this 
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setting (Berg, 2009, p. 317). Using Berg (2009) case study definition I chose this style of 

qualitative research because:  

Sensemaking is the manner by which people, groups, and organizations 

make sense of stimuli with which they are confronted how they frame 

what they see and hear, how they perceive and interpret this information, 

and how they interpret their own actions and go about solving problems 

and interacting with others (p. 319). 

In addition, Stake (2005) maintains “the case researcher digs into meanings, 

working to relate them to contexts and experience.  In each instance the work is 

reflective”(p. 450).  More specifically a context situated case study was explored, 

meaning that the context was specifically investigated, and then a cross-case analysis was 

conducted to “look for patterns across cases” (Glense, 2006, p. 13). Participants were 

chosen for case study using maximum variation as a way to allow for application of 

conclusions to be applicable to a larger group (Merriam, 2002, Patton, 1990). The 

individuals in my study were chosen with their diversity of experiences, ages, and how 

they rated themselves as teachers in mind. 

Using the narrative of the case study to share the teacher candidates’ perceptions 

allowed me to “organize events and objects into meaningful whole and of connecting and 

seeing the consequences of actions and events over time” (Chase, 2005, p. 656).   There 

was a potential to see growth of the teacher candidate within the narrative. “These 

include possibilities for self and reality construction that are intelligible within the 

narrator’s community, local setting, organizational, and social memberships…” (Chase, 

2005, p. 657).    Narrative analysis allows “the researcher to identify patterns within and 
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between sources” (Berg, 2009, p. 308).    Through the narrative, I showed the details of 

the teacher candidates’ perceptions as well as “the context and meaning of these events” 

(Baumann & Duffy-Hester, 2002).    

Context of the Study 

The context of the study was a capstone course where teacher candidates utilized 

reading assessments to determine elementary students’ literacy difficulties, design 

instruction for those difficulties, and implement the needed instruction.  The course was 

taught at a small private Southwestern university where I am a faculty member. The 

student population varies between 1100 and 1400 students.  I was not the instructor of the 

course but have taught this course in the past.  Having knowledge of the organization and 

requirements of the course as well as the customary participants, I was well aware of the 

strength and weaknesses of teacher candidates in general and the purposes and 

procedures of the course.  Without the use of computers, basal readers and worksheets, 

the teacher candidates in this course relied on their own resources as well as materials 

belonging to the Reading Clinic to create instruction for the students.  This required the 

teacher candidates to incorporate ideas and concepts from previous classes into the 

tutoring planning sessions and/or to ask for help and guidance. My experience in teaching 

this course had lead me to believe that there were noteworthy learning gains for teacher 

candidates yet there had been little evidence collected to support this belief.    

The site included the three components necessary for success as described by 

Houge, Greier, and Peyton (2008).  These included a coordinator with exceptional 

knowledge of reading and instruction, well-planned and organized tutoring sessions, and 
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tutors receiving training prior to working with students as well as opportunities to receive 

help as necessary throughout the course.  

The course and its tutoring sessions for struggling readers were held on the 

university campus. Information concerning the times and dates of the clinic were 

dispersed through the local school districts’ elementary counselors who share information 

with teachers who then pass the clinic information on to parents.  However, it is up to the 

parents to request tutoring. Students were accepted at the clinic on a first-come/first-

served basis and only on this basis.  Generally, pre-kindergarten to fifth grade students 

were accepted at the clinic although other students were welcome.  The elementary 

students’ parents provided transportation to and from the university for the tutoring 

sessions after standard school hours.  Tutoring time for each student lasted 50 minutes, 

two days a week for eleven weeks.  The university charged a small fee for this tutoring 

opportunity with proceeds from the fee reinvested in games and materials for current and 

future tutoring sessions.  In addition, the university provided a small snack during these 

tutoring sessions.  

Background of the researcher. I am an instructor at the university where the 

study takes place. Since the university and the education department faculty were smaller 

than a large state school, I have had the opportunity to instruct each of the teacher 

candidates in other Reading and Early Childhood courses that are offered.  Additionally, I 

have taught this particular course up to three times a year totally my teaching of this 

course to be twenty-five times since I have been employed by the university.   This had 

given me some insight into the course expectations and requirements.  I was not the 

instructor of record for the semester when data was collected.   
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Background of the Course 

The course began with six university class sessions during the first three weeks of 

the semester where teacher candidates were instructed on how to administer and analyze 

assessments for the elementary student.  Each of the six sessions lasted one hour and 25 

minutes.  During these sessions, the teacher candidate also prepared for tutoring by 

acquainting themselves with the materials to be used in assessment, books available for 

reading with elementary students, as well as other materials such as games used in the 

tutoring sessions. After three weeks of instruction, each teacher candidate was assigned 

an elementary student they were to tutor for the remainder of the semester. The instructor 

kept in mind the teacher candidate’s preferences for the age of the child. The teacher 

candidate was expected to assess the elementary student in reading then use this 

information to develop individualized instruction.  

Prior to each tutoring session, ten minutes was scheduled for the entire class to 

meet and discuss areas of concern and successes. This time also allowed the candidates to 

prepare for tutoring sessions.  Following tutoring, an additional 20 minutes were 

scheduled for discussion on how each session went. It was during these meetings, that 

teacher candidates freely talked with one another or ask questions of the instructor.  The 

instructor also used this time to give further instruction of assessment procedures or share 

other information. These are not always structured times from the instructor’s point of 

view but an opportunity to discuss strengths, weaknesses, concerns and successes that 

occurred during tutoring.   
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Course participants were instructed to administer ten assessments. This instruction 

occurred in the first three weeks of the semester.  The first assessment was a reading 

attitude inventory developed by Dennis J. Kear (McKenna & Kear, 1990). This helped 

the teacher candidate understand how the elementary students feel about recreational and 

academic reading.  A small reading interest survey was given to help identify reading 

interests of elementary students to be tutored.  Nine other assessments were introduced to 

the teacher candidates in the following order: 

 Bader Phonemic Awareness (Bader & Pearce, 2009) 

 Yopp-Singer Test of Phoneme Segmentation (Yopp, 1995) 

 Bader Letter Recognition/Identification/Writing Assessment(Bader & 

Pearce, 2009) 

 Bader Phonics Test(Bader & Pearce, 2009) 

 Bader Spelling Test(Bader & Pearce, 2009) 

 MASI-R Oral Reading Fluency Measures (Howell, Hosp, Hosp, & 

Morehead, 2007) 

 CORE Vocabulary Screening (Diamond and Thorsnes, 2008) 

 Bader Graded Word Lists (Bader & Pearce, 2009) 

 Bader Reading Comprehension Passages (Bader & Pearce, 2009) 

 

Instruction included discussions of what each test was designed to assess, why it 

was important to assess with this particular assessment, how assessment should be given, 

and how to analyze the results of each test.  Opportunities to practice administration were 
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given in class.  In addition, miscue analysis of reading passages was practiced.  Teacher 

candidates specifically looked at “…where we honor and celebrate what readers do in 

their drive to make sense of print where error isn’t necessarily bad and indeed often a 

sign of strength….where teachers can focus not on labeling and categorize readers but on 

listening to and understanding them” (Wilde, 2000, p. 1). 

Teacher candidates were instructed on how to have students retell stories 

as well as ask comprehension questions related to passages (Wilde, 2000).  After 

the teacher candidate assessed their elementary student, they wrote a report 

describing what they tested and the results of those tests.  Additionally, each 

teacher candidate had two conferences with the instructor to discuss pre- and post-

tutoring assessment results. 

During the remainder of the semester, the teacher candidates wrote and 

implemented lesson plans. Each teacher candidate had control over the type of activities 

they could use with their students as long as it was appropriate to their students’ needs 

based on the assessments.  They could ask help and guidance from the instructor and/or 

their peers at any time in the semester. After eleven weeks of tutoring, the class met for 

one class sessions for one and one half hours to discuss writing the final report and 

setting up conference times. Each teacher candidate had a conference with the instructor 

during the final week of the semester where summarization of the tutoring sessions 

occurred. 

Methodology 

Participants. It was necessary to investigate purposeful sampling in searching for 

specific characteristics related to the purpose of the study as well as considering what 
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information would be the most useful and that has the most integrity (Hoepfl, 1997; 

Patton, 1990).  From this perspective, purposeful sampling with maximum variation was 

employed and helped develop patterns and themes that are of particular interest to the 

research as it would secure the experiences of individuals as well as examine the impact 

of the course (Lincoln & Guba, 1985; Patton, 1990).    

Participants were university seniors who had successfully taken five other reading 

instruction courses prior to this capstone course: Foundations of Reading, Reading 

Assessment and Pedagogies, a multicultural Reading/Language Arts course, a general 

Language Arts course, and Children’s Literature.  Ten teacher candidates registered for 

the capstone course:  one male and nine females.  Three of the ten teacher candidates 

were employed by a local school district as instructional aides with experiences ranging 

from eight to twenty-two years.  Teacher candidates represented a range of ages: three 

were 18-24; two were 25-30; and five were 31 or older. One student was Hispanic, one 

African American, the others Caucasian.  I was interested in ages as a criterion. Older 

students often bring experiences working with children that may influence how they 

relate to the course and interact in it. 

All ten course participants were asked to complete a questionnaire (see Appendix 

A) before the tutoring of elementary students began.  In this questionnaire, each teacher 

candidate was asked to rate themselves as to their own proficiency with tutoring and 

assessing reading.  Teacher candidates either rated themselves as novice/emergent 

teachers or as developing teachers as described in the section on questionnaires.  The first 

step in choosing participants began with dividing teacher candidates into two groups 18-

30 and over 31. While the questionnaire offered three age choices, it was necessary to 
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compress the two younger choices into one because of the ratings each individual teacher 

candidate gave themselves as a teacher. This compression ensured maximum variance 

among the participants.  It was from this specific information of using age and self -rating 

the four participants were chosen for case studies. I chose Meg, Caroline, Joan and Fiona 

(all names are pseudonyms).  

Meg considered herself to be a novice/emergent teacher.  She was between the 

ages of 18-24 years with one year of day care experience.  Caroline had no school 

teaching experience, was between the ages of 25-30, and rated herself to be a developing 

teacher.  Joan had twenty-two years of experience at Head Start but considered herself to 

be a novice/emergent teacher.  She was over the age of 31.  The final case study 

participant was Fiona who had eight years’ experience of being a paraprofessional with 

upper elementary grades. She was over 30 years old but considered herself to be a 

developing teacher.  

Data collection and procedures. Data collection included field notes for  6 class 

session (before tutoring began), teacher candidate questionnaires (pre and post study), 9 

on-line discussion threads, 8 candidate interviews, 21 lesson plans with lesson reflections, 

pre- and post-tutoring session field notes, and a teacher candidate debriefing session field 

notes. 

I was in the classroom during the first three weeks of school when instruction was 

given to the teacher candidates. I took field notes.  Additionally, I attended before and 

after tutoring sessions and the final debriefing session where I took field notes.  The class 

sessions occurred in the scheduled classroom where the supplies and the majority of the 

books to be used are kept.  I tried to sit in the front of the classroom during all sessions 
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but would often walk around and watch interactions especially on days where the 

instructor did not have formal meetings. My field notes are from my point of view as to 

the interactions of the teacher candidates and the instructor.   Each teacher candidate 

completed an initial and ending questionnaire using Survey Monkey.  Discussion threads 

were completed by the teacher candidates across the semester.   I interviewed each 

participant at the beginning and end of the semester.  For each tutoring session, the 

teacher candidate wrote an original lesson plan and reflected upon the experience before 

giving the reflection to the instructor. 

 To protect their identity, teacher candidates were assigned a four digit random 

number.  Names were blacked out if they were included on any data and the number was 

placed on the data.  The instructor of the course ensured that this was completed either by 

the student or by her before any Xerox copies of data were made. Two copies of all 

lesson plan reflections, discussion threads, and questionnaires generated by the teacher 

candidates were made and given to the researcher by the instructor.  The first copy of 

these artifacts was placed in the teacher candidates’ personal folder. The second copy of 

each artifact was kept in chronological order in a separate file.  For example, all lesson 

plan copies were placed in a file and all questionnaire results were in another file.  I 

interviewed each teacher candidate twice.  I audio taped and transcribed these interviews, 

making two copies and placing these artifacts in the appropriate files. 

Researcher’s notes. The course began with six class sessions during the first three 

weeks of the semester where teacher candidates were instructed on how to administer and 

analyze assessments for the elementary student.  These sessions lasted one hour and 25 
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minutes each.  Researcher’s notes were made following every class meeting.   I took field 

notes and typed them as quickly as possible following the event with the instructor of the 

course viewing class session notes for member checking since she was be in the room 

when these occur (Merriam, 2002).  Each class transcription was given a number to help 

with analysis later.  For example, the third day of class meetings had the same 

corresponding number.   Each line was also numbered for ease in establishing an audit 

trail as the semester progressed. If a statement from these notes were used, it was written 

as Notes 3, line 15 to signify that on the third set of researcher’s notes, line 15, this 

information was obtained. All artifacts were labeled and numbered the same way. This 

allowed an opportunity for an internal audit and ease in identifying raw data origination. 

(Lincoln & Guba, 1985, Merriam, 2002). 

I made note of which teacher candidate spoke, asked questions, or remained quiet 

during this time. I wrote memos or notes to help “capture these analytic thoughts when 

they occur” (Glense, 2006, p. 148).  Miles and Huberman (1994) state that memos “tie 

together different pieces of data into recognizable cluster, often to show that those data 

are instances of a general concept” (p. 72).  These memos were transcribed and copies 

were made for files of each teacher candidates as well as a separate file for the memos. 

These were read and an initial analysis was made about the teacher candidates who spoke 

the most.  This immediate analysis was important to form the preliminary analysis (e.g. 

Corbin & Strauss, 2008; Creswell, 2009; Seidman, 2005). These were reread for 

emerging themes throughout the semester. Notes were typed up using numbers for the 

teacher candidates to indicate who talked and to who they talked.  
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At the end of the semester, one class period were given for teacher candidates to 

discuss the events that took place.  Any final instruction was given by the instructor at 

this time.  The teacher candidates were asked to share their thoughts and feelings of the 

course and what transpired.  I took notes at this debriefing.  

Questionnaires. Before tutoring sessions began, each teacher candidate 

completed an online questionnaire (see Appendix A).  For the past four years, the 

questionnaire had been given to previous teacher candidates. “Questionnaires are used 

extensively in educational research to collect data about phenomena that are not directly 

observable: inner experience, opinions, values, interests, and the like” (Gall, Gall & Borg, 

2007). The first question  asked  was “how prepared do you feel you are to teach” then 

specified ten different aspects of reading such as reading to children below 2
nd

 grade, 

reading to children above 2
nd

 grade, using children’s literature, and components of 

reading expanding phonics with decoding/blending starts and comprehension of narrative 

as well as expository texts.  The second question was “how prepared you feel you are to 

assess” reading describing the same ten aspects of reading.  These two questions were 

answered using a  Likert scale with five choices of (a) well prepared, (b) adequately 

prepared, (c) somewhat prepared, (d) not at all prepared, and (e) I don’t know how 

prepared I am.  The Likert scale was used to gauge teacher candidate change, from the 

beginning to the end of the semester, in perception to teach and to assess elementary 

student’s reading. 

In addition each teacher candidate rated themselves in one of three categories.  

They chose between the following: 
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1. Novice/Emergent teacher- beginning to understand how strategies 

of reading should be used in a tutoring situation, but not confident 

(unsure) of how it comes together in practice (new to 

circumstances/beginner). 

2. Developing teacher- fully understands how strategies and practices 

of reading come together in a tutoring situation and confident in 

working in this situation but has some reservations concerning 

success (growing/evolving). 

3. Proficient teacher- understands how strategies and practices come 

together in tutoring situations and fully confident in their abilities 

to put theories into practices (well-advanced/expert). 

Following the self-rating, teacher candidate’s answered four open-ended 

questions:  

(1) In general, reflect on how you feel you have been prepared to teach reading. 

(2) What do you believe your strengths and weaknesses are (in relation to 

teaching/assessing reading). 

(3) What is your comfort level (most confident) as we begin the assessment and 

instruction portion of this course, and  

(4) What expectations do you have for your success as a reading teacher? 

This questionnaire was also given at the end of the course with language 

modifications to reflect looking back on the semester instead of a forward focus.  The 

questionnaire data allowed a comparison of pre- and post- tutoring perceptions. 
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Interviews.  Approximately five to six weeks into the semester, the teacher 

candidate wrote an assessment report on the elementary student and then scheduled an 

initial conference with the instructor.  I was in the room as the initial conference occurred 

but asked questions before the instructor discussed the initial report written by the 

candidate and relative to the assessment outcomes.   The instructor left the room during 

my interviews.  I interviewed the four teacher candidates selected for case studies. 

Interviews allow insight into behaviors of people and a way for researchers to receive 

perceptions from the teacher candidates (Seidman, 2005).  Using a general interview 

guide approach as described by Turner (2010), the semi-structured interview allowed for 

consistency in questioning while allowing for some flexibility in adding additional 

questions that may arise from the interview itself. That is, teacher candidates were asked 

questions for clarification on their answers or to elaborate on the subject or restatements 

of the original question. The interview protocol was a semi-structured document (see 

Appendix B) chosen because it “attempts to understand the complex behavior of 

members of society without imposing any a priori categorization that may limit the field 

of inquiry” (Fontana & Frey, 2005). Teacher candidates were asked to address specific 

questions. Interviews were transcribed and each member was allowed to look at the 

information as a form of member check, a way to ensure that I am “representing them 

and their ideas accurately” (Glense, 2006, p. 38). The interview lasted approximately 10 

minutes.   

A final interview was given at the end of the semester as a portion of the 

summative conference that was required. The semi-structured interview questions were 

the same as previously noted but more questions for elaboration such as “why do you feel 
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this way” and “how did you react to this situation.” These varied by teacher candidate but 

the basic questions remained the same for all.   

Lesson plans and lesson reflections.  For each day the teacher candidates tutored 

an elementary student, they wrote an original lesson plan based upon the needs of the 

student as reflected by the assessment results.  Following each session, the teacher 

candidates reflected on successes of the activities used and thought about how these 

activities may be changed to better meet the needs of the elementary student.  Changes 

may have stemmed from lack of success or ways to use the same basic strategy, game, or 

activity in a new manner. The instructor collected lesson plan reflections before the next 

lesson occurred. She made copies of the lesson plan reflections for me after providing 

written feedback to the teacher candidates. 

Discussion Threads.  For the eleven weeks during which the teacher candidate 

worked with an elementary student, they are also asked to make weekly reflections in an 

online forum.  Each week had a different focus for discussion (see Appendix C).   For 

example, teacher candidates were to discuss how their first week of tutoring was going, 

what are established goals for the elementary student, successes and disappointments, 

strategies they wished they had been taught as well as any concerns they may have had.  

Only one topic was opened during each week but the topics remained open during the 

entire semester.  Teacher candidates were expected to respond to the questions as well as 

to each other.  The instructor reminded teacher candidates weekly to respond and 

suggested they respond to each other.   
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Summation of Data Collection 

Week Data to be Collected 

One through three Class transcriptions 

Four Pre-tutoring class transcriptions, pre-tutoring 

questionnaire 

Five Pre-tutoring class transcriptions, online discussion, 

interview, lesson plan reflections 

Six Pre-tutoring class transcriptions, online discussion, and 

lesson plan reflections 

Seven Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Eight Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Nine Pre-tutoring class transcriptions, online discussion,  

lesson plan reflections 

Ten Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Eleven Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Twelve Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Thirteen Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Fourteen Pre-tutoring class transcriptions, online discussion, 

lesson plan reflections 

Fifteen Class transcriptions, online discussion, lesson plan 

reflections 

Sixteen Post-tutoring questionnaire, final interview 

 

Data analysis. “Data analysis involves organizing what you have seen, heard, and 

read so that you can make sense of what you have learned (Glesne, 2006, p. 147).  I 

described the performance and perceptions of teacher candidates during a semester of 

reading tutoring based upon data obtained from a capstone course and my observations 

and field notes. 
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  All data was read and reread multiple times to help facilitate organizing the data 

into categories.  These categories were first developed through open coding, “the central 

purpose of which is to open inquiry widely.  Although interpretations, questions, and 

even possible answers may seem to emerge as researchers code data, it is important to 

hold these as tentative at best” (Berg, 2009, p. 353).  After the data had been open coded, 

a reflection back on the theoretical framework of self-efficacy was necessary before 

looking for emerging themes and perspectives, gaining insight as well as questioning the 

categories (Miles & Huberman, 1994).   This allowed for statements in the data to 

question who, what, when, where, how and why it is important to analyze (Corbin & 

Strauss, 2008).  Comparisons were ongoing throughout the analysis.  In addition, there 

was a case dynamics matrix produced.  This allowed the opportunity to “link data with 

explanations, trying to understand why specifics things happen as they do- and how 

people in the cases explain why things happen as they do” (Miles & Huberman, 1994, p. 

148). 

From this data, I developed four cases studies.  “…Each is written up into a 

context-situated case study and then a cross-case analysis…carried out to look for 

patterns across cases” (Berg, 2009, p. 13).  By looking at individual teacher candidates, it 

was possible to trace their performance and perceptions of their own learning throughout 

the semester and look at how the course affected teacher candidates as a whole. This 

deepened the understanding the perspective among teacher candidates’ preparedness to 

teach and assess reading (Miles & Huberman, 1994). 

Researcher’s notes for the first six class periods were first typed and an audit trail 

was developed.  This audit trail was a chart where I could indicate the teacher candidate’s 
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identifying number, who was spoken to in the class as well as space to write the quote or 

content that the teacher candidate shared.   An initial reading began in which it became 

evident that the teacher candidates either asked questions or made statements. This was 

the first code that emerged. 

Coding of the open ended questions did not use the same initial codes as with the 

researcher’s notes. Upon initial readings, there were two major types of statements made.  

These were either positive or negative forms of statements.  By rereading all my data, 

statements could be divided into six different types of questions or statements made.  

These included comments that were 1) positive concerning self; 2) positive concerning 

student; 3) positive concerning both student and self; 4) negative concerning self; 5) 

negative concerning student; and 6) negative concerning student and self.  

 As I continued to read the data gathered, it became evident that there were 

three themes that emerged following initial coding.  First of all, it became evident that the 

teacher candidates’ varied in the way they solicited advice.  This solicitation varied 

throughout the entire semester and within the different teacher candidates. 

 The second theme that developed was the state of mind of the teacher 

candidate.  Examining instances of anxiety and/or confusion throughout the semester, this 

theme also could explain the excitement and enthusiasm shown by different teacher 

candidates.    Varying statements were made toward the beginning of the semester that 

were lacking toward the end with very bold statements being made in the final interview. 

 The last category discussed was how the teacher candidates felt about ages 

of potential tutors.  In addition, the perceptions they held concerning their own tutee’s 
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abilities made an impact on how they reacted to the semester in general. This view of 

children had a unique influence upon statements that the teacher candidates made. 

Summary 

I investigated the self-efficacy of teacher candidates as they progressed through a 

capstone course.  I examined teacher candidates’ perceptions about their abilities based 

on concepts introduced in previous coursework as well as the implementation of such 

concepts into practice with a struggling reader.   With a range of data collection, I was 

able to determine the growth of the teacher candidate as well as evaluate aspects of the 

reading program within the educator preparation program at my university.  This two-

fold purpose addressed the ever-present need to better understand how to help prepare 

teachers to be good teachers of reading. 
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CHAPTER IV  

PRESENTATION OF FINDINGS 

The goal of examining the perceptions of teacher candidates in this study was to 

determine if they benefited from working with elementary students in a tutoring situation. 

Another objective was to see if the teacher candidate could verbalize if the course was 

beneficial to them, determining strengths and weakness of previous coursework or if this 

course simply fulfilled a degree requirement.  It allowed the instructor an opportunity to 

assist the teacher candidate in solidifying their beliefs concerning reading strategy 

implementation before these teacher candidates were placed in student teaching 

situations.  

The following research questions framed the study:  

 What are teacher candidates’ performance and perceptions as they prepare 

to teach and to assess reading during their experience in a reading tutoring 

program? 

 How do teacher candidates’ performance and perceptions to teach and to 

assess reading change through the interaction with the instructor of the 

course and/or peers? 

 What promotes and/or inhibits a teacher candidate’s self-efficacy and 

performance in the reading teacher preparation program? 

Overview of the Study 

The chapter is divided into four case studies of teacher candidates.  Data was 

collected from multiple sources including 28 researcher’s notes as well as 21 lesson plan 
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reflections, nine discussion thread topics, two questionnaires, and two interviews with 

each teacher candidate. 

Data collection took place during the spring semester and during the class time of 

a university capstone course. The class met each week on Tuesdays and Thursdays for 

one hour and twenty-five minutes.  I took field notes during six class periods before 

tutoring with the elementary students began. I noted what teacher candidates said, the 

questions, they asked, and the exchanges with the instructor and each other. The field 

notes described patterns in talking, asking questions, and other important information that 

arose during these times.  Additionally, ten minutes prior to and twenty minutes 

following most tutoring sessions, I took field notes.  Debriefing for the entire semester 

took place during one final day of the semester, and I again took field notes.  

For each day the teacher candidate tutored an elementary student, a lesson plan 

was developed by the teacher candidate based upon the needs of the student as indicated 

by the assessments given during the initial tutoring sessions.  Following every lesson the 

teacher candidate was instructed to reflect on how the lesson went and add any pertinent 

information about how the elementary student reacted to the lesson. The instructor would 

occasionally make comments or suggestions about the lesson plan and/or the lesson itself.  

All information was available for analysis.  

During the semester, teacher candidates were expected to answer specific 

questions in an online module discussion thread (see Appendix C). The online 

discussions could be addressed at the teacher candidate’s convenience. Discussion topics 

were opened one at a time, week by week but were kept open for the entire semester with 

the expectation that teacher candidates would interact with each other across the 
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semester. Teacher candidates were expected to react to nine separate discussion topics. 

The discussions were part of my data set. 

 A questionnaire (see Appendix A) and self-rating scale were given prior to and at 

the end of tutoring.  Basic demographic information was requested including age with 

choices being 18-24, 25-30, and over 31.  Teacher candidates were also asked to identify 

their gender. The first two questions used a Likert scale. The first question was “how 

prepared do you feel you are to teach.” Ten different aspects of reading such as reading to 

children below second grade, reading to children above second grade, using children’s 

literature, and components of phonics with decoding/blending starts, and comprehension 

of narrative as well as expository texts were specified.  The second question was “how 

prepared do you feel you are to assess” and with a view toward the same ten aspects of 

reading.  These two questions were given in a Likert scale with five choices: well 

prepared, adequately prepared, somewhat prepared, not at all prepared, and I don’t know 

how prepared I am.   

Teacher candidates were then asked to rate themselves as either a 

novice/emergent teacher, developing teacher, or proficient teacher.  These were described 

to the teacher candidate before they were to rate themselves.  Following their self-

appraisal, teacher candidates answered four open-ended questions reflecting on their 

preparation to teach reading up to this point.  Three of the questions required the teacher 

candidate to describe strengths and weaknesses as well as their comfort level moving into 

the tutoring phase.  The final question offered an opportunity to describe expectations for 

their own personal success as a reading teacher.   
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Each teacher candidate scheduled a conference with the instructor to discuss 

assessment findings.  Before the official conference began, I interviewed teacher 

candidates to address questions about assessment and teaching of reading, strengths, 

weaknesses, and expectations for students and themselves (see Appendix B).  A second 

interview was given at the end of the semester involving similar questions. 

Four teacher candidates were chosen for the study.  They were chosen based upon 

age, how they rated themselves as teachers on the questionnaire, and personal 

experiences with young children.  Teacher candidates were placed into two categories: 

18-30 and over 31.  Two teacher candidates from each age group were chosen. Teacher 

candidates either rated themselves as novice/emergent or developing teachers and two 

teacher candidates were chosen. Of the four teacher candidates, two had very little 

experiences with students while two had many years of working with elementary students 

in a school setting.  

Three themes emerged from the data: state of mind, solicitation vs. loner, and 

view of children. The first theme described the teacher candidate’s state of mind 

throughout the semester as well as how it changed from beginning to end.  The state of 

mind included anxiety or confusion but also a form of elation or accomplishment. This 

could be seen in their body language as well as how they spoke in class based upon the 

types of statements and questions they asked. It also included the choice of words on the 

questionnaire, in interviews, on discussion threads, and in the lesson plan reflections that 

might suggest a particular state of mind.   

Solicitation verses loner encompasses whether or not the teacher candidate 

solicited advice. This was either in seeking help from the instructor, from other teacher 
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candidates, or when the instructor sought out the teacher candidate for various reasons.  

Conversely, it was also the case that the teacher candidate did not seek any help, 

instruction, or advice from either other teacher candidates or the instructor. Teacher 

candidates who did not seek advice were characterized as a loner.  

The teacher candidate’s view of children throughout the semester was the final 

theme. This included if they asked for a particular age of a child to tutor, if they focused 

on behavior rather than reading skills, and if they spoke positively of their reading 

abilities. I considered the initial views and the changes across the semester. 

I next present case studies for each of the four focal teacher candidates.  The case 

studies are followed by a cross case analysis.  The chapter concludes with my 

summarization.  

Case Study- Meg 

 Based upon her answers on the initial questionnaire, Meg was chosen to be a case 

study participant based on age, experience, and her personal rating as a teacher. Meg was 

the only teacher candidate within the 18-30 range who had any experience with children; 

she had worked in a child care center for one year. The initial questionnaire, she was the 

only teacher candidate in her age group who rated herself as being a novice/emergent 

teacher.  During tutoring session, Meg worked with a fourth grader, Trey.   

 State of mind.  Meg did not talk a lot in the beginning of the semester but once 

the instructor began to describe the initial report to the class, she sat up and said, “What?” 

She was very anxious about having to write a report describing the assessment results.  

She sat up and leaned forward as she asked the question.  Following this question she 

began to ask questions of the instructor for the rest of that week.  She retreated the 
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following week to not talking to the instructor so it was difficult to judge exactly how she 

felt at this point in time. Meg asked 8 questions during the first three weeks while there 

was a total of 97 statements and questions made by the entire class during this time 

period.  But on the first day of tutoring, the instructor gave an impromptu request asking 

how prepared Meg felt. She answered that initially she was scared about deciding what 

the student’s difficulties are and that her student would get frustrated after only one day 

of tutoring/assessment, Meg had already determined that her student would need to work 

with comprehension and fluency.  She seemed apprehensive at first but after only one day 

of tutoring she felt she had a focus for the semester.  

 Responding to the first question on the questionnaire, Meg answered that she was 

somewhat prepared to teach (1) reading to children above second grade, (2) phonological 

awareness, (3) phonics, (4) decoding/blending starts, and (5) fluency.  She felt she was 

adequately prepared to teach vocabulary and to use children’s literature.  However she 

did not know how prepared she was to teach reading to children below second grade as 

well as teaching comprehension of narrative or expository text. In the post-tutoring 

questionnaire, when considering teaching preparation, Meg reported she was adequately 

prepared to teach (1) reading to children below and above second grade, (2) phonological 

awareness, (3) phonics, (4) decoding/blending starts, (5) fluency, and (6) using children’s 

literature. She felt she was well prepared to teach vocabulary and comprehension of 

narrative and expository text. 

 When asked in the pre-tutoring questionnaire how prepared she felt to assess, 

Meg felt somewhat prepared to assess (1) reading to children below second grade, (2) 

decoding/blending starts, and (3) fluency. She felt adequately prepared to assess (1) 
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reading to children above second grade, (2) vocabulary, (3) comprehension of narrative 

and expository text.  She didn’t know how prepared she was to assess phonological 

awareness and phonics.  Following tutoring when asked how prepared she felt to assess 

reading, Meg stated she was adequately prepared to assess (1) reading to children below 

and above second grade, (2) phonological awareness, (3) phonics, (4) decoding/ blending 

starts, and (5) to use children’s literature.  She felt well prepared to assess fluency, 

vocabulary, and comprehension of narrative and expository text. 

Overall, Meg did feel more prepared following tutoring than before as she felt that 

she had been adequately prepared or well prepared at the end.  Initially Meg rated herself 

as a novice/emergent teacher but following tutoring with an elementary student, she felt 

she was a developing teacher.  

Meg was able to express more positive self-efficacy statements when answering 

the four opened ended questions on the questionnaire. Initially she felt that she was very 

unsure of her preparation yet after her tutoring experience, she did feel prepared and 

stressed she wanted to learn more because every student would be different. She seemed 

willing to be more engaged in the experience because Trey needed it.  She was more 

confident in her abilities to use assessment than at the beginning.  For example, initially 

she said she was unsure of how prepared she was to teach and assess reading.   By the 

end of the semester she said she was prepared, a statement made with no disclaimer. 

There are more statements about students and instruction in the post tutoring responses 

than previously; she said providing positive feedback was a necessary component to 

teaching and helped the student feel better about their own abilities.  If Meg originally 

made a negative statement on the questionnaire, by the end of Reading Clinic she saw the 
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positive in the situation. In looking at her own strengths and weaknesses, she did not 

mention any weaknesses initially but knew that she needed to give more time for Trey to 

try and get the answer himself before answering for him.  She changed from somewhat 

confident to confident.  She was very excited to be able to get her own classroom and 

help other students with reading. 

Along with the questionnaire, the interview questions indicated a positive shift in 

her mind set from the beginning to the end of the semester.  Initially, Meg was not even 

sure exactly what the first question was asking but at the end semester she quickly got 

directly to her answer.  She was able to verbalize her thoughts by using examples from 

the experience.  She noticed her student missed words but also thought further into 

figuring out why her student would do so.  She gave specific examples of what she 

worked on, i.e., vocabulary, comprehension, and fluency, and how Trey reacted to these 

concepts.  She said she got good at diagnosing fluency, even discussing her improvement 

while talking about her weaknesses in being too nice of a person and letting him get by 

with not trying as hard as he should.  She did not feel she changed much as she said she 

still was “too nice.”  When discussing Trey, Meg talked about the specific areas where he 

excelled, i.e., vocabulary, comprehension, and fluency.   Initially Meg hoped to gain 

more confidence from the experience.  In her final interview, she did say that she 

“learned to have more confidence in working with kids and be more comfortable with it.”  

While she wasn’t sure what this experience would be like or how to teach reading in the 

beginning, she did mention that she figured out some good ideas that worked, that she 

gained strategies from other teacher candidates that worked with Trey, and that she 

learned from this experience. 
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 Solicitation vs. loner. During the first week of the semester, Meg sat quietly 

asking no questions of the instructor or any other teacher candidates.  In the remaining 

two weeks before tutoring began, she only asked one question that had not been 

discussed by the instructor and six questions that pursued new information from the 

instructor concerning specific instruction for Trey following assessment. On the first day 

of tutoring she did not talk to anyone either before or following tutoring.  She remained 

quiet and left the classroom as soon as she could.  Once tutoring began, she only spoke to 

the instructor to ask where a specific game was kept, a procedural question concerning 

observations, and what type of gift would be appropriate for Trey.  Most of her 

interactions were with the teacher candidate who was tutoring Trey’s twin brother, Luke. 

The two teacher candidates would share ideas and games in addition to planning games 

that the boys could play together as rewards. One day toward the middle of the semester, 

she made a comment to the entire class, “Trey did so well today!  He finally read with 

some excitement and enthusiasm. I am so proud of him.”  Sharing Trey’s successes was 

not something she had done previously. However, Meg did not share any ideas or 

suggestions nor ask for advice from anyone other than Luke’s tutor. Meg did not seek any 

additional advice in her interview, questionnaire, lesson plan reflections, or the discussion 

threads.  Overall, Meg could be considered a loner in the classroom due to her small 

interaction with the instructor and only one other teacher candidate.  

View of children.  Meg stated on the initial questionnaire that she was concerned 

her student would be easily frustrated with the assessments.  Her responses to the 

discussion threads were that she was not sure about how Trey would handle the 

assessments. She specifically questioned if she would be able to use the assessments to 
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find his weaknesses. Throughout the semester she made statements about being 

concerned how she would use the instruction to help. She said Trey tested better on the 

assessment than what she saw in the tutoring situation. This led her to question her ability 

to get Trey to understand the vocabulary words she was introducing. She began to 

question if what she was doing was actually helping Trey or if he was even enjoying the 

experience. In many cases, her statements contradicted each other- -first that Trey was 

doing great then worried there was no progress.   

During the few weeks of tutoring, Meg indicated in her lesson plan reflections 

that there were some very good things that Trey could accomplish like being very patient 

and working hard.  Trey would also work hard with any strategy Meg would present. 

However, these were always followed by statements indicating how much further he still 

needed to go.  It was not until the eighth week of the semester that her whole reflection 

was positive.  The week following this positive statement involved the university’s spring 

break. Upon return from the holiday, Meg stated that Trey seemed to not remember what 

she had taught and did not seem to try.  However, in just one more week, she began to 

speak of how great Trey was doing and what all he could do that he hadn’t been able to 

earlier.  One day toward the middle of the semester, she did make a comment to the entire 

class how proud she was of Trey and some of his successes. The remainder of the lesson 

plan reflections were positive in nature with only small phrases of negativity.  Meg’s 

positive statements were concerning the improvements she had seen in Trey’s ability 

while her negative statements were related more to Trey’s behavior, usually how he was 

tired and did not want to work. Her outlook toward Trey had changed after the post 

tutoring assessment as she noticed him indicating achievement from her instruction. 
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Case Study- Caroline  

Caroline was chosen for a case study based upon the answers she gave on the 

initial questionnaire. Caroline was in the 18-30 age range and had no official classroom 

experience or working with children other than her nieces and nephews. No experience 

was a common characteristic of this age group. Additionally, Caroline was one of three 

who described herself as being a developing teacher before tutoring begun. Caroline 

worked with a kindergarten boy, Colin, who had a twin brother also enrolled in Reading 

Clinic. 

 State of mind.  Caroline began the semester being extremely quiet and not 

speaking to anyone When she did determine it was time to speak she said, “I am 

confused.” But just before that, she quietly spoke to Fiona explaining specifics of an 

assessment. The last comment she made in class before tutoring began was, “It boggles 

the mind.” She was very uneasy as to what was going to happen with her student on the 

day of tutoring.  She did not share a lot of information before tutoring but her direct 

quotes indicated previously would indicate she was anxious about the experience.  Going 

into the first day of tutoring, Caroline was worried about the unknown and assessing the 

student correctly and making sure she would be working on the correct elements.  After 

one meeting she said she was excited; however, in the next sentence she said she wished 

she had more ideas for getting Colin to talk to her.  She then spoke with the instructor 

aside from the class and asked to move rooms and for help with phonological awareness.   

 Caroline completed the questionnaire to give her perceptions of readiness. On the 

section with the Likert scale, Caroline first answered that she was well prepared to teach 

all aspects of reading: (1) reading to children above and below second grade, (2) phonics, 
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(3) phonological awareness, (4) decoding/blending starts, (5) fluency, (6) vocabulary, (7) 

comprehension of narrative and expository text, and (8) to use children’s literature.  

However, when it came to assessing children’s reading, she felt adequately prepared to 

do so with (1) children below and above second grade, (2) fluency, (3) vocabulary, and 

(4) comprehension of narrative and expository text.  She felt she was well prepared to 

assess (1) phonological awareness, (2) phonics, (3) decoding/blending starts, and (4) the 

use of children’s literature.  She rated herself as a developing teacher yet had no 

classroom experience. She specified very prepared to teach and to assess reading in a 

tutoring experience and was ready to take on the challenge. 

After working with Colin, Caroline stated she was somewhat prepared to teach 

decoding/blending starts and adequately prepared to teach phonics and fluency.  She 

indicated she was well prepared to teach reading to children above and below second 

grade, to teach vocabulary, to teach comprehension of narrative and expository text, and 

to use children’s literature.  She did not provide her perceptions of teaching phonological 

awareness which was a major component in her tutoring Colin.  She originally rated 

herself as a developing teacher and following tutoring there was no change; she still felt 

she was a developing teacher.   

Next, Caroline answered the open ended questions on the questionnaire. Caroline 

wrote mainly negative comments on her initial responses to the questions.  She had a fear 

of the unknown and stated that she may even have to adjust her teaching because of the 

needs of the student.  She had low self-efficacy with assessment but did feel positive 

about her abilities for teaching phonics, letter knowledge, and the other reading 

components. Yet she still limited herself by saying “maybe” she will get better and will 
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later be more comfortable.  Her goals for wanting student success did not clarify her 

expectations of her success as a reading teacher. They were just a general statement of 

how she wants her student to grasp concepts.   

In the post-tutoring questionnaire, Caroline made more positive statements.  She 

said she enjoyed the experience and now felt confident.  She stated that in the beginning 

she thought that she really knew the material and information yet upon completion of 

tutoring realized she might not be able to apply her knowledge. The tutoring experience 

helped her realize she may need more practice.   

Her interview confirmed her doubts. For the first interview, Caroline walked into 

her interview with a smile on her face saying she was ready to go.  However, upon asking 

the first question, her tone of voice indicated less confidence as she kept asking for the 

question to be restated.  She began to ask me if I meant specific assessment with a 

questioning look on her face.  I told her to respond concerning assessment in general so 

she asked if I meant what she had learned in past courses to help her with this child.  I 

said that could be but what did she specifically know about assessment of reading.  She 

started by saying that she would look and analyze the results to see what she needed to 

address and then find various activities to do with him to try and help.  

 Initially on the question of teaching reading, she spent a lot of time talking about 

assessment.  It took her several statements before she connected assessment to teaching 

of reading. Caroline felt very good about being flexible and stated that this would be 

beneficial with Colin as she could think of new ways to do things on the spur of the 

moment.  But she realized that her student had a difficult time concentrating with her and 

he frequently said he did not want to retry or go back to an activity.  Caroline also felt 
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that her behavior management would be an issue, and she realized that he could easily get 

his way especially since she wanted him to have fun.  Her expectations for her student 

were fairly vague as she wants to see progress but didn’t say what she hoped he would 

have learned. Caroline ended her statement with “I hope” but she did not say it in a very 

positive tone.  She hoped to learn how to handle her student and use good intervention 

techniques but realized that her lack of experience may be an issue.  She did ask for 

specific help for books to use with her student.   

 In her discussion thread posts, Caroline’s entries mirrored what she said in class 

and in the lesson plan reflections.  She worded her posts to reflect Colin struggling with 

staying focused and being interesting in her instruction.  She thought that the stickers she 

was giving as a reward would work but after a few weeks it seemed to be ineffective. She 

then changed her strategy to keep Colin moving as much as possible; they would go on 

scavenger hunts and then throw an alphabet ball to each other before changing to another 

activity. She complained she was jumping around with activities, and she was not sure if 

he was retaining the information or seeing that the games they were playing covered the 

same concepts.  It was not until the second to last discussion topic that she said she saw 

improvement but she did not explain what this improvement was. Caroline still worried 

that the assessment would not show any improvement.   

 At the beginning Caroline said she was prepared and ready for the experience 

even as a developing teacher without any teaching experience.  However, she was afraid 

of the “unknown” in her words. She was not sure what the tutoring experience would be 

like. Caroline did not seem to get past the fact her student could not focus.  She almost 

always pointed out the negativity of Colin’s ability and her uncertainty of the 
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effectiveness of her instruction. It was only after she completed the post-tutoring 

assessments that she was positive in statements even saying “It was so amazing to see 

such improvement from him” and was happy to hear from Colin’s mother that his report 

card even showed growth. 

Solicitation vs. loner.  Caroline began the first week of the semester not 

interacting with any other teacher candidates or the instructor.  She did not ask any 

questions, yet in the second week she entered into a discussion with another teacher 

candidate to explain to Fiona (another case study participant) how to use an assessment.  

Conversely, Fiona explained to Caroline an entire set of assessments because Caroline 

made the statement, “I am confused.” Just one week later Caroline retreated back to not 

speaking to anyone. For the first three weeks of the semester, Caroline only asked one 

question and made four statements out of a total of 97 questions and statements from the 

entire class. Once tutoring began, Caroline frequently asked the instructor questions 

concerning phonological awareness instruction but was really more concerned that her 

student was too soft spoken, and she couldn’t hear him. Therefore, she wanted to change 

rooms as well as seek permission to take Colin outside to work.   

Throughout the rest of the semester, she mainly talked to Joan (another case study 

participant) who was tutoring Colin’s brother along with other class members.  However, 

at one point, Joan offered the advice to be consistent in whatever she was working on. 

For an unexplained reason and following this comment, Caroline did not talk to Joan or 

any other teacher candidate for the next two weeks.  

 When speaking to the instructor, Caroline mentioned that she found a behavior 

management system that seemed to be working.  She asked if it would be alright to use a 
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puppet to help Colin practice his letters and sounds. Caroline did ask the instructor for 

help with ideas to teach sight words and cited the fact her informal assessment had not 

shown Colin’s true abilities concerning sight words.  Additionally, there was no 

indication in the lesson plan or reflections that Caroline implemented any of the strategies 

that were suggested to her by the instructor or other teacher candidates unless they were 

specifically handed to her. It was only in the last three weeks of tutoring that Caroline 

began to speak in class again.  While other teacher candidates offered examples of their 

student success, Caroline did not become involved in the discussion.  She specifically 

commented that she did not want to begin the post testing when others were beginning 

and would wait an extra day.  Once she did begin the post tutoring assessment, she asked 

Joan for help with how to complete an assessment that was completed in the pre-tutoring 

assessment. Caroline recognized that Colin did well on his post tutoring assessment 

although she told the class she did not expect any progress at all.  She then continued to 

say that she wished she had seen more improvement.  Her final comments to the class 

were that if only Colin had been able to focus and concentrate he would have been even 

more successful than he showed on his assessments.  

 The discussion threads were designed with the intent that teacher candidates use 

technology to speak with each other, seek advice, or help each other.  Caroline was one 

of the few that actually asked for help from other teacher candidates.  During the second 

week that the threads were open, she asked for “great ideas on letter knowledge, sounds, 

or writing…. I would love suggestions.”   Caroline was the first teacher candidate to post 

yet no one interacted or offered information to her.  In her lesson plan reflections, it is not 
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until midway through the semester and after Spring Break that she asked for help with 

rhyming word instruction but did not ask again the rest of the semester. 

View of children.    Multiple times in the semester, Caroline mentioned the 

behavior of her student.  In almost every lesson plan turned in, there was mention of his 

lack of focus or not being able to stay on track. She indicated that using stickers as a 

reward was a successful strategy.  Then in the same lesson plan reflection Caroline 

expressed how he could not stay focused.  While in week eight of the semester she did 

have a totally positive reflection, this was short lived as she immediately went back to 

focusing on Colin’s behavior and what he was unable to do.  Even returning from spring 

break did not change Caroline’s focus on Colin’s inability to focus or behave. Three 

weeks later she listed concerns she had with him not being able to retain information, but 

she did not ask for help from the instructor.  She continued to mention what a difficult 

time he was having remembering her instruction and his inability to focus.  It was not 

until the last week of tutoring in her lesson plan reflections that she had a completely 

positive reflection because she saw results from the pre-tutoring assessment to the post 

tutoring assessments.  

Caroline came into the class feeling ready to teach and to assess reading.  During 

her first tutoring session, she realized that she was not prepared for this situation or able 

to give the phonological assessment. Her main concern was not Colin’s reading ability 

but the fact he would not focus or concentrate.  There was not a week that went by where 

she was not talking about his lack of concentration. She attempted to figure out how to 

get him motivated and to work with her, but she was not successful in doing this.  

Throughout the semester she questioned her own abilities because she did not think he 
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retained the information she presented.  It was not until the results of the assessments 

were available for her to view that she praised Colin for working hard and making 

progress in his reading.  It appeared that she needed concrete results in order to see her 

effectiveness as a teacher.  She struggled seeing beyond Colin’s behavior to notice his 

improvements in reading.   

Case Study- Joan 

 Using the initial questionnaire as a basis, Joan was chosen to be a case study 

participant to represent the over 31 age group. On the questionnaire, she rated herself as 

being a novice/emergent teacher.  This was unusual because she had 22 years of 

experience teaching three year olds in a Head Start class.  While the majority of teacher 

candidates in this age group had some form of experience with elementary students, Joan 

had the most, yet did not consider herself to be a developing or proficient teacher.  This 

seemed contradictory and so she was chosen to represent her age group.  She had 

requested that she be placed with a young child not over first grade so she worked with a 

kindergarten boy Chuck whose twin brother Colin was also enrolled in Reading Clinic.    

State of mind.  In her lesson plan reflections, Joan did not add much information, 

but she would always write a positive statement before mentioning any type of negative 

one.  She would say Chuck did well with rhyming words but then would say he couldn’t 

create them.  After week eight her comments were positive. She spoke of Chuck initiating 

wanting to read and now would rather read the book himself instead of having it read to 

him. The week following spring break, Joan mentioned some regression of progress and 

this concerned her. But only one week later, Joan stated Chuck was being successful with 

the concepts introduced. The rest of the semester she focused on what Chuck was able to 
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do especially with rhyming and blending words. She only had minor concerns such as 

Chuck being tired or hungry. 

Joan was the first teacher candidate to respond to others in the discussion thread 

agreeing with Caroline that the book they had used in another class was a great resource 

to use in tutoring. Joan’s early discussion thread responses indicated she was not very 

comfortable working with Chuck. She mentioned he was much older than her classroom 

students. She also used the phrase, “I hope” for several weeks such as “I hope he will 

understand how to rhyme after today’s lesson.”  She revealed she would be disappointed 

if she could not help Chuck where he needs help.  After making this statement she 

mentioned great success for Chuck in rhyming in her lesson reflections.  She began to 

change her writing in both discussion threads and lesson reflections by indicating specific 

lesson instruction she intended to do because she knew it would help Chuck. She no 

longer wrote that she “hopes” it will work.  Her reflections were not about what Chuck 

could not do but how she planned to assist him to be a stronger reader. Her focus became 

helping him to be better through instruction instead of focusing on his weaknesses. 

Joan answered the first questionnaire before any tutoring began and again after all 

sessions were completed.  The first responses used the Likert scale to classify her 

perceptions of readiness to teach and to assess reading components. On the first question, 

Joan felt that she was not prepared to teach decoding/blending starts.  She felt somewhat 

prepared to teach (1) phonological awareness, (2) phonics, (3) fluency, (4) vocabulary, 

and (5) comprehension of narrative and expository text.  She felt that she was adequately 

prepared to teach reading to children below second grade and to use children’s literature.  



Texas Tech University, Gae Lynn McInroe, December 2012 

 

70 

 

She did not know how prepared she was to teach reading to children above second grade 

reading.  

 Joan did not feel prepared to assess decoding/blending starts and fluency.  She felt 

somewhat prepared to assess (1) phonological awareness, (2) phonics, (3) vocabulary, 

and (4) comprehension of narrative and expository text.  She felt adequately prepared to 

assess reading to children below second grade and to use children’s literature.  She was 

not sure how prepared she was to assess reading to children above second grade.  

Following the tutoring in reading with an elementary student, Joan answered all 

of the post tutoring questions for teaching and assessing reading. She ranked herself as 

being well prepared. She rated herself as a proficient teacher following tutoring sessions. 

This was a large change in her perceptions of her own abilities since she initially believed 

she was a novice/emergent teacher but changed to a proficient teacher. 

In the open ended section of the initial questionnaire before tutoring, Joan did not 

share a lot of information. She said that she was eager to learn but her weaknesses were 

her own inabilities to reading.  To answer what her comfort level going into tutoring, she 

only said “somewhat confident” and did not elaborate.  However, she was very willing to 

give her opinion in detail on the post tutoring questionnaires. Joan’s initial comments 

were very vague and general focusing on her former Head Start experiences.  But on her 

second questionnaire, there were a lot of specifics on assessment, instruction, classroom 

management, and future learning. Her self-efficacy increased following the tutoring 

experience. She did not make one negative comment on the post tutoring questionnaire.  

She was very confident and specified that it was through instruction, especially teaching 

phonological awareness, that helped her feel this way.  Joan was very specific as to what 
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made her, in her opinion, a better and stronger teacher. She said that learning how to 

assess in rhyme recognition “has given me the strength where a child is at in reading or 

where they are delayed.”   She said she was a better classroom manager after working 

with Chuck. 

Joan came to her initial interview following two weeks of tutoring sessions. 

Joan’s demeanor coming into the first interview was calm and reserved.  She did not 

converse with the instructor or me as we attempted to make small talk so the instructor 

left quickly, and I began the interview questions.  Joan referred to her Head Start work 

experience frequently during the interview.  She said she did not work with assessment in 

her job so she had only learned about assessment here even though she did mention being 

trained for circle time assessment with three year olds. Yet she felt that her experience 

would be beneficial as she knows how to make them try harder and she felt she would 

know where they would need help.  Her weaknesses were related to her lack of 

knowledge concerning letter knowledge since they did not work on this concept in Head 

Start.  Joan hoped to find new ideas especially for sight word instruction to help her 

student.  She was looking at the clinic as an opportunity to work with older children. She 

was looking forward to her student retaining the instruction she would be offering. 

When it was Joan’s turn for her second interview, she walked in quickly with a 

smile on her face.  She initiated the discussion by talking about what a great time she had 

this semester tutoring Chuck and how great he worked.  Joan gave more confident 

statements including that she was more secure about assessments. She felt that working 

with an elementary student was more beneficial than watching a video or just talking 

about it.  She seemed to like the experience and learned that she needed to have her 



Texas Tech University, Gae Lynn McInroe, December 2012 

 

72 

 

student continue to read during all tutoring sessions so she could see his reading 

achievement. Joan believed that this experience would help her in the future even though 

she had previous experiences and knew a lot about classroom management.  She learned 

that she had to keep trying various strategies.  For example, sometimes Chuck would 

learn by using a strategy that surprised her.  She would plan to try a strategy with him, 

and it would not be successful so she would try other ways. It surprised her that he 

learned when she found just the right strategy for him.  Joan said, “I kept trying things 

but sometimes I thought he would learn with one strategy.  He didn’t and that surprised 

me. We tried several different strategies and he would get all of them except the one I 

thought he would.” 

 When asked what she gained this semester, Joan stated that she could now take 

the information learned in this class and use it to help her three year old students to do 

more in the classroom.  She learned that in the classroom students have different levels 

and it is up to the teacher to address all. Her demeanor during the interview was positive 

and exciting.  She smiled constantly and thought a lot about how this experience could be 

used in the future in her own classroom.  She credited the university courses and this 

particular course as one of the reasons why she is a better teacher at this point. She said, 

“I learned so much this semester and I am a better teacher now.  I appreciate the 

university for giving us this experience especially since I got so much out of this.” At the 

end of the semester she considered herself to be a proficient teacher.  

 Solicitation vs. loner.  Joan spoke only two times during the entire first three 

weeks of the semester.  While other teacher candidates were interacting with each other 

discussing other classes that all were taking, she did not become involved in any of those 
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discussions.  She would arrive a few minutes early but would leave almost immediately.  

Before she tutored she said she felt good and excited but she really hoped that Chuck 

would feel good and safe during that day. She mentioned wanting to gain his trust.  She 

said she was not nervous but was concerned that Chuck would be.  Joan did not speak to 

anyone the first day of class.  It was on the second day that she asked one question about 

what percentage was considered to be acceptable on the phonological awareness 

assessment.  While the instructor answered Joan’s question, another candidate later asked 

the same question later the same day. The other teacher candidate looked toward Joan 

and quietly said, “Is that what you wanted to know?”   The instructor answered the 

question again and Joan nodded her head toward the other teacher candidate.  She asked 

one other question that day. She inquired if her student could not complete an assessment, 

was this where she needed to begin instruction. This was the last time that Joan spoke to 

the instructor or was involved in any talk with others in the class.  I never saw any 

indication that she might not understand assessment procedures or that another teacher 

candidate asked a question for her.  Out of 97 questions and statements made by all of the 

teacher candidates, Joan only asked two questions for the entire first three weeks. 

 During the second week of tutoring, Joan did solicit advice from the instructor on 

one of her lesson plan reflections. She asked what she could do to help her student 

instead of using a worksheet. The instructor made a point to speak with Joan later that 

day.  It was around this time that there was a change in Joan’s demeanor.  She would 

interact with others in the classroom, laughing with them, offering advice, and suggesting 

games and activities to them.  It was also noticeable that the other teacher candidates 

would seek her out for advice.   She mainly spoke to other teacher candidates and did not 
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ask for more help or advice from the instructor until it was time to do the post tutoring 

assessments. On one occasion another teacher candidate asked Joan for specific ideas 

about phonics but Joan had not worked with this concept with Chuck at that point in the 

semester.  However, Joan was able to offer advice and even showed her some games that 

might be beneficial.  Chuck’s successes were frequently revealed to the class, and she 

seemed very proud of what he was accomplishing. She went from a loner, speaking to no 

one before tutoring, to being the center of attention after only a few tutoring sessions and 

remained that way for the rest of the semester. 

View of children. Having 22 years of experience with three year olds, Joan felt 

very comfortable with that age group.  So much so that she requested the instructor to 

assign her the youngest child in tutoring.  She seemed apprehensive about helping even a 

kindergartener who was only two years older than students in her classroom.  

 As she began to tutor, she was more confident in her abilities and the lessons she 

was presenting to Chuck.  By the end of the semester, she was able to explain in specific 

terms where she benefited from the experience and the successes that Chuck had.  She 

said that “having the opportunity to work hands-on with a child has built my comfort 

level.”  While she normally works with three year olds, she said that she was “ready to 

try higher grades.” 

Case Study- Fiona 

 Fiona represented the over 31 age group as a case study participant. Based on her 

response on the initial questionnaire, she believed that she was a developing teacher 

while her experience with children included 8 years working with fifth grade students in a 

special education resource room.  She was chosen because she had the fewest years of 
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experience among those who were in her age level and determined themselves to be 

developing teachers.   Fiona specifically asked for an older student and did not want a 

student who was in kindergarten. She was assigned to work with a second grade boy, 

Andrew, during the tutoring sessions.   

 State of mind.  During the first three weeks of the semester, Fiona was the 

teacher candidate who asked questions in class.  She asked a lot of questions and made 

comments as a way to ensure she would understand the assessments and what needed to 

be done for the lessons.  She wanted to do everything just right. While she did ask the 

majority of the questions, Fiona showed signs of anxiety in her tone of voice and the way 

she asked questions.  She kept asking for information concerning how the lesson plans 

and reflections were to be written. For example, after being told exactly what to put on 

the lesson plan she asked, “So what do we put on the lesson plan? Does it matter what 

order it is in? Do we have to have this ready before teaching?”  The next class period she 

asked the exact same questions.  She inquired a total of six times concerning lesson plans 

and reflections. Even before she knew what his strengths and weaknesses were, Fiona 

wanted specific help in what books to use with Andrew.  She also asked four times about 

the order in which to give the assessments.  On the first day, the instructor gave each 

teacher candidate a chart which had the grade level and all assessments that were to be 

given in order.  Fiona even made a statement on the fourth day of class saying “Oh, you 

gave us a chart.” Yet she asked the same question the next week about the testing order. 

 In the first three weeks of the semester Fiona asked seven questions seeking new 

information, twenty questions for clarification of instruction, four general statements, one 

clarifying statement, and two questions in the form of a statement.  This totaled 35 
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contributions to classroom discussions while the total for the entire class was 97 

questions and statements.   

 On the first day of tutoring, she said she felt prepared but was concerned about the 

behavior of her student.  “I am not nervous, just anxious” was what she said.  She 

mentioned that she wished she knew what was being taught in schools so she would not 

confuse Andrew anymore.  Yet following only one tutoring experience, Fiona realized 

that Andrew was a good reader.  She said she felt very prepared for the rest of the 

semester. 

 The initial questionnaire was completed before any tutoring began. Fiona 

indicated on the Likert scale questions that she was adequately prepared to teach all 

aspects of reading. She felt confident about implementing assessment; she was 

adequately prepared and rated herself to be developing teacher.  Yet following eleven 

weeks of tutoring, she indicated on the final questionnaire her feelings of increased 

preparedness by saying she was well prepared to teach and to assess reading in all areas 

of reading except for phonics. In terms of phonics she said she was only adequately 

prepared.  Concerning her teaching ability, she did not change her rating on the final 

questionnaire any higher than a developing teacher.  

 On the open ended responses of the questionnaire, Fiona thought she was well 

prepared and mainly suggested that she knew what to do but she said, “teaching is the 

easy part, it’s what you do when children struggle that’s tricky.”  She said the experience 

helped her realize you could find a starting point and needed to in order to truly help her 

future students.   Initially Fiona said her strengths were “my ability to teach all students 

and make learning fun.” Following tutoring she wrote differently indicating how she 
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could “adapt some of these lessons and use them in my classroom later.” She realized that 

all students would be different but she needed to figure out how to help them and what 

worked with one student may not work with another. It was not until the end of the 

semester that she mentioned that she was apprehensive about the tutoring experience.  

Earlier she would just mention that she was anxious but not nervous. She did like the fact 

that if she had a question, the instructor was more than willing to help her with whatever 

she felt Andrew might need, yet she rarely used the instructor for support. From the 

assessment information, she felt she could help students by reteaching various concepts 

that the information noted as a deficit or problem area. She wanted to learn from the 

experience so that she could help future students be successful and through the tutoring, 

she was able to be more successful.  Her exact words were “having the Reading Clinic 

helped tremendously because we were able to experience assessing, teaching, then 

assessing again, first hand.” 

After one week of tutoring, I interviewed Fiona for the first interview.  Initially 

she seemed willing to answer questions but when the question was asked about the 

assessment of reading measures that she could apply this semester, she questioned what I 

meant. She asked if that meant what she knows about phonics. But this uncertainty was 

short-lived as she quickly began to talk about how the assessments can indicate where she 

should begin working with Andrew.  She felt confident she would know the strategies to 

use to help him as well as make it fun.  She discussed her weaknesses as being with silent 

“e” rules and knowing the sequence of instruction if he needed help with phonics.   

She wanted to help Andrew with reading for comprehension and to stop guessing at 

words he did not know, but she was concerned she would be unable to offer that help. 
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Fiona frequently mentioned specific reasons for why she was going to use a strategy and 

showed purpose in her choices. 

While speaking with the instructor during the class times before and after 

tutoring, Fiona rarely asked questions for help with instruction until she realized Andrew 

needed help with phonics, a weak area for her. When he did show great success, her 

words to the instructor and others were very guarded. She did not take any credit for his 

behavior or new abilities even when they related to his instruction. She said, “I think he is 

learning a lot in his classroom. I hope that I am teaching him the way his teacher does so 

he will really learn it.”   Yet in her lesson plan she made it clear that his success was a 

“big accomplishment for us.”  That statement, made in week eight of the semester, was 

the only time she credited herself for helping him. Two weeks after spring break, Fiona 

did go back to having mainly positive statements of Andrew’s success but still did not 

give Reading Clinic activities and her abilities as reason why this may have been true. 

At the end of the semester interview, Fiona stated she would not have known 

where to start helping Andrew without assessment results.  This knowledge helped her to 

ensure her activities were what Andrew needed. She admitted to being scared in the 

beginning because she had not worked with assessment previously, and she did not have 

many strategies other than “sound it out” that she was comfortable using.  Andrew 

needed a lot of help with phonics, and Fiona did not feel she had the knowledge to help 

him so she did ask the instructor and others for help.  Subsequently, she and Andrew 

learned phonics rules together which helped build a bond between the two of them.   

 Ending her second interview, Fiona mentioned that she learned so much that she 

was no longer afraid to teacher younger grades.  She was glad she had learned how to 
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help her future students because she now had strategies that she knew how to use instead 

of just handing a student a worksheet or placing them in front of a computer.  

Additionally she stated that what she learned about Andrew’s strengths and weaknesses 

were shown in his reading with him.  By having Andrew read aloud, she could see what 

strategies he knew how to use and where he still needed help.  She felt that through this 

experience she now knew how to help other children. “…I loved when he did get a word 

and that light bulb went off in his head. I love that- It was great,” was one of her 

comments.  She also felt very proud of the fact that now Andrew liked to read and would 

now do so for fun.   

 Solicitation vs. loner.  During the first three weeks of the semester, Fiona asked 

the six questions related to lesson plans and their reflections as well as conferences. No 

other teacher candidate asked questions searching for new information.  On the second 

day, Fiona asked seven questions, more than any other teacher candidate.  Throughout the 

first three weeks of class, Fiona asked 35 out of 97 total questions and statements. The 

instructor had given the class an observation page as an informational document.  Fiona 

did not understand exactly what the observation page was and two other teacher 

candidates “taught” her how it was to be used. She accepted their help willingly. It 

seemed that with every new document introduced, a new level of anxiety could be seen in 

Fiona’s face and in her questions. Following tutoring sessions she asked the instructor 

many questions for clarity of assessment results, what type of instruction Andrew needed, 

and books to use at least during the first two weeks of tutoring.   

Fiona was willing to assist and to help others when she understood how to 

administer an assessment and was the first teacher candidate to do so. She took over the 
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role of instructor when the instructor was busy. She spoke with other teacher candidates 

and offered advice to them throughout the semester.  After the first two weeks of 

tutoring, she also asked them for help with phonics ideas but rarely asked the instructor 

for help.  She mentioned in her interview that she used Google to find activities and 

games but was very surprised the last week of tutoring to find all the games that were 

available.  She did not appear to realize that these games had been introduced to the 

entire class in the first three weeks of the semester.  Specifically mentioning two other 

teacher candidates, Fiona revealed she wished she had used their expertise and asked 

them for help more especially since their tutored students were the same age level. 

During the class time before and after tutoring, Fiona spoke with other teacher 

candidates every day. She would ask them how their tutoring was going then would offer 

suggestions and help.  Her interactions with the instructor consisted of asking for 

permission for activities or asking for more testing materials.  However, she rarely asked 

the instructor for specific help with instruction.  Most of her discussion time in class was 

used to speak with other teacher candidates about another course. They would also share 

games. Fiona even shared a game she had made.  During the last three weeks of the 

semester, she began to speak out loud to everyone in the room.  Other teacher candidates 

followed her lead and during these weeks there was more of a collaborative spirit in the 

class.  

It is at this time that she stopped using the phrase that she was “hoping” what she 

was doing would work. Even in her discussion threads and lesson plan reflections, she 

started to say she was going to work on a strategy because she knew it would help 

Andrew.  While she still had some worries that she would not see improvement on the 
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post assessment, she also stated, “I got this!” [which was an understanding of the use of 

assessment] in a very excited manner.  She then helped others with their assessments and 

results.  After the first day of tutoring she was impressed with the changes and asked 

others what they were seeing.  She told everyone that just a few more weeks of tutoring 

and she was sure Andrew would be reading on grade level. She ended the semester by 

telling the class that she finally felt she was a teacher. 

View of children.  Fiona was used to working with upper elementary grades.  She 

had spent eight years working as a paraprofessional for a local school district. She 

worked with special education students in the fifth grade.  Having little experience with 

younger children, Fiona was apprehensive about working with any student who she 

considered young. She specifically asked that she not be given a kindergartner to tutor.  

While there were two fourth grade boys in the Reading Clinic, the instructor felt that this 

age level was too close to her current experiences and wanted to give Fiona more of a 

challenge.  It was determined that Fiona would work with Andrew who was in second 

grade. 

This may have led to some of the anxiousness that Fiona mentioned because she 

did not have prior experiences with students of this age.  She wanted to know how much 

she could help Andrew with the assessments as far as giving him answers were 

concerned.  She wanted to do a good job with him and questioned her ability to be 

successful.  Even after multiple statements of Andrew’s accomplishments in lesson plan 

reflections, she was very protective as to where the credit should go.  She did not feel she 

had made a difference.  Even when Andrew’s mother mentioned that he was beginning to 

love to read, reading on his own, and seeing improvement in his report card, Fiona still 
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did not think she had anything to do with his success.  She said she wanted to work with 

him a whole other semester and still have things they could work on.  But she loved it 

when he got a concept and/or strategy that they had been working on especially when the 

“light bulb” went off in his mind and then even more when he actually applied those 

strategies in his reading.  That is when she felt she had become a teacher because she had 

helped a child achieve. 

Cross Case Analysis  

 Within each of the three themes that emerged, it was possible to see how each of the 

teacher candidates changed throughout the semester.  Also it was possible to compare how each 

of the four teacher candidates changed in relation to each other. Using the following graphic 

interpretation of this information, I compared how each individual teacher candidates’ view was 

changed and what words they gave to describe the changes. 

State of Mind 

Teacher  

Candidate 

Comments 

Meg While Meg was quiet during the first week of the semester, she said she was 

prepared for tutoring yet had some concerns which she didn’t verbalize. In 

her lesson plan reflections and discussions, she would write one positive 

statement before mentioning any areas of difficulties.  She gave examples of 

how Trey was successful by focusing on his strengths instead of his 

weaknesses.  By the end of the semester, she felt she knew how to teach 

reading and that she learned a lot by watching others tutor.  She stated that it 

was her interaction with other teacher candidates that helped her gain 

confidence in being a teacher. 
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Caroline Caroline was mainly quiet in interacting with the instructor during the first 

week of the semester but was willing to help others understand the 

assessments to be used.  She showed anxiety by saying “I am confused” and 

“it boggles the mind” in the days before tutoring.  Yet she said she was 

confident going into the first day of tutoring.  Following the first tutoring 

experience, she said that was not as prepared for the assessments as she 

thought she should have been.  She had great difficulty in getting Colin to 

focus and this concept became her focus in class discussions, lesson plan 

reflections, and discussion threads.  She would also contradict her own 

statements in reflections by saying that her behavior management system 

was working well but would then immediately say Colin could not focus that 

day.  Her descriptions of Colin’s reading abilities in lesson plan reflections 

were vague and rarely focused on his abilities.  Following Spring Break, she 

was unsure he would remember anything she had taught.  She would voice 

her concerns but did not ask for help from the instructor.  She only 

mentioned Colin’s successes once she had the post-tutoring assessments 

completed. 

Joan Joan was very quiet during the first three weeks and even in the first 

questionnaire. She shared little.  Early lesson plan reflections offered little 

reflection but after only a few tutoring sessions this began to change.  She 

became very positive in her speaking, willing to offer advice and 

suggestions.  She would give praise and encouragement to others and was 

very willing to share Chuck’s successes.  Even if a lesson did not go quite as 

she had planned, Joan would mention how Chuck had progressed. There was 

not a single week where Joan did not share any information, ideas, and offer 

suggestions to other teacher candidates as they began to seek her advice. 

When the class time was unstructured, Joan took on the role of instructor in 

helping others and making sure everything was going well for them. 
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Fiona Fiona verbalized her anxiety from the beginning.  She asked multiple 

questions, sought the advice of the instructor and other teacher candidates, 

and did not seem to understand how she was to write her lesson plan 

reflections.  However, she was also willing to help others with the 

assessments they did not understand.  In lesson plan reflections and 

discussion threads she shared a lot of information yet almost always doubted 

the success she was seeing.  She wrote that she would incorporate a strategy 

but would state that she hoped it would help him.  Her lesson plan reflections 

indicated that in week 8, Andrew was very successful with the strategies use 

but Fiona was still indicating that she was not sure if her plans were best for 

him.  It was in week 10 that Fiona began to write her lesson plan reflections 

differently.  Instead of saying that she hoped a strategy would work she 

wrote she was going to incorporate a strategy because it would benefit 

Andrew because he was lacking this specific skill. She offered to help others 

and frequently spoke with them before and after class.  In the last three 

weeks, she initiated the classroom discussion taking on the role of an 

instructor. She made sure everyone who wanted to share had an opportunity. 

She shared Andrew’s successes before asking what other teacher candidates 

were seeing. 

 

Solicitation vs. Loner  

Teacher 

Candidate 

Comments 

Meg Meg was fairly quiet adding little to the general class discussions but relied 

on another teacher candidate for help and guidance.  The two spent most of 

their time speaking and helping each other but rarely sought outside advice. 

In the discussion threads and lesson plan reflections, Meg did not once ask 

the instructor for advice.  
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Caroline Caroline asked the instructor and peers for help even using the discussion 

threads to plead for ideas but received no response.  It was in week 9, right 

after spring break that Caroline requested help in teaching rhyming words on 

her lesson plan reflections but said nothing in class. She had been going to 

Joan for help but right before spring break, Joan suggested that Caroline be 

more consistent with Chuck. For the next three weeks, she rarely asked Joan 

anything and only once worked with her on an activity. This sudden 

quietness was not characteristic of Caroline’s behavior in the previous weeks.  

She had offered help to others and helped them with assessment results as 

well as suggested games and activities.  During these weeks that Caroline 

was quiet, other teacher candidates were speaking of the successes of their 

students and how much progress they were making.  Caroline was too 

focused on the behavior of Chuck to notice if he was progressing on the 

strategies she was presenting.  Even though Caroline was one of the few who 

asked the instructor for help there was never any indication that she actually 

implemented them into her lessons. 

Joan Joan began the semester by not speaking to anyone but after one day of 

tutoring, she became someone whom other teacher candidates pursued for 

ideas.  Even if the concept was not something she had worked on with 

Chuck, she would offer suggestions of books, games, and strategies to others.  

Once tutoring began, her role in the classroom was similar to what the 

instructor had done during the first three weeks of the semester.  

Fiona Fiona took control of asking questions for the class in the beginning of the 

semester. It was almost as if the class waited to see if she would ask a 

question before they spoke.  She frequently took the role of the instructor 

helping others understand assessments or gaining ideas for instruction as well 

as asking others for games and activities. It was not that she did not ask the 

instructor for help during tutoring but rather that she would first go to the 

other teacher candidates. 
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View of Children 

Teacher 

Candidat

e 

Comments 

Meg Meg seemed prepared to teach her fourth grade student, Trey.  She did not 

seem to have any concerns and did not ask for very much help.    Working 

with Trey did not offer any problems for Meg during the semester.  On lesson 

plan reflections and discussion threads she always mentioned at least one 

positive aspect before she mentioned Trey’s difficulties.  She would phrase 

her statements to say that she hoped that what she was presenting would be 

easily learned by him indicating that she would take the responsibility if he 

did not. At the end of the semester she was very proud of Trey’s 

accomplishments and said that the experience had made her ready for student 

teaching. 

 

Caroline Caroline indicated positive behavior before tutoring and even with feeling a 

bit overwhelmed with the assessment, she seemed ready for the experience.  

However, she was unprepared for Chuck to not like the fun games she 

prepared.  She had felt this was her strength but he only wanted to work in a 

school like manner.  She also had difficulty getting Chuck to focus and 

concentrate on working so this became her main focus.  While she worked on 

reading activities, her reflections were about behavior and only how that 

related to his learning.  She was unable to see his success until the end when 

she finally saw the results of the post tutoring assessments.  After this she was 

willing to share his successes with the class.   

Joan Joan was not used to children over the age of three.  She was very 

apprehensive about working with an older elementary student so she asked to 

be placed with the youngest student possible.   With Chuck being a 

kindergartener, Joan was ready to accept the challenge of tutoring.  After one 
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tutoring session, Joan began to act very confident in the class and began to 

help others.  She was generally positive in her statements of Chuck’s success 

and was very excited to see that he was retaining the information which was 

not something she frequently saw with her three year old students.  By the 

end of the semester, Joan elucidated the fact that she was no longer afraid of 

teaching older students and might consider looking at kindergarten and first 

grade teaching positions. 

Fiona Having worked with fifth graders for the past eight years, Fiona did not want 

a younger child, especially a kindergartner, so she was assigned a second 

grader.  She was comfortable working with struggling readers but had 

difficulty to refrain from giving answers on the assessments instead of using 

them to see Andrew’s strengths and weaknesses.  She tried multiple strategies 

and went to outside sources to get ideas and suggestions.  She was frequently 

sharing with others the successes she was seeing in tutoring sessions yet did 

not give herself the credit. She kept saying it was because Andrew worked 

and tried so hard.  She attributed his hard work with helping her to be ready to 

teach younger grades.   

  

Even though each teacher candidate took a different road, by the end of the 

semester, each of the candidates had gone from being anxious and nervous in the 

beginning to being confident teacher candidates ready for the next level.  They credited 

the experience for this change in perceptions and performances. 

Summary 

 Throughout the semester each of the teacher candidates had different reactions to 

the tutoring experience yet each of them did have changes and shifts in their perceptions 

to teach and to assess reading to elementary students.  Comparing the pre-tutoring and 

post tutoring questionnaires, Meg indicated a change on her Likert scale question.  She 
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increased her efficacy in all of the ten areas examined. She was able to notice the 

successes of Trey and would share that with others.   

Caroline questioned her abilities throughout the semester and did not notice her 

own shift in learning until the very end of the semester after she had completed the post 

tutoring assessments.  It was not until that time she was able to see the progress she had 

made with Colin.  

Joan was reserved for the first three weeks of the semester before any tutoring 

began.  However, once she had begun to tutoring and saw she was capable in helping an 

elementary student, she began to speak with everyone, offering advice, proposing books 

and games to use.  She increased her personal rating on the questionnaires as a teacher 

from novice/emergent to a proficient teacher.  

From the beginning of the semester, Fiona was willing to ask questions and help 

others. Yet she never took credit for her student’s improvement in reading.  Her growth 

and improvement could be seen in how she worded her statements on lesson plan 

reflections, discussion threads, and interviews.  As she talked about implementing a 

strategy she went from saying “I hope” this activity would work to saying that this 

strategy would be used because it is what is best for Andrew. She also would add that she 

thought some of these strategies would be perfect to use in the future with her own 

students. 
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CHAPTER V  

DISCUSSION 

 In this chapter, I discuss conclusions about my study relative to my three research 

questions and offer implications for having teacher candidates participate in a field based 

experience focusing on reading instruction.  I also address recommendations for 

classroom practice and for university programs that include tutoring as a way to support 

self-efficacy in teacher candidates. 

 My study investigated the performance and perceptions of teacher candidates as 

they prepare to teach and to assess elementary students in a reading tutoring situation.   In 

addition, I wanted to know how these perceptions might change during the semester as 

well as examine how their experience transformed them into regarding themselves as 

teachers.  

Because coursework intertwined with practice was best for teacher candidates, the 

reading clinic field experience had the potential to be beneficial to the teacher candidates 

(Darling-Hammond, 2010). In addition, it was necessary for building self-efficacy to set 

high goals within the teacher candidate’s abilities before giving opportunities to practice 

(Bandura, 1986, 2001, Darling-Hammond, 1999).  Our Reading Clinic was organized to 

include multiple opportunities for peer discussion, instructor feedback, as well as 

collaboration.  It was designed to help the teacher candidate persevere in a task where 

they may have difficulty and/or anxiety (Bandura, 1997; Darling-Hammond, 2010; 

International Reading Association, 2007; Pajares& Valante, 1997; Peck, 2009; Risko, 

Roller, Cummins, Bean, Block, Anders & Flood, 2008). Each teacher candidate had the 

opportunity to share ideas, feelings, and frustrations in class with instructors and peers, in 
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an online discussion thread, in interviews with the researcher as well as in questionnaires 

and in lesson plan reflections.  This data from the teacher candidate enabled me to crease 

case studies from the four participants in the study. 

Investigating four teacher candidates as case studies, I gathered data in order to 

demonstrate performance and perceptions from which three themes emerged.  The first 

theme was a description of the state of mind of the teacher candidate throughout the 

semester and how it evolved from the beginning of the semester until the end.  Another 

theme that appeared was how each of the teacher candidates petitioned or failed to 

petition the instructor seeking clarification, initial information, help with instruction, or 

behavior management.  The third theme involved the teacher candidate’s perceptions of 

children during the course of the semester from their first beliefs to their final relationship 

with the student they tutored. 

In the next sections I will address each of the following research questions:  

 What are teacher candidates’ performance and perceptions as they prepare 

to teach and to assess reading during their experience in a reading tutoring 

program? 

 How do teacher candidates’ performance and perceptions to teach and to 

assess reading change through the interaction with the instructor of the 

course and/or peers? 

 What promotes and/or inhibits a teacher candidate’s self-efficacy and 

performance in the reading teacher preparation program? 

 



Texas Tech University, Gae Lynn McInroe, December 2012 

 

91 

 

Research Question One 

The question considered the performance and perceptions of the teacher candidate 

as they prepared to teach and to assess reading while tutoring.  In the beginning of the 

semester, each of the four teacher candidates exhibited anxiety in some form but mainly 

this was noticed by the tone of voice, body language, and the number of questions asked. 

Meg, Caroline, and Joan rarely asked questions while Fiona asked many in the weeks 

prior to tutoring.  They interacted with the instructor often during the first three weeks. 

While they said they were ready to tutor the first day, there was still some 

apprehensiveness but that subsided after only one tutoring session.  In their interviews 

and questionnaires, they were very open about thinking their coursework had prepared 

them for tutoring but they were still concerned about how well their students would 

perform on the final assessment.  Teacher candidates’ lesson plan reflections for Meg, 

Joan, and Fiona mentioned a positive achievement before pointing out an area where the 

student struggled.  However, Caroline focused mainly on the behavior of her student and 

rarely saw improvement in his reading. The exception to this was Fiona who kept saying 

she did not have enough knowledge of phonics and focused on this concern in multiple 

posts.  As she shared these statements, other teacher candidates agreed with her and 

began to focus their lesson plan reflections on the need for phonics information. 

Research Question Two 

This question examined how the teacher candidates’ performances and 

perceptions change as they interacted with the instructor and/ or their peers.  Initially 

everyone was anxious and the majority of the interactions were with the instructor yet 

they helped each other when the instructor was unavailable. Fiona helped others with 
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assessments.  By helping each other they lessened their anxiety as they made more 

comments following helping each other rather than asking questions of the instructor.  As 

the semester progressed, they interacted less and less with the instructor and more with 

their peers. Joan helped others in the ten minutes before tutoring when the time was less 

structured.  Fiona, on the other hand, assisted others in the classroom and got the other 

course participants to pay attention when the instructor had more of a structured setting in 

the time following tutoring. I do not think this was intentional but Joan’s experience with 

three year olds is less structured while Fiona works with fifth graders where it is very 

structured.   These two teacher candidates took initiative to assist others on their own and 

not at the request of the instructor. This was very evident in how they helped other 

teacher candidates in the final the weeks of tutoring.   

Each of the four teacher candidates in the study credited the experience and the 

help of their peers as one of the main reasons they were ready for student teaching and to 

eventually have their own classroom. Both Fiona and Joan said that the instruction they 

had received at the university was also very important to their learning. While Joan and 

Fiona had requested specific ages for their student, they were very comfortable with the 

thought of having to teach students within multiple grades. Caroline felt that she would 

be ready for anything now that she knew students’ behavior would vary in the classroom 

and may go against her preconceived notions.   

Research Question Three 

I asked what promotes or inhibits self-efficacy and performance in the teacher 

candidate. Meg said little in class and rarely asked for help from the instructor or her 

peers other than the tutor who worked with her student’s brother.  She remained quiet in 
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class discussions. On the initial questionnaire, she said she was a novice/emergent teacher 

which might indicate weaker self-efficacy.  Yet by the end, she felt she had grown to be a 

developing teacher ready for student teaching.  In her open ended question responses, she 

moved from discussing providing positive feedback and communicating with students to 

focusing on how to be a better teacher looking toward her future. She stated in her lesson 

plan reflections that she saw her student’s success; she never asked for help and always 

focused on a positive achievement of her student before discussing her concerns. In 

discussion threads she rarely interacted with anyone yet was very willing to share the 

successes of her student.  In her final interview she made the statement that this 

experience helped her with building her confidence in becoming a teacher.  

 Caroline did not offer much to the class discussions but asked Joan for help. Her 

main focus was the behavior of her student.  She could not get past the fact he had 

difficulty focusing and did not like to do activities.  Caroline had said in her questionnaire 

and interview that she was a teacher who knew how to make activities fun but her 

student, Colin, wanted to do activities that he thought were more like what he was used to 

doing in school.  In every lesson plan, Caroline focused on his behavior, rarely 

mentioning his successes in reading.  She asked for help in the discussion thread but did 

not receive answers.  She rarely asked for help in her written lesson plan reflections but 

would ask her peers for help.  However, when Joan gave her the advice to be consistent 

with Colin, she did not speak in class for two weeks.  During this time her lesson plan 

reflections were even more focused on behavior and not on reading abilities.  It was only 

toward the end of the semester, when she had begun the final assessments that Caroline 

began to change the type of information she shared in the classroom, on discussion 
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threads, and on lesson plan reflections.  After she saw how Colin had improved, she 

began to think of herself more as a teacher.  Initially she felt she was a developing teacher 

as noted on the questionnaire but by the end she did not feel she had changed much as she 

still said she was developing at the end.  She said it was because she felt she had known 

more going into the situation than she really did once she got into the tutoring sessions.  

She also discussed concern about assessment toward the beginning but at the end, she 

didn’t focus on that but rather herself.  She made few comments concerning instruction 

and assessment on her final questionnaire and interview but more about Colin’s behavior 

and her lack of ability to help him focus on learning.   

 Joan was unsure and anxious going into the tutoring sessions.  She was a loner 

who asked only two questions in class.  Even though Joan had 22 years’ experience 

working with three year olds, she answered on her questionnaire that she was a 

novice/emergent teacher.  It was not until she actually tutored a student- only one day- 

and things changed for Joan.  There was an immediate turn around in Joan’s confidence 

and excitement.  Through the experience of tutoring, Joan’s self-efficacy grew 

immediately as she became positive and outgoing. She sought help from others. She 

rarely asked the instructor and other teacher candidates for help but began to take control 

of the classroom, setting others at ease before tutoring sessions began.  Joan was greatly 

affected by this experience and stated that she felt this was better than any video she 

could ever watch.  It brought to her attention that she was a teacher and she would be 

willing to teach older grades.  On the final questionnaire, she said she was a proficient 

teacher. She was the only teacher candidate in the course to do so.  
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 Fiona exhibited a lot of anxiety in the first three weeks of the semester.  She asked 

many times about lesson plan reflections and spoke almost one third of the time in the 

class. Yet she was the first teacher candidate to help others when the instructor was 

unavailable to help.  She gave suggestions and offered help to others.  She rated herself as 

developing teacher on both the beginning and ending questionnaire.  In her lesson plan 

reflections and discussion threads, she mentioned multiple times that she was 

uncomfortable with teaching phonics and wanted more information how to teach it.  This 

was the only time she asked for help from the instructor and would rather ask other 

teacher candidates for help. She rarely used the materials that were available and looked 

elsewhere for ideas to teach phonics and sight words.  In the final three weeks of the 

semester, Fiona began to take charge of the class time following tutoring.  She sat toward 

the front of the class, unlike the first three weeks, and began to direct questions to other 

teacher candidates to encourage them to share the reading achievements of their students. 

 Meg confined her collaboration with one other teacher candidate who happened to 

be tutoring the brother to her student.  The two of them talked only to each other or were 

loners the majority of the class time with Meg rarely speaking the first three weeks. Once 

tutoring started, their collaboration became more evident. Caroline did solicit advice from 

Joan in the first few weeks of the course and in tutoring until the time Joan told her to be 

consistent.  She then became a loner for the next two weeks. However, this was short 

lived as she began to seek help from Joan and offered more to the class discussions 

toward the end of the semester.  Joan was a loner in the beginning not speaking to anyone 

and asking only two questions.  However, after only one tutoring sessions, she became 

the one who went to others and gave suggestions and offered her help.   Any lack of 
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activity that could be characterized as being a loner was short lived with much 

collaborative activity ensuing. 

 Beginning in the second week of the semester, the teacher candidates became 

more collaborative among each other. They related less to the instructor. The teacher 

candidates began to take control of the class before and after tutoring even guiding others 

to think about their tutoring successes and struggles. In the final three weeks of the 

semester, the instructor was more of a class member than the one to guide discussions 

and as the one with the answers.  The teacher candidates had built a collaborative 

classroom. 

 Week eight phenomenon. As I coded for positive and negative statements made 

in the teacher candidates’ lesson plan reflections, I noticed a large difference in the way 

teacher candidates wrote their lesson plan reflections in week eight. I call it the week 

eight phenomenon.  In the cases of all four study participants, they wrote these reflections 

in a positive manner.  In week seven, they were discussing concerns for their students but 

in week eight, every one talked about how great the tutoring was going as well as how 

much their elementary student had progressed so far.  Each of them talked about a 

success that week including Caroline who had previously focused on behavior.  During 

that week every elementary student appeared to have significant achievement gains in 

reading or at least one that the teacher candidate had noticed.   

The next week was the university’s spring break (not considered week nine in the 

study) so there was one week where Reading Clinic did not meet.  Looking at week 

nine’s lesson plan reflections, I noticed that teacher candidates expressed concerns that 

the elementary students had not remembered what was taught and were not attentive. 
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This was similar to what they wrote in week seven.  Yet in week ten, the lesson plan 

reflections mirrored week eight reflections as being positive in nature and with great 

successes mentioned by the teacher candidates except for Caroline.  While Meg, Joan and 

Fiona continued to write about the successes of their elementary students, Caroline went 

back to focus on behavior and lack of attention from her student.  During this time she 

was also very quiet in class and did not share with others what her student was doing. 

When she did speak, Caroline lamented to the class that she just hoped she would see 

some type of improvement because she had not seen any. However, she never asked for 

help from anyone. She even avoided speaking with Joan who had been very helpful in the 

previous weeks.   

 The week eight phenomenon resulted from observations of their students showing 

improvement in reading skills.  By this time the teacher candidate had finally built a 

rapport with the student, and they finally noticed an improvement. They had learned how 

their student learns and can see the excitement in the faces of the elementary students 

which then made the teacher candidate enthusiastic.  While I expected to see individuals 

experience this type of result, I was amazed that it happened to all course participants 

during the same week.  This may be due to fact they had built that collaborate spirit and 

once one person noticed reading achievements of the student they tutored, others focused 

more on their own students’ accomplishments.  

Implications 

 As teacher candidates prepared to tutor, their self-efficacy did not initially seem to 

play a part.  All four of the participants were anxious and unsure about the experience. 

While they were excited, they were also apprehensive.  However, once they experienced 



Texas Tech University, Gae Lynn McInroe, December 2012 

 

98 

 

a single tutoring session, their self-efficacy played a major role in how they handled 

teaching. Caroline was not as confident after the first session as she had said she was in 

class and on her questionnaire. Her positive self-efficacy quickly lessened. Fiona realized 

that her student needed help in phonics which was not an area where she was comfortable 

or confident but she did not stress or panic.  She simply found information to help her 

student. Both of these teacher candidates rated themselves as being developing teachers.   

 Joan had a totally different experience.  Having 22 years of experience, I was 

shocked to see she rated herself as a novice/emergent teacher. But as I looked at how she 

acted in class not talking to anyone, it did make sense.  She was unsure she could be 

successful with older children.  However, after only one tutoring experience, her 

confidence rose dramatically realizing that she had the skills to work with any age.  She 

mentioned in her final interview that it was through this specific experience that she 

really felt that she was a teacher and could handle any age.  She made the largest gain in 

the class and ended the semester with rating herself a proficient teacher. For Joan the 

experience of tutoring a struggling reader was what made her feel she was a teacher and 

would be successful when in her own classroom. The implication is that teacher 

candidates need to work with struggling readers and see their reading improvement to 

grow as a future teacher. 

 If a teacher candidate is over confident going into a similar experience, they may 

not feel they have gained as much from the experience as was shown with Caroline and 

Fiona. They went into the experience feeling they would be successful and they could 

handle any type of situation they would experience.  Fiona looked to others and outside 

sources to give her ideas for games to help her student.  Caroline quickly stated that she 
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was not as prepared as she thought she should have been. Conversely, Joan and Meg 

mentioned they were novice/emergent teachers originally yet both mentioned that this 

particular experience guided them to be better teachers or at least ready to take the next 

step in their profession. The implication is that teacher candidates need to work with 

struggling readers to see how to effectively instruct them to be better readers. 

 Since teaching does include classroom management and behavior, Caroline’s 

experience must be discussed.  Caroline focused primarily on the fact that her student 

was not paying attention to her.  She did not elaborate in lesson plan reflections what her 

expectations were but she frequently told the instructor that he wouldn’t look at her when 

they talked and he always wanted to do other activities.  This was deeply troubling to 

Caroline and it showed in her withdrawal from speaking to others and her reluctance to 

share how her student was progressing.  In fact, she focused so much on his lack of 

attention that she did not notice that he was progressing and learning.  She could not 

enjoy the experience because her focus was not on reading instruction but behavior 

management. It was not until she had the assessment results in her hand that she became 

confident again. The implication is that if a teacher candidate focuses too much on 

behavior management instead of looking for the reading achievements that are being 

made they may miss those successes entirely.  

For the instructor, it is important to know when a teacher candidate is over 

emphasizing behavior because they may be missing the primary emphasis of teaching. 

This situation could easily be rectified through closer observations and conferencing with 

the teacher candidate before too much time has passed. This would benefit the teacher 

candidate’s professional growth and self-efficacy. 
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 This has a larger implication for classroom management.  Often university 

programs are criticized on evaluations by their students for not teaching enough behavior 

management skills. However it is possible that if teacher candidate focuses only on the 

behavior of their student, they may miss the successes of the student.  They may look 

only at the deficits the student is exhibiting instead of building from the strengths of the 

student. The university courses need to be attentive to behavior management but not so 

much that the teacher candidate focuses solely on that aspect of teaching and overlooks 

the primary purpose of schools, learning.  

 The week eight phenomenon holds implications concerning the classroom 

teacher.  Darling-Hammond (2010) stated that thirty percent of new teachers leave the 

profession within five years.  In order to keep qualified teachers in the classroom, it 

would be useful to ensure that they recognize the successes of their students.  This would 

help build their self-efficacy which could keep them in the classroom longer. Tying this 

concept to behavior management, if the teacher can see the strengths of her students 

instead of just behavior issues, this may also build self-efficacy and they would remain in 

the profession.  

Recommendations 

 It is important for teacher education program to include a quality tutoring 

program. Specifically, this experience must be a positive experience where the teacher 

candidate can see the successes of their student. The instructor must be aware of the 

achievements and difficulties the teacher candidate may be facing.  This may require 

more observations and conferences both formal and informal. There also needs to be a 

reflective component to give insight to the instructor of potential difficulties the teacher 
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candidate may be facing.  It was not necessarily easy to distinguish where teacher 

candidates were struggling but through the reflective component on the lesson plan, they 

began to discuss their concerns more openly to the instructor.  Then they would continue 

the dialogue about concerns with their classmates.  Through the collaborative spirit that 

developed through their online discussions and in class talks, the teacher candidates 

began to rely on each other and share very specific details with each other and 

occasionally the instructor.  They began to realize that what their students were doing 

was typical, and that the majority of their peers were experiencing similar situations.  The 

more exposure the teacher candidates can get in working with elementary students, the 

more they can build their self-efficacy and their professional skills. Having a tutoring 

experience where they have the expertise of the instructor to fall back on while reflecting 

on individual lessons is a good way to build a collaborative working environment and 

self-efficacy. 

While it is important to discuss behavior and classroom management in university 

coursework, it is important to make sure that this is not the only focus of what it means to 

be a teacher.  If there is too much emphasis on how elementary students behave, then the 

strengths and abilities of individuals may be at best overshadowed or at worst, 

overlooked.  It would be best to make sure that behavior management information be 

discussed as a way to ensure that the students’ academic capabilities are the main concern 

of classroom instruction.   

If a firm reading instruction foundation is built within the teacher candidate, then 

there is a stronger likelihood of transferring this to their own classrooms later.  If they 
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have a positive experience where they believe they are teachers and are capable of doing 

the job, then they are more likely to stay in the profession for longer periods of time. 

It would also be beneficial to investigate if the week eight phenomenon could be 

replicated in future reading clinics.  It may be that the experience may occur at different 

rates and in different weeks for different teacher candidates based on the self-efficacy of 

those teacher candidates.  

Lastly, it is important to continue to investigate how tutoring affects 

undergraduate studies.  While the majorities of studies involving reading clinics or after 

school tutoring involve graduate students or in-service teachers, this study has shown that 

undergraduates can greatly benefit from the experience.  Teacher candidates with very 

little exposure to working with elementary student can build professional skills that will 

be used in the classroom as well as develop a self-efficacy. 

Summary 

Teacher candidates’ perceptions of their own readiness changed from the 

beginning of the semester to the end.   However, the instructor of the course did not have 

any way of knowing of these changes in perception without instruments to gather records. 

According to Shaw, Dvorak, and Bates (2007) the teacher candidates do have the ability 

to analyze their beliefs and to apply new knowledge to their practice while they realize 

they are making such a shift in their belief system.  It was up to the instructor to follow 

the teacher candidates’ perceptions as the semester progresses yet in the past this has not 

necessarily happened.  “…We hope to push them to see beyond the technical and 

procedural aspects of teaching to its moral and intellectual dimensions” (Freedman and 
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Carver, 2007).    During the semester of tutoring, the teacher candidates were able to look 

beyond the basic instructional goals into how they have grown into being teachers.  

Undergraduate teacher candidates can benefit from tutoring elementary students 

in reading.  They can solidify beliefs toward reading instruction as well as build their 

perceptions of being a teacher when they can see that their teaching has helped a child.  

While they may need the help of the instructor for varying length and reasons, they will 

eventually find their peers as being valuable resource both to encourage and to receive 

ideas and suggestions. The university needs to ensure that the Reading Clinic is a positive 

situation where the instructor is aware of the difficulties, struggles, and successes the 

teacher candidates may have.  Together they can build their positive self-efficacy of 

teacher candidates so that they will believe they are teachers and hopefully stay in the 

profession for many years to come. 

My research was designed to help instructors and professors understand the self-

efficacy of teacher candidates as they progress in clinical tutoring sessions.  The teacher 

candidate verbalized and reflected upon success and struggles of elementary students as 

well as their own learning throughout the semester.  It was from this information that the 

research showed what the course means to the students and by implication, its 

effectiveness. 
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APPENDIX A  

QUESTIONNAIRE 

A. DEMOGRAPHICS SECTION 

1. Enter your Student Code ___________________ 

2. AGE:  _____ 18-24     _____25-30     _____31 and over 

3. Gender:     _____Female     _____Male 

B. TEACH/TUTOR 

1. How Prepared do you feel you are to teach: 

 Not at all 

prepared 

Somewhat 

Prepared 

Adequately 

Prepared 

Well 

Prepared 

I don’t know 

how 

prepared I 

am 

Reading to children 

below 2
nd

 grade 

     

Reading to children 

above 2
nd

 grade 

     

Phonics      

Decoding/Blending      

Fluency      

Vocabulary      

Comprehension of 

narrative text 

     

Comprehension of 

expository text 

     

To use Children’s 

Literature 
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APPENDIX A continued 

2. How prepared do you feel you are to assess: 

 Not at all 

prepared 

Somewhat 

Prepared 

Adequately 

Prepared 

Well 

Prepared 

I don’t know 

how 

prepared I 

am 

Reading to children 

below 2
nd

 grade 

     

Reading to children 

above 2
nd

 grade 

     

Phonics      

Decoding/Blending      

Fluency      

Vocabulary      

Comprehension of 

narrative text 

     

Comprehension of 

expository text 

     

To use Children’s 

Literature 

     

 

C. PERSONAL RATING 

1. Using the descriptions listed below; please rate yourself as a preservice teacher. I 

am a: 

a. Novice/Emergent teacher- beginning to understand how theories of reading 

should be used in a tutoring situation, but not confident (unsure) of how it 

comes together in practice (new to circumstances/beginner). 

b. Developing teacher- fully understands how theories and practices of 

reading come together in a tutoring situation and confident in working with this 

situation but has some reservations concerning success (growing/evolving). 

c. Proficient teacher- understands how theories and practices come together in 

tutoring situations and fully confident in their abilities to put theories into 

practices (well-advanced/expert) 

 

_____Novice/Emergent teacher     _____Developing teacher     _____Proficient teacher 
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APPENDIX A continued 

 

 

D. REFLECTION 

 

1. In general, reflect on how you well you feel you have been prepared to teach 

reading? 

 

2. What do you believe your strengths and weaknesses (in relation to 

teaching/assessing reading) are? 

 

3. What is your comfort level (most confident) as we begin the assessment and 

instruction portion of this course? 

 

4. What expectations do you have for your success as a reading teacher? 
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APPENDIX B  

INTERVIEW PROTOCOL  

Pre-Tutoring Interview Protocol: 

 What do you know about assessment of reading that you think will be applicable 

to the children this semester?  

 What do you know about the teaching of reading that you think will be applicable 

to the children this semester?  

 What do you feel your strengths that you bring to this semester?  

 What might be a weakness?  

 What expectations do you have for your students this semester?   

 What do you think you will gain from this semester?   

 

Post-Tutoring Interview Protocol: 

 What knowledge about assessment of reading did you use and apply to your 

student this semester? 

 What knowledge about teaching of reading did you use and apply to your student 

this semester? 

 What did you feel your strengths were this semester?  Did they change since the 

beginning? 

 What did you feel your weaknesses were this semester?  Did they change since 

the beginning? 
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APPENDIX B continued 

 What expectations did you have for your student this semester?  Did they achieve 

your goals? 

 What did you gain from this experience this semester? 

 Is there anything else you would like to add? 
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APPENDIX C  

DISCUSSION THREAD TOPICS 

 

Week 

 

Discussion topic/question 

1 Completion of online  pre-study survey 

2 Having completed your first week of tutoring, what are your thoughts 

and feelings about how it is going?  Is this experience what you thought 

it would be?  Do you feel you are prepared? 

3 What are your goals for your students?  What do you intend on 

working on with him/her? Why did you choose these goals? 

4 What successes or disappointments have you seen thus far?  Is it what 

you anticipated?   

5 What concerns do you have at this point in the semester?  This may 

concerning testing, working with the student or anything else you may 

have concern. 

6 Is there a strategy you have been previously taught that has work 

beyond your expectations or didn’t work when you anticipated it 

would?  Why do you think this may be true? 

7 At this point, is there anything you wish you had been taught 

previously?   

8 What successes or disappointments have you seen thus far?  Is it what 

you anticipated? 

9 What concerns do you have at this point in the semester?  This may be 

concerning testing, working with the student or anything else you may 

have concern. 

10 What type of products do you feel our clinic may be lacking?  This may 

be in terms of books, activities, games or any other type of item you 

may think we need to invest. 

11 Completion of online post-study survey 

 


