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Abstract  

 
Preservice teachers participate in a variety of field experiences before student teaching.  Tutoring field 
experiences offer a framework for preservice teachers to focus on teaching and assessing literacy skills 
needed to be an effective reading teacher.  A small-scale research study focused on gathering qualitative 
data as preservice teachers tutored struggling second-grade readers.  Observations of preservice 
teachers’ learning environment, reflections following tutoring lessons and pre and post-concept maps 
offer data on preservice teachers’ pedagogical content knowledge, skills, and dispositions.  Conclusions 
about the critical role of field experiences, specifically tutoring, is an effective method for improving 
preservice teachers’ preparedness to teach.   
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____________________ 

 

Preservice teachers construct a deeper 
and richer understanding of pedagogical content 
knowledge through their participation in a 
variety of field experiences associated with 
undergraduate academic coursework in teacher 
preparation programs.  Moore (2003) shared 
“…that although preservice teachers learn a 
great many strategies and methods for teaching, 
often they ‘do not learn how to discover in the 
specific situations occurring in everyday 
teaching, which methods and strategies to use’” 
(p. 32).  Field experiences play a vital role in 
teacher education programs to prepare 
preservice teachers for classroom situations (Al 

Otaiba, Lake, Greulich, Folsom, & Guidry, 
2012; Burant, & Kirby, 2002; Moore, 2003).     

Self-efficacy is a necessary disposition 
for teachers defined as “beliefs in one’s 
capabilities to organize and execute the courses 
of action required to produce given attainments’’ 
(Bandura, 1997, p. 3).  Pendergast, Garvis, and 
Keogh (2011) explained the link between self-
efficacy and teacher effectiveness as “an 
important motivational construct” leading to 
resiliency for teachers in the profession and in 
their ability to motivate all students to learn (p. 
46).  Field experiences embedded in methods 
and professional education coursework prior to 
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student teaching create feelings of self-efficacy 
and preparedness by developing stronger 
connections to content knowledge, theory, skills, 
and effective pedagogy (Al Otaiba, et al., 2012; 
Burant, & Kirby, 2002; Hascher & Hagenauer, 
2016; Haverback & Parault, 2008; Haverback & 
Parault, 2011; Moore, 2003; Pendergast, et al., 
2011; Wee, Weber, & Park, 2014).  

In 2010, the International Reading 
Association (IRA) revised their standards, which 
guide evaluation of effective teaching criteria for 
literacy professionals.  The six standards are 
foundational knowledge, curriculum and 
instruction, assessment and evaluation, diversity, 
literate environment, and professional learning 
and leadership (IRA, 2010).  In 2017, the re-
named International Literacy Association (ILA), 
added a new standard during discussion and 
revision of their 2010 standards to include 
addressing clinical and field experiences for 
literacy professionals (ILA, 2017).  Hoffman et 
al. (2005) shared the importance of quality field 
experiences for preservice teachers to learn how 
to teach reading.  Research focused on the 
effectiveness of field experiences to support 
knowledge and skills related to teaching reading 
made connections between quality field 
experiences and preservice teachers’ 
construction of pedagogical content knowledge 
(Anders, Hoffman, & Duffy, 2000; National 
Reading Panel, 2000).   

Tutoring field experiences prepare 
preservice teachers to complete literacy 
assessments and improve feelings of self-
efficacy regarding their ability to provide 
specific reading skill intervention for struggling 
readers.  Haverback and Parault (2008) 
suggested a lack of research regarding the 
relationship of self-efficacy to tutoring field 
experiences prior to conducting their research.  
Haverback and Parault (2008) found that 
“…tutoring field experiences, in particular, have 
been found to have a positive impact on 
preservice teachers' abilities to teach a particular 
content (e.g., reading) to the individual student 
and to put theory into practice" (p. 237).  Leko 

and Mundy’s (2011) research on preservice 
teachers’ beliefs found that preservice teachers’ 
adapted their reading instruction more often 
following participation in multiple field 
experiences.  This finding suggests an increase 
in preservice teachers’ feelings of self-efficacy 
as they gain more confidence through practice 
during tutoring field experiences.  Tutoring field 
experiences embedded in reading method 
courses for preservice teachers support a deeper 
construction and application of pedagogical 
knowledge, skills, and self-efficacy.     

Using concept maps to organize 
knowledge about overarching concepts provides 
a graphic method to represent understanding.  A 
core concept is arranged hierarchically with key 
elements connected to the core concept and 
subordinate elements connected to the key 
elements.  The key elements connected to the 
core concept are analyzed as a stem.  
Subordinate elements connected to key elements 
are analyzed as a sub-stem.  Concept maps 
analyzed in this manner offer evaluation tools 
measuring “the growth of and assessing student 
learning” (Inspiration Software, Inc., 2017, para. 
8).  The use of concept maps to review 
preservice teachers’ growth in knowledge 
provides a source of data for research. 

This research study represents a small-
scale effort to qualitatively document elements 
of engaged teaching which motivate tutees to 
participate in the tutoring learning environment, 
construct adjustments in pedagogical knowledge 
and skills while increasing preservice teachers’ 
self-efficacy during tutoring field experiences.  
The research design began with research 
questions created to identify themes analyzed 
from observing tutoring field experiences, 
preservice teachers’ reflections of their tutoring 
experiences, and pre and post-tests of preservice 
teachers’ understanding of reading method 
concepts.  Analysis will provide changes in 
preservice teachers’ pedagogical knowledge, 
skills, and feelings of self-efficacy.  Implications 
about the role of tutoring field experiences to 
prepare preservice teachers are discussed. 



 

              
Texas Association for Literacy Education Yearbook:   
Literacy Alive and Well!  Supporting Effective Literacy Instruction for All Learners 
©2017 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

  30 
   

Theoretical Framework and Objectives 

A constructivist theoretical framework 
is “… based on the assumption that people 
create knowledge as a result of interaction 
between existing knowledge or beliefs and new 
knowledge” (Rakes, Flowers, Casey, & Santana, 
1999, p.3).  Constructivism is based on creating, 
not transmitting, knowledge through the 
processes of assimilation and accommodation 
during authentic experiences (Branscombe, 
Burcham, Castle, & Surbeck, 2014; Grace, 
1999; Moore, 2003; Nanjappa & Grant, 2003; 
Rakes, Flowers, Casey, & Santana, 1999).  
Teacher preparation programs offer 
opportunities for preservice teachers to 
implement constructivist teaching and learning 
practices allowing them to actively construct an 
understanding of knowledge and skills through 
field experiences.  

Research on constructivist pedagogy 
and teacher effectiveness supports embedding 
field experiences in reading method courses to 
assist preservice teachers in applying course 
concepts expressed through student learning 
objectives and aligned with ILA standards.  
Student learning objectives create a qualitative 
framework to assess before, during, and after 
field experiences to analyze preservice teachers’ 
constructions of knowledge, skills, and feelings 
of self-efficacy.   

This research study focused on 
observations of preservice teachers' 
representations of course requirements in an 
undergraduate literacy assessment and 
intervention course.  Preservice teachers were 
required to complete literacy assessments to 
inform their tutoring lesson plans.  Each tutoring 
lesson plan was required to include a read aloud, 
instructional books, word study, interactive 
literacy games, a writing activity, and reading 
goals.  Three reflection questions were required 
each week to share information about tutoring 
strengths and weaknesses to continuing 
construction of effective methods for tutoring.      

The overall research goals of this study 
were to examine the role of tutoring as a method 
to improve each of the following:  (a) preservice 
teachers’ pedagogical knowledge, (b) preservice 
teachers’ teaching skills, and (c) preservice 
teachers’ self-efficacy during field experiences 
embedded in a reading methods course.  
Preservice teachers’ practice teaching one-on-
one with struggling readers was analyzed by 
gathering data from open-ended observation 
notes written by the university supervisor during 
tutoring experiences, preservice teachers’ 
reflections submitted after each tutoring field 
experience, and pre and post concept maps.  The 
three research questions were:        

1. What demonstrations of pedagogical 
knowledge and teaching skills were 
observed during tutoring?  What elements 
were used by preservice teachers to increase 
tutees’ motivation and feelings of 
community? 

2. What adjustments in pedagogy and feelings 
of self-efficacy were reported by preservice 
teachers in their tutoring reflections? 

3. What conceptual changes were reported by 
preservice teachers from their active 
construction of knowledge and skills after 
ten weeks of tutoring?  

Methodology 

Participants 

Preservice teachers enrolled in an 
undergraduate, junior-level literacy assessment 
and intervention course were informed of the 
embedded field experience required in the 
course.  Participants were 10 female, elementary 
education teacher candidates, referred to as 
tutors throughout this research, between the ages 
of 19 to 21.  The tutors’ demographics were 
more similar than diverse:  one tutor was 
Hispanic, one tutor was Native American, and 
the other eight were Caucasian.  All tutors were 
enrolled in a teacher preparation program at a 
private, research university surrounded by a 
large urban school district in a midwestern city.  
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The urban school district is the second largest in 
the state serving approximately 42,000 K-12 
students.   

An elementary school located on the 
north side of the university campus was chosen 
for tutoring since it housed a diverse population 
of students:  62% Hispanic, 18% Caucasian, 9% 
African American and 11% a mixture of Asian, 
American Indian and other ethnicities.  Ninety 
percent of the students attending this elementary 
school were on the Free and Reduced Lunch 
Program, 40% were English language learners 
and during the previous year, 60% of third-
graders were not able to read at grade level.   

The second grade team leader for all 
three second-grade classrooms at the urban 
elementary school near the university conferred 
with her team to choose 10 second-grade tutees 
for this research.  The team leader was informed 
that any second-grade student identified as 
reading below grade level was eligible for this 
research study.  The 10 tutees ranged in age 
from six to eight.  Seven tutees were female, six 
tutees were English language learners, and ten 
tutees were on the Free and Reduced Lunch 
Program.  All 10 tutees were representative of 
the schools’ overall demographics:  six tutees 
were Hispanic, two tutees were Caucasian, one 
tutee was African American, and one tutee was 
Native American.   

Data Sources 

The 10 weeks of tutoring was conducted 
in the elementary school library for an hour each 
morning one day each week.  The university 
faculty assigned to teach the literacy assessment 
and intervention course supervised all tutoring 
field experiences at the elementary school taking 
open-ended notes on two of the 10 tutor/tutee 
pairs each week.  This observation schedule 
created one observation per tutor/tutee pair in 
the first five weeks and during the last five 
weeks.  The university faculty copied all of the 
required literacy assessment documents for the 
tutor and tutee, a tutoring lesson plan template, 
the three reflection questions tutors need to 

submit each week after tutoring, and a summary 
sheet to list the tutees’ assessment data.  The 
tutors were asked to place these documents 
inside of three-ring binders to create a tutoring 
notebook to use during the 10 weeks of tutoring.   

Preservice teachers completed a pre-
assessment of pedagogical knowledge and skills 
by filling out a concept map on “Reading 
Methods.”  This same concept map was 
completed at the end of the semester as a post-
assessment to assess changes in knowledge and 
skills after 10 weeks of tutoring.  Before the first 
tutoring session, the tutors met with the second-
grade team leader from the elementary school to 
gather baseline reading skill data from 
previously completed literacy assessments, 
reading and writing interests, and behavioral 
information on each tutee.  During the first two 
weeks of tutoring, preservice teachers used their 
tutoring notebooks to complete multiple literacy 
assessments to confirm the reading skills shared 
by the second-grade lead teacher.  The 
assessments ranged from Graded Word Lists and 
Graded Passages from the Basic Reading 
Inventory (BRI), an Elementary Spelling 
Inventory from Words Their Way (WTW), 
multiple interest inventories from a Beverly 
DeVries textbook, and a reading and writing 
interest glyph using the university mascot (Bear, 
Invernizzi, & Templeton, 2015; DeVries, 2011; 
Johns, 2012).   

Glyphs are used in classrooms to help 
create a feeling of community since students can 
visually see similarities and differences between 
them and their classmates.  Glyphs are visual 
representations of information.  The university 
mascot glyph used in the tutoring notebook was 
created by the university faculty to engage the 
tutees with the university as they illustrated their 
reading and writing interests.  The completed 
glyphs were displayed on a tri-fold board, which 
was placed at the front of the library on tutoring 
days to welcome the tutees to their tutoring field 
experience (see Figure 1).  Each glyph was 
posted on the tri-fold board next to a photo of  



 

              
Texas Association for Literacy Education Yearbook:   
Literacy Alive and Well!  Supporting Effective Literacy Instruction for All Learners 
©2017 Texas Association for Literacy Education 
ISSN:  2374-0590 online 

  32 
   

 

 
 
Figure 1.  Reading and writing glyph.  This glyph was created by the author for use during tutoring 
field experiences of preservice teachers in a literacy assessment and intervention course.  This provided 
a graphic display of each tutee’s reading and writing interests while helping to form a sense of 
community and connection between the tutees and the university.  (The actual size of both documents 
is 8.5 x 11”.) 

each tutor/tutee pair.  (A photo was also given to 
each tutee to take home.)  Figure 1 provides an 
illustration of the university mascot glyph 
created for students to use to display their 
reading and writing interests.  The third to tenth 

weeks of tutoring focused on each tutor planning 
individualized lesson plans concentrating on the 
specific phonological skills each tutee needed to 
practice.  The required elements of each tutoring 
lesson plan included:  rereading an easy book, 
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guided reading of an on-level book, word study 
games, instructional reading, a read aloud of a 
book above each student’s instructional level by 
their tutor, and a writing activity.  For closure of 
each tutoring session, tutors were required to 
write out a sentence strip of words for tutees to 
take home and review the goals for the tutoring 
lesson with the tutee to give to their second-
grade teacher.  The sentence strip and goals 
sheets were methods to include and keep the 
tutees’ parents and teachers informed of the 
focus of each tutoring session.   

Tutors were required to submit 
reflections based on assimilations and 
accommodations of pedagogical knowledge and 
skills made during each week of tutoring.  These 
changes to their understanding resulted from 
experiencing one-on-one tutoring and then 
reflecting on their successes and difficulties each 
week.  Reflection questions were written to 
provide an opportunity for tutors to focus on 
constructing their understanding while it 
provides an avenue for university faculty to 
provide constructive feedback.  Tutors were 
required to reflect on these three statements each 
week:   

1. Reflect on your accuracy in 
preparing your lesson for your 
tutee’s reading skills this week.  
Explain your feelings of confidence 
in tutoring. 

2. Share your strengths and 
weaknesses associated with your 
teaching this week using specific 
strategies related to reading/literacy.  
Explain a different strategy 
suggested by a peer/university 
faculty/ 50 Research-Based 
Strategies textbook (Antonacci & 
O’Callaghan, 2011) to use next 
week to support your tutee for any 
identified area of weakness.  

3. Upon reflection, describe your 
reading/literacy goal for next week 
including evidence for why you chose this 
goal? 

These reflections provide a lens for viewing the 
pedagogy employed by the tutors to create a 
positive, successful reading experience 
motivating each second-grade student to practice 
their reading skills.   

Concept maps used at the beginning and 
end of a course provide a visual representation 
of elements related to a core concept.  The 10 
preservice teachers in this research study were 
asked to complete concept maps about “Reading 
Methods” on the first day of class in their 
literacy assessment and evaluation course.  No 
information was given to the preservice teachers 
beyond asking them to add elements using 
circles and lines to show hierarchical 
relationships between and among elements 
associated with “Reading Methods.”  The 
difference between a preservice teachers’ pre-
concept map and their post-concept map offers a 
suggestion of growth between and among 
theoretical and pedagogical key and subordinate 
elements related to the “Reading Methods.”   

Analysis of Tutoring Field Experiences 

When teacher education programs 
include field experiences within methods and 
professional education courses, there is potential 
to add valuable experience for preservice 
teachers to merge theory into practice before 
their student teaching semester.  Anecdotal notes 
gathered during observations of tutoring field 
experiences, preservice teacher reflections of 
tutoring and pre and post-concept maps provided 
data about the role of literacy tutoring as a 
method to improve preservice teachers’ 
knowledge, skills, and self-efficacy.    

Observations 

Observations of tutoring field 
experiences offered a glimpse into the learning 
environment tutors created for the tutees.  A tri-
fold board placed at the entrance to the library 
greeted tutees each week.  The tri-fold board 
included photos of each tutor-tutee pair next to 
each tutee’s completed mascot glyph.  The 
visual representations of each tutees’ reading 
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and writing interests illustrated by the mascot 
glyphs were posted to encourage a sense of 
community among the tutees since the tutoring 
sessions only met once a week.  Tutors used the 
information gained from the mascot glyphs to 
motivate tutees by locating books of interest and 
providing writing prompts on topics of interest 
to each tutee.   

Tutors brought small snacks each week 
for their tutee since it was mid-morning when 
they met for tutoring.  The option for a snack 
alleviated any hunger issues which might 
interfere with the tutees’ ability to focus on 
improving their reading skills.  Tutors were 
tasked with bringing a bag of items to care for 
and extend the tutoring session such as Kleenex, 
hand sanitizer, iPad minis, small whiteboards 
with expo markers, sentence strips, a sharpie, 
extra file folder games, and a goals sheet.  Each 
week, a sentence strip with words for the tutee to 
practice reading and a goals sheet were sent 
back to the classroom to inform the teacher and 
home to share with parents.  Tutors were 
required to create individualized file folder 
games for their tutees so the tutees could 
practice specific reading skills.  Tutors were 
allowed to use literacy apps for reading and 
writing in addition to file folder games for their 
tutees.  Finally, tutors were observed locating 
the section in the elementary school library 
associated with books of interest for each of 
their tutees to encourage their interest in reading.     

A tutoring extension which supported 
the sense of community during the tutoring 
experience was observed when the tutors created 
a whole-group, physical activity to practice a 
reading skill outside on the playground.  An 
example of one physical literacy activity was 
when tutors placed cardboard tents with letters 
on them on the ground then asked tutees to kick 
balls in the direction of the correct cardboard 
tent after hearing a tutor utter a phoneme.  
Another physical activity observed was when 
tutors wrote sight words in a hopscotch grid then 
had tutees read the sight words as they played 
hopscotch.  The engagement observed between 

the tutors and tutees when they were outside 
practicing reading skills was significantly 
different than when the tutees were in the 
library.    

The last week of tutoring provided an 
observation of tutors making a final connection 
with each other.  The university faculty 
purchased a university t-shirt and a paperback 
book for each tutee to take home.  The tutors 
gave each child a stamped envelope, pre-
addressed to the university faculty so any tutee 
could practice their writing and remain in touch 
with their tutor over the summer.  One child 
used the pre-addressed, stamped envelope in the 
next week to remain in touch with their tutor 
supporting the sense of community created 
during this field experience.   

Reflections on Tutoring 

Preservice teachers’ reflections on their 
weekly tutoring experiences demonstrated an 
understanding of their strengths and weaknesses 
as a tutor.  The required reflection questions 
focused preservice teachers’ thoughts on their 
knowledge, skills, and feelings of self-efficacy 
as they assessed and taught children to read.  
Expressions of content were analyzed to 
determine common threads in each reflection 
and then sorted into three categories: knowledge, 
skills, and self-efficacy.  Tutors’ reflections 
were reduced to common themes identified from 
content analysis (see Table 1).   

Content analysis provided a knowledge 
of the ability of preservice teachers to make 
accommodations in their understanding and 
construct a more effective method for their tutee 
to improve his or her reading skills.  Reflections 
are best expressed using the voices of tutors, but 
identifying common themes provides a more 
concise method for sharing similar growth and 
experiences.  During this research a tutor 
reflected, “I learned that it is important to have a 
contingency plan.  It was so hard for me to think 
on the fly and determine what aspects of the 
lesson were less important and could be 
scrapped in favor of time.” 
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Table 1   
 
Content Analysis of Tutoring Reflections 
 

 

Reflections about Knowledge  

 

N 

 

Reflections about Skills 

 

N 

Reflections About 

Feelings of Self-Efficacy 

 

N 

I like to offer a variety of 
interactive activities. 

19 I can explain phonics to 
students better. 

22 Confidence engaging with 
reading content. 

34 

I can select books and activities at 
instructional/independent reading 
levels. 

15 I like to use literacy apps 
for iPads with tutees. 

20 Tutoring is fun. 17 

I understand the need to use 
multiple literacy assessments, 
multiple times, to provide valuable 
information on tutees reading 
skills. 

14 I have learned to balance 
letting students struggle 
and offering scaffolding. 

20 Feeling as if I am learning 
how to teach. 

12 

I understand phonics --vowels, 
CVC, digraphs, diphthongs, etc. 

14 I am able to correct 
student’s errors more 
effectively. 

5 Having respect for others. 7 

I like to teach reading strategies. 10 I like to include spelling 
activities with tutoring. 

4 I am getting better at self-
correcting issues while 
tutoring. 

7 

I am able to identify sounds in 
words to teach decoding strategies. 

9 I can model the writing 
process for tutees. 

4 Not easily frustrated while 
tutoring. 

6 

I understand the need to have 
students re-read books. 

9 I enjoy modeling reading. 4 Good attitude about 
becoming a teacher. 

5 

I understand the importance of 
offering choices in books. 

7 I like to use word sorts or 
file folder games to offer 
hands on activities. 

4 Flexibility is important. 5 

I am able to identify miscues 
during tutoring. 

7 I can model the writing 
process for tutees. 

3 I enjoy offering positive 
encouragement. 

4 

I understand I need to bring extra 
literacy activities in case I have to 
make adjustments during tutoring. 

7   Modeling reading 
strategies. 

3 

I understand students may have 
other reasons for not passing 
assessments such as being hungry 
or angry. 

3     

 
 

 
 

This quote was analyzed as an 
expression of knowledge and a common theme 
with 10 other comments similar to “I like to 
offer a variety of interactive activities.”  Another 
tutor stated, “My goal for this coming session is 
to keep him more on task and find a good way to 
challenge him with games I utilize for reading 
practice on the iPad.  I felt like the games I 

chose for him were too simple, so I am going to 
play some more reading apps before next week 
to find some apps where I feel he is learning 
more on his level.”  This quote was analyzed as 
an expression of skill and a common theme with 
eight other comments similar to “I like to use 
literacy apps for iPads with tutees.”  Another 
tutor commented, “I enjoyed tutoring because I 
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was able to point out strengths, like expressive 
and accurate reading, and by doing that she felt 
more successful and capable of being a great 
reader.”  This quote was analyzed as an 
expression of self-efficacy and a common theme 
with nine other comments similar to 
“Confidence engaging with reading content.”  
Table 1 offers a quantitative and qualitative 
content analysis of expressions of knowledge, 
skills, and self-efficacy submitted by 10 tutors 
over the span of 10 weeks for a total of 100 
reflections. 

Concept Maps 

Analysis of concept maps completed by 
preservice teachers before tutoring had an 
average of 2.3 stems and 2.1 sub-stems.  
Concept maps completed by preservice teachers 
after tutoring had an average of 6.3 stems and 

14.4 sub-stems.  The change between the pre 
and post-concept map assessments and 
knowledge of “Reading Methods” is noteworthy 
since there was a 37% increase in stems and 
146% increase in sub-stems from pre to post 
assessments.   

Overall, the concepts listed on the post-
assessment concept maps included detailed 
vocabulary and multiple connections between 
and among elements related to reading methods.  
The distinctive change in preservice teachers’ 
concept maps after tutoring suggest the field 
experience allowed active construction of their 
understanding of theoretical and pedagogical 
content knowledge, skills, and self-efficacy.  
Figure 2 provides an example of one of the 10 
preservice teachers’ completed pre and post-
concept maps.

 

 

 

Figure 2.  One tutor’s pre and post-concept map completed before the first day of tutoring and after ten 
weeks of tutoring.  The circular shapes list key concepts stemming from the primary concept, Reading 
Methods, connected by solid lines.  The square and rectangle shapes illustrate subordinate concepts 
associated with key concept connected by dashed lines.   
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Conclusions and Implications 

Tutoring experiences in this research 
study began with observations of tutors creating 
a learning environment promoting motivation 
and a sense of community.  The tutors developed 
a relationship with the tutees personally and 
professionally.  Content analysis of reflections 
after tutoring each week identified tutors’ focus 
on making improvements in their knowledge of 
effective tutoring practices.  This analysis 
allowed identification of their strengths and 
weaknesses in tutoring skills and the types of 
character traits which will help them motivate 
students.  Pendergast et al. (2011) completed 
research on motivation, teaching effectiveness, 
and self-efficacy, which supports these 
conclusions.   

The most remarkable finding of this 
research study was the vast increase in 
knowledge shared by preservice teachers 
through their pre and post-concept maps.  The 
growth in accurate information stemming from 
the concept “Reading Methods” was important 
since preservice teachers need to be able to 
practice using academic vocabulary when 
instructing students.  Tutors’ constructions of 
knowledge based on field experiences have a 
positive impact on their self-efficacy (Haverback 
& Parault, 2008). 

Field experiences are an integral part of 
the foundation in teacher preparation programs. 
They allow new teachers to become effective 
professional educators and develop self-efficacy.  
However, from conversations with other teacher 
preparation program faculty, most teacher 
education programs embed the majority of field 
experiences for preservice teachers during the 
student teaching semester.  Based on the data 
from this research study and support from the 
literature (Al Otaiba, et al., 2012; Burant & 
Kirby, 2002; Hascher & Hagenauer, 2016; 
Haverback & Parault, 2008; Moore, 2003), 

teacher education programs might consider 
embedding more field experiences in methods 
and professional education coursework.  
Tutoring experience is invaluable in building 
self-efficacy for preservice teachers before 
graduating and teaching in their own classrooms.   

This research study has some limitations 
to consider.  This tutoring research was 
conducted as a one-on-one tutoring experience 
with a small sample of preservice teachers and 
second-grade students making the results 
ungeneralizable.  The content analysis of tutors’ 
reflections might be considered subjective since 
it is qualitative data.  Also, the university faculty 
observations were completed using open-ended 
notes.  A template of expected behaviors might 
be a better method for collecting observational 
data during tutoring field experiences.   

The concepts, results, and reflections on 
the role of tutoring to improve preservice 
teachers’ pedagogical content knowledge, skills, 
and self-efficacy are valid for this research 
study.  Further research is suggested on tutoring 
field experiences and changes in preservice 
teachers’ pedagogical content knowledge, skills, 
and self-efficacy related to the opportunity to 
participate in focused field experiences.      

Preservice teachers' application of 
concepts discussed in university classrooms 
enhances during participation in additional field 
experiences before student teaching.  Moore 
(2003) agrees that a focus on increasing field 
experiences before the student teaching semester 
offers opportunities to integrate theory into 
practice for preservice teachers.  A shift towards 
the inclusion of specific field experiences 
embedded in methods and professional 
education courses is encouraged since it would 
offer authentic opportunities to construct an 
understanding of pedagogical content 
knowledge, skills, and self-efficacy. 
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