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ABSTRACT 

 

The purpose of the study was to explore pre-service teachers’ integration of tablet 

technology in reading, comprehension and writing instruction.  As global technological use 

continues to soar, a large absence in the availability of tablet technology in the public schools 

continues, and reflects a glaring disparity between the technological uses inside and outside of 

education.  

Within a qualitative paradigm, two theoretical frameworks guided this study -- 

phenomenology and transformative learning (TL) theory. The researcher conducted three sets of 

interviews of 14 pre-service teachers. This study was guided by four research questions 

regarding pre-service teachers’ descriptions of using technology integration in delivering 

reading, comprehension, and writing instruction using tutorials.  The study explored the extent to 

which pre-service teachers employed tablet technology during learning activities.  Data collected 

included an interview of the interpretive researcher, tutoring lesson plans, cadre conferencing 

blogs, and final case study reflections.  Data was analyzed using Saldana’s (2013) holistic coding 

methods and Giorgi’s (1994) four-step analysis process.  

From the four research questions, ten essential themes emerged from pre-service 

teachers’ lived experiences of integration of tablet technology:  (a) generational learning shift, 

(b) cognitive disassociation with learning, (c) paradox of gaming, (d) technological 

disinclination,  (e) critical thinking and problem solving,  (f) self-generated learning,  (g) 

collective brain and partnership, (h) collaborative creativity,  (i) reluctance in integration of 

technology with writing,  and (j) academic and recreational convenience.  These themes revealed 

both positive shifts in the processing of innovative technology and literacy instruction, and 

challenges that must be overcome if pre-service teachers are to help students reach their full 
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potential in the 21
st
 century. An analysis of transformative learning theory (Mezirow, 1978, 

1991, 2000), revealed five pre-service teachers who experienced the ten stages while another 

nine who experienced partial transformative learning stages.  

 The findings have implications for the restructuring of teacher education programs.  Pre-

service teachers require continued increases of their technological, pedagogical and content 

knowledge (TPACK), as well as greater development of their writing skills. An increase in the 

transformation of pre-service teachers’ skillsets and mindsets can be facilitated with explicit 

technological integration of literacy instruction to prepare them to improve student learning 

outcomes. 
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CHAPTER 1:  INTRODUCTION 

“Technology is just a tool.  In terms of getting the kids working together and motivating them, 

the teacher is the most important.”  Bill Gates  

Integration of tablet technology has been mandated as a standard requirement across the 

vast majority of United States education, kindergarten through 12
th

 grade, with the passage of the 

Common Core State Standards (CCSS) in 2010.  The need to address how to integrate 

technology in all content areas presents a new challenge for existing teachers in classrooms 

across the nation as well as a restructuring of education programs.   Pre-service teachers require 

necessary knowledge and skills in institutions of higher education to fully prepare them for the 

new requirement of technology integration challenges.  Specific to these challenges are 

addressing the needs of students, many already more familiar with technology and all the 

offerings of the world-wide web than the existing teachers in classrooms.  Challenges also 

include selection of appropriate instructional applications, advancement of academic 

achievement through use of technology, and the enthusiasm and motivation to learn 21
st
 century 

knowledge and skills.   

The Internet is the most frequently used form of technology in the 21st century, with 

approximately two and one half billion individual users worldwide (Internet World Stats, 2012). 

At the current rate of growth, more than one-half of the world’s population will be online in five 

to seven years and most of the world’s population will be online in 10 to 15 years (Leu et al., 

2011). The explosion occurring in the use of tablet technology in the United States corresponds 

to the growth in Internet usage.  Johnson (2013) reported, “[o]ne in five Americans now owns a 

tablet device—a number that doubled during the 2011 holiday season and may have just doubled 

again by the time you read this” (p. 78). Despite the iPad being in existence for fewer than three 

years, more than 84 million have been sold; and 1.5 million of those are currently being used in 
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classrooms” (Johnson, 2013, p. 78).  Clearly the two quoted statistics of 1.5 million in the 

classroom with a total more than 84 million of just one brand name of tablet sold in the nation 

underscores the glaring disparity between technological usages outside education versus usage 

inside the schools.  

This growing digital divide is equally prevalent among those with access to technology 

by those with economic ability and those who do not have access. The divide increases as 

personal technology continues to soar and the large absence of tablet technology available to 

students in the public schools continues. This problem is particularly stark in high poverty urban 

schools, where lack of or disparities in resource expenditures is known (Condron & Roscigno, 

2003). 

Because “technology has radically altered the availability of knowledge” (Bowen, 2012, 

p. 14), educators, including in-service and pre-service teachers, need training on how to best 

utilize the tablet technology and to create the digital environments, in kindergarten through 

college, that will empower students.  Educators should think of technology in the same way they 

have long viewed reading—as a key to thinking and knowing about the world.  Prensky (2013) 

argued and claimed “that technology is now part of mental activity [that] in a great many cases 

provides the best way to learn something” (p.23-24).   

Forthcoming in this chapter is a background of the study, a purpose of the study 

statement, research questions, an overview of the theoretical frameworks, definitions of terms, 

with an explanation of the significance of the study, assumptions, and limitations of the study. 

Background of the Study 

 High access to tablet technology and the Internet is profoundly changing the way humans 

learn and acquire knowledge and information. To make tablet technology accessible in 
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educational systems, an intensification of wireless technologies is increasing as tablet technology 

diminishes the requirements for traditional computer labs (Kaur & Slimp, 2013). Although 

electronic tablets existed, tablet technology gained widespread attention in 2002.  When the 

tablet was coupled with Microsoft Windows tools in 2012, the iPad tablet domination occurred 

seemingly overnight by providing a simple way to buy low cost apps (Case, 2013).  The tools of 

tablet technology and Internet access have resulted in the learning not being limited to the 

physical space of classroom walls. Electronic tablets and handheld devices provide unlimited 

information at the touch of a finger.   

Hardly new to educational endeavors, technology integration began with the advent of  

tools, such as chalk, board, pencil, pen, paper, and continued with the first typewriter conceived 

by Henry Mill in 1714 (Page, 1990), culminating in the computer.  But the computer, arising 

from innovation of the electronic typewriter, and evolving into tablet technology with unlimited 

information access will not in and of itself result in greater student learning outcomes, just as the 

introduction of typewriters, desktop technology and laptop technology has not resulted in 

improvement of student learning outcomes.  “In 2008, the United States spent $10, 995 per 

student in elementary and secondary school levels, which was 35% higher than the Organization 

for Economic Co-operation and Development (OECD) level,” (Aud et al., 2012, p. 60).  But 

improvement in student educational performance, quality of education, and the ability to lead 

globally in literacy will not be realized unless the United States moves to fix problems that have 

existed for too long (Council on Foreign Relations, 2012). 

 Statement of the Problem   

“The United States’ failure to educate its students leaves them unprepared to compete and 

threatens the country’s ability to thrive in a global economy,” warned the task force for the 
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Council of Foreign Relations in 2010 (Hanushek, Peterson, & Woessmann,  2012).  For the past 

several decades, student literacy rates support the task force views that reading comprehension 

and writing scores of United States’ students have consistently remained average as students in 

the nation have scored in the middle range of international countries or have otherwise fallen 

below international students (Hanushek et al., 2012).  In a 2012 National Center for Education 

Statistics (NCES) report of the reading and writing of 9-, 13- and 17- year old students measured 

in the United States from both public and private schools, only eight percent of fourth-grade 

students, 3.4% of eighth-grade students and five percent of twelfth-grade students were found to 

be performing at the advanced level in reading (NCES, 2012), ranking the nation behind 19 

education systems worldwide according to Program for International Student Assessment 

(NCES, 2012).  Nor is the problem limited to top-performing students. Only 34% each of both 

fourth graders and eight graders and 38% of twelfth graders in the United States were at or above 

proficient in reading, placing the United States 13th when ranked in the top educational systems 

worldwide, and above 40 educational systems tested (Thompson et al., 2013).     

These less than optimal reading assessment statistics have also been consistent with 

writing assessments of students in the United States.  In 2011, less than one quarter or 24% of 

eighth-grade students and 33% of twelfth grade students performed at or above the "proficient” 

level in writing, (NCES, 2012). Similarly, the 2007 student writing scores reflected that just 33% 

of eighth-students and 24% of twelfth grade showed proficiency in writing (Manzo, 2008). 

While modest gains in the writing skills of fourth and eighth graders shown in the United States 

Assessment of Educational Progress writing assessment in 2002 (International Reading 

Association, 2003), twelfth-grade student scores in 2007 indicated 18% had not met basic 

writing skills of narrative, expository and persuasive texts (NAEP, 2008). These statistics 
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indicate that United States students, both reading, comprehension, and writing, continue to rank 

below the global leaders in literacy: Russian Federation, Hong Kong, Canada (four regions), 

Singapore, Luxembourg, Italy, Hungary, Sweden, German, Netherlands, Belgium, Bulgaria, 

Denmark, Latvia according to Progress for International Reading Literacy Study (PIRLS), which 

assesses fourth-grade students and Program for International Student Assessment (PISA), which 

assesses 15-year olds: which also includes, Finland, New Zealand, Ireland, Australia, 

Liechtenstein, Poland, Estonia, Switzerland, Japan, Chinese Taipei, United Kingdom and 

Slovenia (Mullens et al., 2007). 

Multiple responses have been made by American educators to low scoring results in 

literacy.  One response resulted in the adoption the Common Core State Standards (CCSS) in 

2010, which mandated that technology be integrated with the teaching of reading and writing.  

The District of Columbia and 45 states adopted the standards, with full implementation expected 

by school year 2014-2015. Kober and Rentner (2012) cited reasons for supporting these 

standards including preparing students for the 21st century with skills necessary to be successful 

in the workplace.  These skills include providing students with the reading, researching, writing, 

and problem solving skills required for successful living. Technological integration in reading, 

writing, math and science was viewed as essential for literacy and deeper learning of the core 

subjects (CCSS, 2010).   

A second response indicative of changes made in the United States reflected the belief 

that “future writing instruction must take into account how computers affect both the writing 

process and the types of text produced” (Olsen, 2007, p. 23).  Beginning in 2011, the NAEP 

writing exams for eighth- and twelfth-grade students were assessed on computers, not the pen 
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and paper test format (NAEP, 2007). Fourth-grade students will be assessed on computers 

beginning in 2019 (NAEP, 2007).   

There is an evident connection in students’ academic performance and parents’ economic 

circumstances.  “Across countries, there was a clear relationship between parents’ socio- 

economic status (SES) and their children’s reading performance, with an average difference of 

124 points between children of professionals and those who never worked outside the home for 

pay” (Shiel & Eivers, 2009, p. 353).  Other markers of students’ literacy achievement were noted 

in tests consistently across the globe showing an association of low scoring with low SES (Shiel 

& Eivers, 2009).    

Similarly, the Kempe, Eriksson-Gustavsson and Samuelson (2011) study confirmed that 

school children in first through third grades in Sweden experienced the Matthew effect, or the 

widening gap increasing over time in reading comprehension and vocabulary learning 

deficiencies between good and poor readers, which had previously found in the work of 

Stanovich (1986).  Extending Stanovich’s work, Chall (1995) found a lack of reading 

achievement occurring in post third grade students as she studied the stages of reading 

development and found a fourth grade “slump” occurring as students switch from ‘learning to 

read’ to ‘reading to learn’ and acquiring information from expository texts (Chall, 1995; 

Montolongo & Herter, 2010). 

 However, the factor of insufficiency of teacher preparation goes beyond students’ 

economic or developmental circumstances.  The Matthew effect, which may be affirmatively 

changed rather quickly, has caused educators to reach the conclusion that “teacher preparation 

institutions must transform their programs to meet the realities of 21st century schools,” (Chesley 

& Jordan, 2012, p. 41), finding that “training in how to integrate technology into lesson planning 
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[by pre-service or student teachers] was virtually non-existent,” (Chelsey & Jordan, 2012, p. 43).  

Empirical evidence indicates that teacher education programs have provided pre-service teachers 

with instruction on how to use technology, but not how to integrate the technology into content 

areas effectively (Maddux & Cummings, 2004; Selinger, 2001).  Other researchers have 

concluded that pre-service teacher education programs do not necessarily connect technological 

and pedagogy or content knowledge (Mishra & Kohler, 2006, 2009). In order to meet the 

complete literacy and technology integration needs of students, Tooley (2013) recommends pre-

service teachers receive more comprehensive explicit training.  

Because technology integration in teacher preparation courses have often required that 

pre-service teachers take one or more introductory courses in educational technology separate 

from the content courses, an incomplete picture of technology integration has been created 

(Mouza & Karchmer-Klein, 2013). This manner of delivering higher education for pre-service 

teachers by providing disjointed courses versus technology versus practice has fostered an 

insufficiency in teacher preparedness and efficacy.  

 This phenomenological and transformative learning study focused on how pre-service 

teachers integrated tablet technology during tutoring sessions of primary through tenth-grade 

students enrolled in an after school fall reading camp.   Pre-service teachers, like educators in 

classrooms, will not only be required to teach students beyond minimal levels of reading and 

writing proficiency, but also must  integrate technology into all core courses. In states such as 

Texas, a state that did not adopt the CCSS in 2010, the reading proficiency of students in fourth, 

seventh and eleventh grades were lower than the national average. The percentage of fourth 

grade students who performed at or above the National Assessment of Educational Progress 

(NAEP) proficient level in reading was only 28% (NCES, 2012), while  nearly 75% of  Texas 
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schools districts fell short of meeting federal standards,  (Meyers, 2012).  Kurtzleben (2012) 

noted that several South Texas cities with populations of over 250,000 ranked in the top ten of 

United States metropolitan areas with the highest poverty levels: Corpus Christi (20.5%), 

McAllen-Edinburg-Mission (33.4%), and Brownsville-Harlingen (36.3%). The geographical 

areas of these cities were close to the United States Mexico border and have high poverty rates.  

Thus an even greater necessity exists for educating today’s teachers to prepare students for 21
st
 

century skills in literacy in some states with much greater needs than others.   

   In countries spanning the globe, governments are investing heavily in the digital 

education revolution.  Schools need to adjust technological advancements to match those being 

chartered by students outside of the classroom (Ng, 2011). Technological learning inside the 

classroom is not occurring as quickly as technology continues to advance and change. Pre-

service teachers will require integrative training to incorporate technology into their content 

pedagogy and be ready to comply with CCSS and stay current in their professional development 

and growth to meet the needs of students.   

Overview of Conceptual Frameworks  

 Two theoretical frameworks were intersected and both guided this study:  

phenomenology developed by Edmund Husserl (1970) and transformative learning theory, 

developed through the work of Jack Mezirow (1978, 1991, 2000). Theoretical frameworks set 

the structural parameters from which a study will be grounded and developed.  Phenomenology, 

based on interpretivist  theory, was used to study and describe the essence of pre-service teacher 

experiences (Husserl, 1970; Moustakas, 1994) ranging from their perceptions, thoughts, 

memories, imagination, emotion, desire, and embodied action, social activity, and linguistic 

activity. The forms of experience studied were recognized by what Husserl termed 
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“intentionality”, that is, the pre-service teachers’ directedness of experience toward things in 

their environment,  as well as a consciousness of or about their practices.  Phenomenology is a 

highly suitable method for studying experiences with technology and can be used as a 

complementing and unifying framework (Cilesiz, 2010).  Phenomenology is a philosophical 

perspective used when a researcher wants to bring everyday experiences alive and seek to 

capture the richness of individual experiences without pre-supposing knowledge of the 

experiences (Converse, 2012).  The goal of descriptive phenomenology is to understand human 

thought and experience through rigorous and unbiased study of the phenomena as they appear 

(Dowling, 2007).  

Transformative learning, uniquely an adult learning theory, is the second theoretical 

framework grounding the study.   Mezirow (2000) suggests that some variation of the 10 phases 

of transformative learning have to occur:   

1) a disorienting dilemma; 2) self-examination with feelings; 3) a critical 

assessment of assumptions; 4) recognition that one's discontent and the process of 

transformation are shared; 5) exploration of options for new roles, relationships, 

and actions; 6) planning a course of action; 7) acquiring knowledge and skills for 

implementing one's plans; 8) provisional trying of new roles; 9) building 

competence and self-confidence in new roles and relationships; and/or 10) a re-

integration into one's life on the basis of conditions dictated by one's new 

perspective or perspective transformation (p. 22)  

These stages also do not have to occur in a linear fashion.  Each of the ten phases is described in 

Chapter 3.  
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Transformative learning theory was selected as one of the frameworks to justify the 

conceptualization and development of a model that would advance individual student 

achievement.  This theory explores the type of learning that is transformative, reflective, and 

altering of adult learner’s “beliefs, attitudes, opinions, and emotional reactions that constitute 

meaning schemes or meaning perspectives (Mezirow, 1991, p. 223).” Mezirow’s reflection-

oriented constructivism is interwoven with Husserl’s “intentionality” of directed experiences in 

this study to explore and study in a holistic fashion pre-service teacher experiences.  These 

multiple ways of knowing provide for a more complete discourse of the everyday events, 

experiences, reflections, and outcomes of the study.   

Significance of the Study 

There were several reasons this study was significant.  The data obtained from a 

university course on diagnosis and correction of reading problems provided insights on the 

integration of technology with literacy by pre-service teachers that benefitted student outcomes.  

Additionally, it provided insight into post-secondary courses that contain literacy instruction for 

students with praxis ability for pre-service teachers to integrate technology.   

This study was also important because many university preparatory courses provide 

insufficient experiences for pre-service teachers with respect to integrating of technological skills 

in reading and writing pedagogical practices.  Pre-service teachers have contended that many of 

their experiences and resources in their teacher education programs and courses have not been 

helpful and provided little to no guidance in technology integration.  This study adds to the small 

number studies that have been conducted which focus on a gap in the lack of integrative 

preparatory skills for pre-service teachers (Leu & Kinzer, 2000; Singer & Maher, 2007).  

Because training has been found to be useless in terms of technology integration by pre-service 
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teachers (Lin, 2011; Singer & Maher, 2007), in many programs, they are not prepared to 

integrate technology with literacy as the CCSS requires. 

  In low socio- economic schools from kindergarten through twelfth grades, several 

anecdotal factors  have been found that obstruct student achievement: (1) digital immigrant 

teachers and instructors in the classroom show little knowledge beyond basic emailing and word 

processing skills mandated by their school districts; and (2) digital teacher natives, who remain 

unfamiliar or untrained on the best practices in technology integration in the literacy and content  

courses they teach; (3)  Pre-service teachers who obtain limited experiences (Preparing 

Tomorrow’s Teachers to Use Technology, 2002); (4) inadequate training in university programs 

on integration of technology in literacy and content areas instruction (Brown, 2003; Smerden et 

al., 2000; (5) lack of professional development for in-service teachers by local educational 

districts concerning effective use of technology for instructing their students; (6) insufficient or 

outdated technology; (7) technology in a state of disrepair or otherwise unusable;  (8) lack of 

clear objectives and directives on how to maximize student learning using technology; and (9) 

the prevalent behavior of students who gravitate to technology for the purposes of gaming or 

social networking with little or no regard for academic benefit (Juarez, 2013).  

Even after “spending millions of dollars to connect their schools and students to the 

Internet, their newly installed computers often sit unused” (Brown & Warschauer, 2006, p. 600). 

Thus, technology integration in actual classrooms remains a perplexing challenge (Barron, 

Kemker, Harmes, & Kalaydjian, 2003; Wenglinsky, 2005).  

Key factors constraining effective use of technology in schools include teachers’ limited 

expertise in the professional use of computers (Brown & Warschauer, 2006; Preparing 

Tomorrow’s Teachers to Use Technology [PT3], 2002). Funding and perpetual technological 
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changes remain critical issues.  One recent study found that less than 35% of teachers in U.S. 

school districts funded by the Enhancing Education through Technology program have 

integrated technology in their instruction on at least a weekly basis (U.S. Department of 

Education, 2008). Issues of limited use and lack of documented effect on student achievement 

have led to questions about the value of continued investments in educational technology 

(Christensen & Horn, 2008; Trotter, 2007). Other important factors influencing technology 

integration include focusing on teachers’ individual technological literacy, constructivist beliefs, 

and perceived usefulness of technology (Becker, 1994; Franklin & Molebash, 2007;  Myhre, 

1998; Windschitl & Sahl, 2002). 

Research has also emphasized the influence of teacher and institutional factors (Bauer & 

Kenton, 2005; Baylor & Ritchie, 2002; Ertmer & Ottenbreit-Leftwich, 2010; Inan & Lowther, 

2010). Researchers suggested that students had a 25% greater rate of recreational technology 

usage versus school usage (Goodlin, 2012).  Thus, the digital divide has created a public school 

climate that is out of touch with students’ experiences, student engagement, national standards 

and the necessary academic and innovative growth required by successful students in the 21
st
 

century.   

Purpose Statement 

 Few studies provide guidance on how best to provide pre-service teachers and students in 

general with the necessary training and guidance to provide instruction utilizing tablet 

technology, which is now virtually mandated across most states in the United States.  While it is 

believed that technology integration will provide the necessary catalyst for improvement and 

closing of the achievement gap in literacy for U.S. students in kindergarten through twelfth 

grades, the ways in which to accomplish this with technology are not defined and have not been 
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tested.  The purpose of this phenomenological study was to explore how pre-service teachers 

integrated tablet technology in reading, comprehension and writing instruction to help students 

with their learning.  Pre-course, middle of course and end of course interviews were conducted 

with 14 pre-service teachers who volunteered and met the requirements for participating in this 

study.  By providing the integration of technology with literacy studies in a one-to-one tutoring 

environment for pre-service teachers, the researcher examined the appropriate and effective 

training techniques and practices, as well as modification of existing educational pre-service 

teacher literacy instruction to foster student learning.  Pre-service teacher education and teacher 

professional development programs have not adequately prepared educators or taken the lead to 

help them integrate digital technologies in their teaching practices (Johnson, et al., 2010).  

Research Questions 

     The four guiding research questions for this qualitative paradigm are listed as follows: 

1. How did pre-service teachers describe using technology integration in delivering 

reading, comprehension, and writing instruction? 

2. How did pre-service teachers show changes in delivering reading and comprehension 

 instruction using integrative tablet technology tutorials? 

3. How did pre-service teachers show changes in delivering writing and writing 

instruction using integrative tablet technology tutorials? 

4. To what extent did pre-service teachers employ or design learning activities using 

tablet technology and integrate these activities in their tutoring practices? 

Overview of Design and Methodology 

A review of the relevant literature regarding pre-service teacher preparation and 

technology integration revealed only a few studies conducted with regard to the incorporation of 
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technology with literacy instruction by pre-service teachers.  Phenomenological research was 

used to design an inquiry framework in which the research identifies the essence of human 

experiences about a phenomenon (Creswell, 2009).  Phenomenological research design helped to 

bring an understanding of technology integration by pre-service teachers, because the research 

provided a forum for pre-service teachers’ words, meanings, and experiences.  It is integration of 

these words, meanings and experiences that provided a deeper understanding of how the pre-

service teachers developed their own way to integrate technology with pedagogy that others may 

build upon.   Qualitative research, with rich descriptions and the ability to address the processes 

of interaction among adults, (Creswell, 2009) helped to better capture how pre-service teachers 

learned and disseminated the learning to students they tutored. The paradigm that was used for 

this study was a phenomenological design, in order to gain an understanding of how pre-service 

teachers integrated tablet technology providing quality tutoring instruction in reading, 

comprehension, and writing and how they perceived and reflected upon their own transformative 

learning.  

Within the qualitative paradigm, the phenomenological research was a key approach for 

identifying the essential essences of human experiences about a phenomenon that was described 

by the participants (Creswell, 2009).   Phenomenology situated the study by analyzing and 

describing the lived experiences of pre-service teachers as they integrate tablet technology in 

their teaching of reading, comprehension, and writing skills. Husserl (1970) developed 

phenomenology as a systematic attempt to uncover and describe structures of lived experience to 

arrive at a deeper understanding of the nature of meaning of experiences of phenomena (Husserl, 

1970;  Moustakas, 1994; van Manen, 1990).  The phenomenological approach aims at 

developing a deeper understanding of several individuals’ common or shared experiences of a 
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phenomenon—for example, so as to develop practices or policies—constitutes the proper domain 

of phenomenology (Creswell, 2013).  

Phenomenology has been identified as perhaps the most appropriate and applicable 

framework for studying human experiences with technology (Cilesiz, 2011). The 

phenomenological framework for this study served an important purpose to guide the research by 

focusing an in-depth, comprehensive view of the experiences with technology in the process of 

tutoring. The distinctive requirement of phenomenological research is for the researcher not to 

adopt any position on the correctness or falsity of a participant’s claims regarding the views and 

judgments intrinsic to his/her life world (Ashworth, 1999; Giorgi, 1997), and provides significant 

and sound reasons for use as a theoretical and philosophical framework. Cilesiz (2011) argued 

that Husserl’s phenomenological approach to study technology to increase understanding of 

technology’s influence on individuals, societies, and education are sound reasons that this 

framework that will be one of the two guiding this study. 

 Data was collected from several sources:  semi-structured interviews, tutoring lesson 

plans and reflections, researcher reflexivity, cadre conferencing blogs and final case study 

reflections.  The primary form of data collected were the semi-structured interviews as suggested 

by Glesne and Peshkin (1992), with supporting data from tutoring lesson plans and reflections. 

Explicit details on data collection, including measures on trustworthiness, are discussed in 

Chapter 3.  

Definition of Terms  

For purposes of this study, the following terms are defined: 

 Cadre conferencing is defined as the verbal communications of a small professional or 

education group and can also be referred to as peer conferencing (Garrett & Juarez, 

2013). 
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 Comprehension strategy instruction (CSI) is defined here as intentionally and 

explicitly teaching cognitive strategies that readers use to construct meaning while 

interacting with text (Foley, 2011). 

 Digital immigrant is defined as a person not born into the digital world, but who at some 

point in their lifetime becomes fascinated by and has adopted many or most aspects of the 

new technology, such as cell phones, computers, videogames, digital music players, 

video cameras and the tools of the digital age (Prensky, 2001a). 

 Digital native is defined a native speaker of the digital language of computers, video 

games and the Internet who are thought to perhaps process information fundamentally 

differently from their predecessors (Prensky, 2001b).  

 Electronic books or e-books are defined as digital objects with textual and/or other 

content, which arise from integrating the familiar concept of a book with features in an 

electronic environment and have features such as search and cross reference functions, 

hypertext links, bookmarks, annotations, highlights, multimedia objects and interactive 

tools, (Vassiliou & Rowley, 2008).  

 Electronic reading or e-reading is defined as the reading of “electronic books and 

documents by using a portable device,” (Macmillan Dictionary, 2012). 

 Electronic writing or e-writing is defined as the use of electronic circuits and electron 

devices to reproduce symbols, such as an alphabet, in a prescribed order on an electronic 

display device for the purpose of transferring information from a source to a viewer of 

the display device (McGraw-Hill  Dictionary of Science and Technology, 2002). 
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 Learning modules or modules are defined as any number of distinct but interrelated 

units from which a program may be built up or into which a complex activity may be 

analyzed (Oxford Dictionary, 2014).  

 Phenomenology is defined as the “study of structures of consciousness as experienced 

from the first person point of view. The central structure of an experience is its 

intentionality, its being directed toward something, as it is an experience of or about some 

object,” (Smith, 2013).   

 Pre-service teachers for the purposes of this study are defined as undergraduate students 

who are undergoing a period of guided, supervised teaching, in which the students are 

gradually introduced into the teaching role for a particular class by a mentor or 

cooperating teacher, (Virginia Wesleyan College, 2014).   

 Reading is defined by PIRLS and PISA as an active process involving understanding and 

using written texts (Shiel & Eivers, 2009), but for the purposes of this study, reading is 

defined as the process of learning alphabetic principle, phonics, phonemic awareness, 

syllabication, and early attempts at sounding out words.  

 Reading comprehension is defined as “an active process of constructing meaning that is 

influenced by social and cultural attitudes, previous knowledge, personal likes and 

dislikes, as well as the text, and the individual’s reading ability” (Kamhi & Catts, 2002, p. 

63). 

 Reading instruction combines decoding, fluency, vocabulary, and comprehension into a 

holistic process referred to as reading (Pressley, 2006). 

 Self-efficacy is defined as “people’s beliefs about their capabilities to produce designated 

levels of performance that exercise influence over events that affect their lives.”  It also 
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includes people’s beliefs that determine how they “feel, think, motivate themselves and 

behave” and includes cognitive, motivational, affective and selective processes (Bandura, 

1994).    

 Tablet technology is defined as  use of a wireless touch screen personal computer (PC) 

that is smaller than a notebook but larger than a smartphone built with wireless internet or 

local area networks (LAN) to run a variety of software applications, including 

educational applications, web browsers and games (Technopedia, 2010). 

For this dissertation the terms tablets and tablet technology include use of Android, iPad, 

Kindle, and Galaxy devices interchangeably. 

 Technology integration is defined as "the sustainable and persistent change in the social 

system of K-12 schools caused by the adoption of technology to help students construct 

knowledge (e.g., research and analyze information to solve problems)" (Belland, 2009, p. 

354, Jonassen et al., 2003). 

 Transformative learning theory includes the terms perspective transformation and is 

defined as a “theory of adult learning development and a derivative concept of adult 

education . . . and encompasses ten phases or stages of learning,” (Mezirow, 1978, p. 

153).  

  Tutorial is defined as an interactive software program created as a learning tool to help 

people learn new skills using a step-by-step process (TechTerms, 2014).  For the 

purposes of this study are defined as learning modules created by a researcher to provide 

integrative reading, comprehension strategy instruction and/or writing instruction. 
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Assumptions 

For the purposes of this study, the assumptions regarding low student proficiencies in 

reading, comprehension, and writing in the United States have generally been linked to four 

significant reasons: (1) low socio-economic status; (2) Matthew effect; (3) fourth grade “slump”; 

and (4) insufficiency of teacher preparation.    

Further assumptions of this study were that the self-efficacy, confidence and competency 

of pre-service teachers would increase as tablet technology usage and tutorial instruction 

increased. Selection of other theoretical frameworks as well as methods and method collection 

could result in completely differing results from those to be obtained in this study.      

A further assumption was that this study could provide a foundational perspective in pre-

service teacher knowledge, use and pedagogical literacy practices with tablet technology and 

provided insight into how higher education might initiate changes in necessary instruction, skills 

and training to empower pre-service teachers at becoming proficient at motivating their students 

to overcome challenges and increase their literacy achievement using tablet technology. 

Limitations and Delimitations 

 This study was limited by the characteristic time constraints and resources as in the case 

of research used as partial fulfillment of the requirements for a doctoral degree.  Further 

limitations and delimitations for this study were as follows:  

 The eight-week duration of time for the study, which was eight weeks of 

instruction by pre-service teachers to students, may be insufficient to elicit change 

or affect attitudes regarding technology integration, efficacy or practices.  Self-

reporting measures used such as interviews, lesson plans, and reflections also 

presented issues related to objectivity in research.  This study was further limited 
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to tablet technology integration in a one-to-one tutoring environment and did not 

include instruction within small group, whole classroom, hybrid or online learning 

environments.  Other limitations include trustworthy interview responses, blog 

postings and reflection reporting.   

 Purposeful sampling of the pre-service teacher participants was limited to one 

section of students enrolled in one section of a diagnosis and correction of reading 

problems course who were seeking a degree in education and a teacher 

certification in the various areas of early childhood through sixth grade, 

mathematics fourth through eighth grade, special education from kindergarten 

through twelfth grade, or bilingual certification.  Any of these qualifications or 

lack of these could have influenced the results obtained. 

 All fourteen of the pre-service teachers were undergraduate students attending 

various education courses and therefore, the participants of the study possibly 

may have been influenced by the beliefs of the instructor researcher and/or faculty 

at Texas A & M University Corpus Christi.  . 

 The findings of this study could be subject to varying interpretations of an 

interpretive researcher.  Various ways may be used to interpret, code, theme, 

evaluate, report, and synthesize the study’s findings.  Consequently, the 

interpretations of the study were subject to the influence or views of the 

researcher. 

 The audio quality of the recordings for some of the observed tutoring sessions 

made it difficult for the researcher to transcribe as very often the voices of the 

pre-service teachers and the students they tutored were inaudible due to either the 
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lack of proximity of the researcher to the pre-service teacher tutor or the student 

or the frequency of extraneous voices that were picked up on the audio. 

 This study used Saldana’s (2013) method for holistic coding of the data and 

Giorgi’s (1994) analysis process.  If the data had been coding using different 

categories, the findings may have varied from those stated. 

 This dissertation study did not explore benefits or limitations of tablet technology 

integration  and/or software studies being utilized or reported by practitioners in 

the health care and medical fields (Giansanti et al., 2013; Peacock, 2013; Weigel, 

2013) or other work environments (King, Liu, Eleni, & Ioanis, 2013) not related 

to education. 

Overview of the Dissertation 

 This dissertation is contains five chapters, a reference list, and appendices.  The purpose 

of this chapter has been to introduce the reader to the study, along with revealing the theoretical 

frameworks, purpose of the study, and research questions. Chapter Two will provide a 

comprehensive review of the literature pertaining to technology integration in reading, 

comprehension and writing instruction, as well as technological integration in content areas 

(TPACK).  It also includes review of the theoretical frameworks of phenomenology and 

transformative learning theory within the literature review.   

The details of the qualitative research design are described in Chapter Three, which also 

includes demographics and a brief biography of the fourteen pre-service teachers who 

volunteered to participate in the study. It contains the research setting, researcher perspective, 

procedures for data collection and analysis, and the significance of the study.  Chapter Four 

explains the findings of this study along with the personal narratives of the pre-service teachers. 
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Chapter Five comprises a discussion of the findings, the implications of the findings, and 

concludes with recommendations for further research. 

Summary of the Chapter 

This chapter provided an overview of this study which explored how pre-service teachers 

integrated tablet technology into the pedagogy of teaching reading, comprehension, and writing.  

The chapter began by exploring the significance of how students are performing against 

international students and the possible solutions to these problems potentially affecting the future 

of literacy education. Multiple definitions pertaining to this study were provided. 
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CHAPTER 2   REVIEW OF LITERATURE 

 This review of literature is organized into twelve categories:  (a) pre-service teacher’ self-

efficacy, confidence, and literacy studies; (b) tablet technology integration by pre-service 

teachers in literacy instruction; (c) tablet technology integration by pre-service teachers in 

content instruction; (d) phenomenology and technology integration studies; (e) transformative 

learning theory and technology integration studies; (f) technology integration in higher 

education; (g)  technology integration in early childhood through secondary schools; (h)  

technology integration in reading instruction; (i)  technology integration in comprehension 

instruction, (j) technology integration and writing instruction; (k) technological, pedagogical, and 

content knowledge studies (TPACK); and (l) technology integration of educational games. The 

literature is comprised of current peer reviewed articles, theses and dissertations.  The chapter 

concludes with a critique of the literature and a summary. 

Technology integration in the core content areas of reading, writing, math, and science is 

now mandated in schools across 44 states and the District of Columbia in the United States under 

the Common Core State Standards (CCSS, 2010). In addition to national mandates, countries 

worldwide are formulating policies that incorporate the use of information and communications 

technologies (ICT) in education (Vanderlinde, van Braak & Hermans, 2009).  Incorporating 

technology in core content lessons, not previously required, directs that teachers integrate 

technology in reading, comprehension, and writing (CCSS, 2010). The reading and 

comprehension standards of CCSS (Appendix L) require that teachers use technology to provide 

students with engaging and instructive lessons for reading a wide variety of texts critically, 

including e-books, to improve reading, comprehension, and writing skills.   
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To be ready for college, workforce training, and life in a technological society, 

students need the ability to gather, comprehend, evaluate, synthesize, and report 

on information and ideas, to conduct original research in order to answer 

questions and solve problems, and to analyze and create a high volume and 

extensive range of print and non-print text in media forms old and new.  The need 

to conduct research to produce and consume media is embedded into every aspect 

of today’s curriculum. (CCSS, 2010, p. 4)  

Students are further required to integrate and evaluate content presented in diverse media 

and formats, visually, quantitatively, and qualitatively (CCSS, 2010, p. 10).  Nationwide, training 

for teaching of the CCSS is under implementation; professional development for teachers and 

university courses for pre-service teachers will need to adapt to meet the instructional 

requirements of the standards.   

The writing standards direct teachers to provide lessons  in which students must write 

opinion, informative, expository, and persuasive arguments to convey complex ideas and 

information and to support claims in an analysis of substantive topics or texts, using valid 

reasoning and relevant and sufficient evidence using technology. The writing standards further 

provide for use of digital tools to compose, revise and publish writing, as well as utilization of 

the Internet for research (CCSS, 2010). 

The technology integrated with writing standards specifically require students to: 

6. Use technology, including the Internet, to produce and publish writing and to 

interact and collaborate with others.  7.  Conduct short as well as more sustained 

research projects based on focused questions, demonstrating understanding of the 

subject under investigation. 8. Gather relevant information from multiple print 
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and digital sources, access the credibility and accuracy of each source, and 

integrate the information avoiding plagiarism. 9. Draw evidence from literacy or 

informational texts to support analysis, reflection, and research, (CCSS, 2010, p. 

41) 

Since the turn of the 21st century, the expanding technological focus in society had been 

lagging behind in education.  Today, there is a widespread belief that computer skills are and will 

continue to be increasingly necessary for everyone to participate effectively in society, the 

economy, and the workforce, (Jerald, 2009).  Because our world increasingly requires the use of 

computers and computer-related technologies, effective and efficient instruction in computer use 

for educating students is highly important.  Advanced professional development is needed for 

teachers and revamped higher education courses must address the technological needs of the 

educator workforce.  There is little research or documentation, however, on the teaching 

strategies employed in tablet technology and end-user computer education and training (Phelps, 

Hase, & Ellis, 2005).  More studies are needed on the planning and conducting of computer 

integration with the core content areas of reading, comprehension, and writing. 

For comparative analysis, several studies referenced herein pertain to laptop integration 

in reading and writing by in-service teachers and constitute part of an historical overview of 

technology integration in the content areas.  It is important to note that tablet technology is 

different from laptop technology in significant ways. Tablet technology and e-book usage have 

become more rapidly prolific and ubiquitous for many reasons because they afford a portable, 

multi-modal approach to learning, provide information almost instantaneously, and require no 

prior pre-requisite skills to operate. Book retailers worldwide report selling more e-books than 

printed books (Miller & Bosman, 2011). The era of holding class in computer labs is declining as 
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more and more students utilize the convenient and wireless handheld or tablet technology at their 

fingertips. 

The key search terms encompassed by this study include pre-service teachers, self-

efficacy, experiences, practices, digital natives, digital immigrants, phenomenology, 

transformative learning, tablet technology, integration, technological, pedagogical, content 

knowledge (TPACK), and technology integration in content areas, reading, comprehension, and 

writing.  To be comprehensive, this literature review references pre-service teacher’s self- 

efficacy, experiences, and practices in providing literacy instruction with and without the 

technology integration, including “what has been conducted before, the inferences that have 

emerged, and inter-relationships of these inferences, the validity of these inferences, the 

theoretical and practical implications stemming from these inferences, and the important gaps in 

the literature” (Onwuegbuzie et al., 2010, p. 179).  Figure 1.1 represents the comprehensive 

design of literature review studies involving tablet technology integration in literacy and content 

areas.  This chapter concludes with a critique of the literature and a summary. 

Figure 1.1 provides a visual representation of the studies included in this literature 

review.   
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Figure 1.1:  Technology Integration Studies by Category    

Pre-service Teachers and Literacy Studies  
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examining 250 pre-service teachers making changes in implementation of literacy strategies, 

Warren-Kring and Warren (2013)  found that pre-service teachers, who were explicitly taught the 

vital importance of content literacy strategies for adolescent literacy achievement, did not 

implement research based content literacy strategies due to feelings of inadequacy and 

discomfort doing so.  

Grote-Garcia (2009) in a qualitative study of seven undergraduate pre-service teachers  

found that pre-service teachers, who experienced no specific order of development when 

reasoning about pedagogy, expressed six predominant dimensions of reading instruction as they 

built on their skills and efficacy.  Grote-Garcia’s (2009) six findings include:  (a) reading 

instruction was originally conceptualized as simple and noncomplex, (b) views of reading 

instruction changed as pre-service teachers grasped that reading is more complex than originally 

conceptualized, (c) reading instruction needed to involve books, (d) only one of seven pre-

service teacher provided writing instruction, (e) pre-service teachers felt the need to control most 

aspects of writing instruction, and (f) pre-service teachers held the view that reading difficulties 

resulted from insufficient teaching.  Additionally, the patterns of pre-service teacher 

epistemological development reflect that pre-service teachers believed that “knowledge resides 

in authority, and that knowledge is simple, clear, and specific,” (Grote-Garcia, 2009, p. 143); 

pre-service teachers’ prior epistemological development influenced their pedagogical action; and 

not all pre-service teachers experienced Shulman’s (1987) Model of Pedagogical Reasoning and 

Action stages, including not experiencing transformation.  Williams (2013), in a qualitative study 

regarding the effects of intervention on six pre-service teachers draws two significant 

conclusions.  First, without articulating the methods of choosing instructional materials or their 

impact on student learning, these pre-service teachers experienced epistemological growth 
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through guided questions.  Second, epistemological progression followed Fuller and Brown’s 

(1975) study regarding teaching concerns of pre-service teachers beginning with initial survival 

concerns and then progressing to experiencing concerns for the needs of the pupil they tutored or 

taught.  Grote-Garcia’s (2009) and William’s (2013) findings, reveal that pre-service teachers did 

not engage in all of Shulman’s (1987) stages of comprehension, transformation, instruction, 

evaluation and reflection in his Model of Pedagogical Reasoning and Action Activities, although 

change in their concepts of teaching reading and comprehension did emerge.  Williams (2013) 

also confirmed that pre-service teachers either spent no time providing writing instruction or 

spent substantially less time providing writing instruction than reading instruction.  

 In a mixed methods design study, Brannon and Fiene (2013) studied the effect of 

structured participation experiences (SPE) interventions on pre-service teachers in field 

instruction of elementary students and found that in the course of two semesters, pre-service 

teachers who experienced SPE self-reported more growth in content knowledge as well as 

greater confidence in applying what they had learned to their field base literacy instruction 

experiences.    

Tablet Technology Integration by Pre-Service Teachers in Literacy Instruction 

A review of the literature  indicates that research on pre-service teachers who integrated 

tablet or mobile technology with literacy instruction is very limited. This section focuses on the 

review of literature of tablet technology in the three literacy areas:  reading, comprehension, and 

writing instruction.  Studies which focus on technological, pedagogical and content knowledge 

(TPACK) growth by both pre-service and in-service teachers without addressing knowledge, 

efficacy, and experiences in their content practices are discussed in the section heading reporting 

TPACK studies.  In a quantitative survey study on new literacies in a mid-Atlantic university, 
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Al-Hazza and Lucking (2012) found that of a total of 192 graduate and undergraduate 

prospective teachers enrolled in a teacher training program in the college of education, females 

reported a more positive response to use of new literacies than male pre-service teachers, 

specifically with respect to the potential of technology to contribute improvement in literacy 

education for young people.  Findings also indicated that females reported feelings of being 

equally skilled at using electronic technologies as males (Al-Hazza & Lucking, 2012).  

Two other specific studies in the area of pre-service teacher training and literacy 

integration with technology include pre-service teachers exploring e-books in reading instruction 

(Larson, 2012) and the over-all use of various types of technological tools integration in middle 

school teacher training programs  (McGrail, Sachs, Many, Myrick & Sackor, 2011).  The Larson 

(2012) findings suggest a balanced literacy approach, and that more work is needed to bridge the 

digital divide in reading instruction and the use of e-books, but found the outlook to be positive.        

The middle school study by McGrail et al. (2011) suggests insufficient technology use in the 

integration of instruction to benefit students.  Technological uses by middle school teachers and 

the pre-service teacher who observed them indicate operational use of technology for email, 

word-processing, but that reading comprehension and other software applications to benefit 

student learning was limited.  Teo and Ching (2009) found that the constructivists’ beliefs by the 

pre-service teachers correlated with the manner and frequency in use of technology in their 

practices. 

The pre-service teacher research reveals that institutions of higher education need to bear 

the responsibility to equip future pre-service teachers, not only with necessary prerequisite 

literacy teacher training, but also the ways in integrating technological skills into reading and 

writing instruction.  Pre-service teachers require an understanding of the advantages of using 
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technology in the classroom, as well as the willingness and ability to use it to improve instruction 

for K-12 students, (Wright & Wilson, 2006).  This, however, has not transferred to their teaching 

of reading comprehension using mobile technology (Darrock, Goodman, Brewster, & Gray, 

2005).   Furthermore, Goodlin (2012) noted that pre-service teachers appear to have “one 

mindset and approach to classroom practice gained through their teacher training programs and a 

vastly different mindset and approach to classroom practice when actually employed,” (Goodlin, 

2012, p. 32).   Research has shown that new teachers demonstrated a lack of willingness to 

continue positive practices concerning technology use separate from established teacher practices 

in the school in which they acquire teaching positions (Scott & Mouza, 2008).  

  The adoption and use of technology in the classroom is more likely when individuals 

have not only necessary skills, but also confidence in using these skills to successfully integrate 

technology (Anderson, Groulx, & Maninger, 2011).  Technology-related self-efficacy beliefs 

predicted pre-service teachers’ intentions to use technology in their future classrooms (Anderson 

& Maninger, 2007; Sang, Valcke, van Braak, & Tondeur, 2010; Teo & Ching, 2009). Ideally, 

pre-service teachers can acquire significant information to integrate reading,  comprehension and 

writing with technology within the context of university reading and writing courses and then 

pass this on to cooperating, supervising teachers, who can share it with other teachers in the local 

educational districts. 

Technology Integration by Pre-Service Teachers in Other Content Areas 

 While a broad range of prior research documents technology integration in teacher 

education (Adamy & Boulmetis, 2006; Best, 2002; Brown, 2003), the primary focus of these 

studies distinguished university faculty use of technology throughout credential coursework, and 

not the use by pre-service teachers or student teachers to engage and enhance college student or 
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K-12 student learning. Many researchers and authors have determined from their experience that 

technology integration of any kind has been sporadic, if at all (Bauer & Kenton, 2005; Bolick, 

Berson, Friedman, & Porfeli, 2007; Er & Kay, 2005; Franklin & Molebash, 2007; Hew & Brush, 

2007; Lawless & Pellegrino, 2007). Thus, the concerns about integrating technology in pre-

service teacher content education have been well-documented in the literature.  

One study in Australia of technology integration study in mathematics revealed that tablet 

technology could be used to help teachers foster good teaching and effective learning for their 

students, independent of whether they are used in large groups, small groups, individuals, or for 

classes or distance learning (Galligan, Loch, McDonald & Taylor, 2010). Galligan et al., (2010), 

quantitatively analyzed 2000 student surveys, evaluations and course questionnaires concerning 

the use of tablets, in real time, face to face, and virtual classrooms.  In the foregoing study, 

tablets were used to record and disseminate lectures, provide tutorials, videos, consultations and 

problem solving sessions utilizing screen capture and voice recording software. Findings 

suggested that some students preferred writing on tablets during lectures to help their 

understanding, value was placed on the interaction of tablet technology, and tablet consultations 

were beneficial.  

In a dissimilar summary report that examined a number of meta-analytic studies, Brown 

(2003) concluded that the educational system has performed an inadequate job of “empowering 

teachers to appropriately and effectively use computer-related technology in the classroom” (p. 

3).  Similarly, many researchers have voiced concerns that pre-service teachers have experienced 

minimal modeling of effective instructional strategies incorporating technology in their 

professional education courses, (Brown, 2003, 2006; Bullock, 2002, 2004).  In the grant 

program, Preparing Tomorrows Teachers to Use Technology, a study designed to increase pre-
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service teacher technology integration,  revealed that after spending huge budgets on technology,  

the computer technology was not used by students, even though the grant was specifically 

developed to address non-improvement by students and change the focus to optimal learning and 

achievement with technology (Society for Technology in Education [ISTE], (2002); California 

Commission on Teacher Credentialing [CCTC], 2002).  However, even with the emphasis on 

technology and budgets outlays of millions of dollars, many of the public school districts are 

faced with the unwelcomed outcome:  newly installed computers collecting dust. 

 Almost two decades ago, researchers investigated studies of how teachers implemented 

technology in their classrooms with the Apple Classrooms of Tomorrow (ACOT) project and 

examined what kinds of influences shaped their thinking (Apple, 1995).  Researchers associated 

with the ACOT project conducted longitudinal studies of teachers learning to use technology and 

identified five states of technology integration by teachers, ranging from entry level, in which 

teachers were uncomfortable and chose not to use them, to the highest level of invention in 

which teachers created fundamentally different learning environments in their classrooms using 

technology (Sandholtz, Ringstaff, & Dwyer, 1997).  The ACOT studies suggested a linear 

progression of experience with technology integration that has not been validated with other 

project based programs: Concerns-Based Adoption Model (CBAM), (Horsley & Loucks, 1998); 

Technology Acceptance Model (TAM; Davis, Bagozzi, & Warshaw, 1989), Theory of Reasoned 

Action (TRA; Fishbein & Ajzen, 1975); and the Theory of Planned Behavior (TPB; Ajzen, 

1991), which have focused on organizational or individual acceptance of technological 

innovations, involved quantitative or psychometric research, and have related the factors 

involved in individual decision making to accept and adopt or reject technology.  
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Researchers have concluded that experiences of laptop integration with content are phenomena 

distinct from experiences with traditional forms of teaching and learning. For example, 

Windschitl and Sahl’s (2002) qualitative ethnographic study of three middle school teaches,  

explored, or inquired about how teachers used laptop computers to integrate instruction. The 

findings indicated that two of the three teachers did not employ use of technology to change their 

classroom teaching environment and practices for a number of reasons. The decisions to use or 

not to use technology hinged on their belief systems of learners, what constituted good teaching, 

and the role of technology in schools.  

Another quantitative study investigating technology integration by teachers suggested 

that teacher learning and instructional innovation thrived in school environments where there 

were others experimenting with technology. For example, in a national survey of 516 teachers of 

grades three through 12, Becker (1994) explored 51 different teacher-environments, and 

concluded that the exemplary computer-using teachers and other computer-using teachers was 

based on the  large total number of teachers at their schools who collaboratively used computers. 

Becker suggested that teachers in school districts collaborate with one another and analyze the 

necessity of studying experiences with media and technology to understand its roles in and 

impact on teaching and learning.  The Becker study is significant because the researcher noted 

the “causal” relationship between technology use and constructivist pedagogy.  However, Becker 

(1994) did not determine if this shift occurred naturally for teachers already inclined to use 

technology or whether it resulted from the use of technology even for those teachers not so 

inclined.    

 In a study of pre-service teachers enrolled in a music program, Riley (2013) concluded 

that pre-service teachers’ reflections on how they used iPads to enhance their musicianship, 
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teacher preparation, and/or work with students in their practicum or student teaching placements 

indicated technology improved or enhanced rehearsals and performances, music creation, 

instruments instruction, virtual instruments use, audio and visual recordings, listening, and 

organization.  Pre-service teacher additionally specifically discussed opportunities which 

facilitated strategies for student improvement (Riley, 2013).   

Phenomenology and Technology Integration in Literacy Education Studies 

 Phenomenology provided one of the methodological lenses which situated this study.  

Generally, several scholars have indicated that limited research has studied processes of teaching 

and learning with technology in practice (Cilesiz, 2011; Roblyer & Knezek, 2003; Thomas, 

2005).  Four salient studies on pre-service phenomenological teachers’ experiences in learning to 

integrate technology into their teaching were reviewed (Brown & Warschauer, 2006; Bullock, 

2004; Herrington & Oliver, 2000; Lim, 2011).  These studies consistently recommend infusion 

of technology with content area instruction, but determined that factors such as mentor teacher 

role, instruction focused on standardized testing, or an overload of content work prevent the best 

intentioned of teachers from reaching the goal of successful integration of tablet technology.  

In the Brown and Warschauer (2006) mixed method study, researchers recommended 

infusion of technology into pre-service teacher methods courses and revision of the information 

technology courses to include effective strategy instruction of technology integration until there 

is sufficient course changes in teacher preparatory programs.  They investigated effective 

approaches to technology integration in teacher-preparation curriculum, incorporating credential 

coursework and field placements.  Brown and Warschauer (2006) concluded that technology 

played a minor role in pre-service teacher experience because there was an overwhelming 

amount of work that needed to be completed for the field work experience.  In the school where 
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student teachers were placed the emphasis on standardized testing  and content to be covered 

(without technological integration) precluded the use of  computers; and  insufficient exposure 

was available to the pre-service teachers for technology integration in instruction.  Instead, the 

course focused on mastery of hardware and software functions and concerns over technical 

specifications overshadowing the content learning.  This focus placed technological learning at 

the most basic of levels.  While a positive shift occurred in student attitudes toward technology 

use throughout the course, the pivotal role of mentor teachers in technology integration was the 

significant factor in the pre-service teacher experiences based on mentor use or non-use of 

computers, and availability of equipment.  The study is indicative of an overload of requirements 

placed on the pre-service teachers that would shift or require a focus of technology integration to 

other methods courses.    

Bullock (2004) described the experiences of two pre-service teachers as they attempted to 

integrate the use of technology into instruction during their field placement experiences.  The 

case study was part of a larger study of six pre-service teachers, engaged in a program designed 

to prepare new teachers to teach with technology.  This grant program received over one million 

dollars from the U.S. Department of Education.  The researcher explored what was preventing 

one pre-service teacher from gaining experience teaching with technology during her field 

placement.  The mentor teacher had a disabling effect, because she followed the textbook page 

by page, depended on worksheets, and did not use technology.  Bullock found that another pre-

service teacher, while initially reluctant to work with technology, became excited and used it 

daily in her field experience because her mentor teacher integrated it in the content areas on a 

daily basis.  The conclusions derived from the Bullock study indicate that factors of effective 

mentoring, modeling, setting clear expectations, providing easy access to technology and 



 

37 
 

technology support, plus positive experiences with technology encourage pre-service teachers to 

use technology on a regular basis.  

Herrington and Oliver (2000) commented in a third study in phenomenology conducted 

with mathematics pre-service teachers that the “instructional technology community is in the 

midst of a philosophical shift from a behaviorist to a constructivist framework, a move that may 

begin to address the growing rift between formal school learning and real-life learning.” (p. 23).  

They posit that authentic learning is that of situated learning, a model they claim may be the 

turnkey for a new theoretical framework to study the integration of technology with content 

instruction.  To further this view, Herrington and Oliver developed a multimedia program for 

CD-ROM with assessment strategies for mathematics teachers of grades K-12, together with 

planned strategies for implementation in a second-year mathematics-method class for eight pre-

service teachers enrolled in a mathematics field based methods course. Researchers investigated 

students’ perceptions of their experiences using a multimedia package based on a situated 

learning framework in a university classroom environment. The findings of the study suggested 

that a situated learning framework used for the design of the assessment program appeared to be 

a successful, alternative framework of instructional design for multimedia learning 

environments, lending support as an effective instruction paradigm for advanced knowledge 

acquisition. 

In another phenomenological study, Lim (2011) studied 28 faculty in the college of engineering 

at a university interested in teaching with a tablet and concluded that faculty experienced “going 

digital”, became comfortable with tablet technology, taught with the tablets and enjoyed their 

use.  Furthermore, the integrated lenses of phenomenology through studying the lived 

experiences of pre-service teachers and faculty indicated that mentor relationships and use of 
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tablet technology over several weeks’ time created a space for learning to use and teach with 

them, which resulted in positive experiences for students. 

Transformative Learning Theory and Technology Integration 

 Transformative Learning Theory (TLT) provided the other theoretical framework that 

guided this study.  One of the lenses that focused the study was the exploration of how the 

transformational aspects of technology integration in literacy changed pre-service teachers’ 

cognitive capacity.  For many years, the belief that technology can transform teaching and 

learning has remained strongly etched in the minds of educators (Maddux & Johnson, 2006). The 

study’s literature review concerned transformative learning theory, education, and technology 

integration was on meaning making, through immersing pre-service teachers and the students 

they tutored in engaging, reading and writing activities that explored an emphasis on the 

transformational aspects of technology usage. This emphasis required a view of actual 

metacognitive practice, learning, and deep infusion of meaning in the process of learning.   

Mezirow's transformational learning theory which stemmed from research he conducted 

pertaining to women returning to community college from the workforce posits that adults learn 

differently than children and adolescents.  He noted that as adults mature, they accumulate 

experiences which combine to validate more complex ideas or frames of reference (Mezirow, 

1978).  Through this qualitative research, Mezirow’s TLT was derived after observing learning 

characteristics shown by the women returning to college which were generally observable across 

the population.  These observations, validated in subsequent studies, evolved into transformative 

learning theory.  Mezirow (1991) recognized that adults develop frames of reference that are 

continually used to make sense of the world in which we live. With repeated testing over time, 

those frames of reference became reliable, and the accumulation of experiences adults used to 
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make sense of their world and establish reliable frames of reference caused them to be more 

thoughtful, and even cautious in their approach to new learning, (Mezirow, 1991).  

Mezirow perceived ten phases of transformative learning which are observed in varying 

degrees: 

(1) a disorienting dilemma; (2) self-examination with feelings of fear, anger, guilt, 

or shame; (3) a critical assessment of assumptions; (4) recognition that one's 

discontent and the process of transformation are shared; (5) exploration of options 

for new roles, relationships, and actions; (6) planning a course of action; (7) 

acquiring knowledge and skills for implementing one's plans; (8) provisional 

trying of new roles; (9) building competence and self-confidence in new roles and 

relationships; and/or (10) a re-integration into one's life on the basis of conditions 

dictated by one's new perspective. (Mezirow, 2000, p. 22)  

The learning from these various phases creates a paradigm shift of new meaning and perspective 

transformation occurs.    

 In addition to analysis of the ten phases, four overarching approaches of TLT have been 

explored and analyzed: developmental (Daloz, 1999); emancipatory (Freire, 1972); extra-rational 

(Boyd, 1989); and rational (Mezirow, 1991).   

Transformative learning can be cognitive/brain or neurobiological--the brain actually 

changes as learning occurs (Janik, 2005, 2007). TLT or the “brain-based” theory was discovered 

by clinicians using medical imaging techniques to study brain functions of patients recovering 

from psychological trauma.  The study’s findings suggested that the physical brain structure 

actually transforms or changes during the learning process.  The cognitive/brain neurobiological 

approach noted several aspects of TLT phases: discomfort prior to discovery; experiences, needs, 
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and interests that drive growth and change; it is strengthened by emotive, sensory, and 

kinesthetic experience.  These discovered coincided or correlated with Mezirow’s (1991) theory.    

The social-emancipatory view, rooted primarily in the work of Freire (1984), who posited 

that  developing an “ontological vocation” (p. 12), provides a theory of existence that views 

people as subjects, not objects, who are constantly reflecting and acting on the transformation of 

their world for it to become an equitable place for all to live. The goal is social transformation 

works to de-mythicize reality so the oppressed can be informed by a critical consciousness. 

Three teaching approaches are central to fostering emancipatory transformative learning (Freire 

and Macedo, 1995). First is the centrality of critical reflection, with the purpose of rediscovering 

power and helping learners develop an awareness of agency to transform society and their own 

reality. Second, a liberating approach to teaching couched in “acts of cognition not in the 

transferal of information” (p. 67) is a “problem-posing” (p. 70) and dialogical methodology.  

The third view is a horizontal student-teacher relationship where the teacher works as a 

political agent and on an equal footing with students.   These three aspects of transformative 

learning impacted the analysis in this study by exploring of the reflections, acts of cognition and 

the collaborative creativity observed in teacher student relationships and as reported by the pre-

service teachers on a weekly basis as they perceived how their practices impacted them,  and 

their work, and the student they tutored.  In addition, this study explored TLT’s potential for 

empowerment of pre-service teachers by providing them with the skills and tools to give all 

students the technology integration instruction they needed to improve their learning.  The goal 

was to observe TLT’s “empower[ment of] teachers to appropriately and effectively use 

computer-related technology in the classroom” (Brown, 2003, p. 3). 
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Another key aspect of Mezirow's phases is the transformative learning process: changes 

in roles and responsibilities (Mezirow & Associates, 2000).  This was particularly relevant to the 

tutoring process as undergraduate students tutored struggling students and work to scaffold or 

gradually release responsibility to the student being tutored.  Transformation’s rational approach 

explores how we relate with the physical world, including new insights about critical reflection 

and its significance to transformative learning. TLT’s lens may or may not shed light on the 

nature of reflection: factors and indicators of influence, joint reflection through peer dialogue, 

and factors that help explain why some may not engage in reflection.  Mezirow recognized and 

developed categories of content, process, and premise reflection, meaning the what, how and 

reasons for teaching (1994). In addition, critical reflection seemed to be a developmental process, 

rooted in experience. It began to give credence to Merriam’s position (2006) that “mature 

cognitive development is foundational to engaging in critical reflection and rational discourse 

necessary for transformative learning” (p. 65).   

 A final significant aspect of transformative learning in educational settings was the 

facilitation of transformation that could be created by the pre-service teachers.  For example, in 

the Herber (1998) study, an exploration of TLT in pre-service teachers was conducted.  The 

instructor, who facilitated direct contact with historical records and artifacts within a dissertation 

study, provided eighteen pre-service teachers in a five week summer foundation course with 

experiential learning by taking a bus trip to the National Civil Rights Museum, attending a 

religious service and reading a pre-selected novel. This creation of TLT through facilitation by 

the instructor was also explored in this study.   

 Significant case studies have impacted TLT regarding technology integration and 

reporting on teachers’ knowledge of teaching and technology.  Koehler, Shin, and Mishra (2011) 
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conducted a mixed method study used survey data to gage teacher efficacy and technology. In 

another significant line of studies, Web 2.0 has introduced new possibilities for teaching and 

learning by offering a new way of producing and sharing information on the Internet (Liu et al., 

2008; Maddux et al., 2008; Stevenson & Liu, 2010).  In this second line of studies the findings 

indicate technology alters not only the outcomes of teaching and learning, but also the processes 

of teaching and learning and individuals’ experiences with teaching and learning, including 

classroom interaction, classroom practices, and learning processes (Kozma, 2003; Penuel et al., 

2007). 

 Jang and Chen (2010) examined the use of a transformative model for helping 12 pre-

service secondary science teachers develop TPACK in a content knowledge in science and 

technology course in Taiwan.  This transformative model, utilized online data, required reflective 

journaling and viewing of videotapes, and consisted of four components: comprehension, 

observation, practice, and reflection.   

In fostering TLT such as the Herber (1998) study and more than a dozen other studies, 

Taylor (2000) discussed facilitation of TLT’s position that ideal conditions of the theoretical 

perspective of TLT need not be present, and suggested that many factors including a less linear 

and more individualized view of transformation, as well as promoting safety, openness, and trust, 

creating a democratic, authentic learner centered environment, are needed for future study, and 

suggested the following:   

to foster transformative learning, much time, intensity of experience,  risk, and 

personal exploration are required of both student and teacher.  Much more 

research is needed to understand how adult educators establish these conditions 

within classes that meet a few hours each week, (Taylor, 2000, p. 315) 
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The theoretical frameworks of phenomenology and transformative learning theory combined in a 

mixed-method study on transformative learning, in which college students were measured to see 

if they shared characteristics of transformative learning (Fullerton, 2010), and transformative 

phenomenology, or an understanding of how phenomenology can be transformative (Rehorick & 

Bentzn, 2008).  

Tablet Technology Integration in Higher Education 

  A few studies in higher education studies analyzing tablet technology integration have 

been conducted.  In a mixed method design study at Indiana University and Purdue University 

Indianapolis campus, a Likert scale and open ended responses survey of student perceptions of 

learning and engagement were explored using the Apple iPad1 was conducted (Rossing et al., 

2012)  In a convenience sampling of 209 students, using the iPad from one to seven in class 

periods in nine courses ranging from tourism to music, the quantitative and qualitative findings 

reported include  student excitement and anxiety in use of the device, enhanced learning due to 

immediacy of information access, a need to maximize the collaborative potential of the device, 

and high adaptability for learning styles and preferences; while the limitations of the study noted 

student’s non-ownership of the tablets, student discontent with using tablets, student becoming 

distracted and having no clear purpose, and students not being able to use the tablet technology 

for discovery and application on their own time (Rossing et al., 2012).  In a similar higher 

education study designed to investigate use of interactive boards and tablet computers distributed 

to teachers and students, the effectiveness of those technologies in teaching and learning, and 

problems and issues emerging from their use (Pamuk et al., 2013).    In a similar mixed methods 

pilot study using a questionnaire, semi structured interviews, and focus groups of teachers 

providing instruction in different content areas and students in 11 schools in four different 
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provinces, tablet technology use was found to be very limited or otherwise not in use by 181 

teachers and 918 students, who reported skepticism in using tablets to learn, passivity of students 

as a result of lack interaction between teachers and students, and the bulk of the use being e-

reading (Pamuk et al., 2013).    

In a mid-Atlantic university setting, 24 undergraduate students, who were permitted to 

check out iPad2 tablets for one week from the library, (Hahn & Bussell, 2012) reported the iPad 

well suited to meet their curricular needs and preferences in and out of classes, as they used the 

iPad for note taking, writing, and application downloads.  Some drawbacks reported by the 

students were the inability to view some videos and being unable to write proficiently and 

quickly due to lack of a keyboard and printer devices.  In a similar university library study, 

researchers reported that iPad use was found to be a powerful tool in aiding collaboration, 

organization and assisting learning (Eichenlaub et al., 2011).  

  In a fourth higher educational study, Moran, Hawkes, & El Goyar, (2010) conducted a 

quantitative study using a regression analysis survey of 361 undergraduate students, which was 

designed to validate integration and acceptance of technology in institutions of higher education 

using a modification of the “Unified Theory of Acceptance and Use of Technology” (UTAUT).  

Moran, et al. (2010) concluded that freshmen students in a self-report survey expressed more 

technology use as a result of better planning and support than sophomores, juniors and seniors in 

the study; that differences were found between students mandated to use the devices and those 

who used them at their own discretion; a moderating impact was found on prior technology 

experience; and institutions of higher education provide explicit instruction for use of mobile 

devices.  In another study involving freshmen at a university in South Orange, New Jersey, iPads 

were reported by incoming freshmen to help achieve course objectives as well as enhance 
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student professor communications (Gawelek, Spataro, & Komarny, 2011).  Similarly, in a 

radiologic technology course, researchers reported that iPads helped to promote active learning 

as they created concept maps to assist student learning (Robinson, 2011).  Numerous 

instructional technology studies reported on key findings that emerged from the PT3 related 

research (Adamy & Boulmetis, 2006; Best, 2002; Waddoups, Wentworth, & Earle, 2004). These 

findings include the need for university faculty to upgrade their technological expertise, to model 

technology infusion into curricula, and to provide a comfortable learning environment for 

technology application. These studies also pointed to the importance of placing student teachers 

in technologically rich and supportive environments. 

Leu et al. (2011) have argued that the  

failure to tightly integrate the practices of online reading comprehension into 

national standards or curricula and into the assessments being developed to 

inform instruction [will have] important consequences for those who are least 

advantaged in a society.  Policy misalignments lead to a serious concern for any 

society based on egalitarian principles:  They serve to increase achievement gaps, 

not close them. (p.10) 

 The Matthew effect (Stanovich, 1986) may be increased, and Leu et al. (2011) further 

interjected and concluded that “it is the cruelest irony of our public policies that the students in 

the United States who most need to be prepared at school for an online age of information are 

precisely those who are being least prepared” (p. 11).   

Tablet Technology Integration in Early Childhood to Secondary Schools 

In a mixed methods study of 41 three to six year old students’ drawings, engagement was 

found  to have occurred as a result of using iPads in the classroom, (Course & Chen, 2012), who 
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a more positive engagement and persistence was noted in the six year old students despite 

frustration.  A prior study conducted by Matthews and Seow (2007) reached the conclusion that 

stylus interfaced technology with tablets was a significant, even superior tool to a previously 

mouse driven paint study (Matthews & Jessel, 1993) because it allowed students to create 

original works.  These studies by Figg and Jamani (2011), also explored teacher knowledge and 

actions supporting technology-enhanced teaching in elementary schools through approaches by 

pre-service teachers and Melhado, (2010) who studied on improving reading comprehension 

through the use of computer-aided instruction among third graders. 

Three studies conducted abroad demonstrate that technology use at schools has not yet 

gained its expected potential to develop students’ knowledge and skills (Chen & Chang, 2006; 

Dexter & Riedel, 2003; O’Connor, Higgins, & Russell, 2003; Simmons, 2011).  In their study, 

Russell, Bebel, O’Dwyer and O’Conner (2003), learned that teachers use technology mostly 

during preparation for lessons.  The impact of teachers who use outdated methods of instruction 

results in failing to teach and reach students, particularly those who speak visually (Prensky, 

2001).  Research also indicates elementary student teachers' computer experience, skills and 

frequency of computer and internet use, and access to computers and the Internet have 

significant effect on their perceived self-efficacy pertaining to literacy (Demiralay & Karadeniz, 

2010).  But Woodard (2012) submits that understanding teachers’ cognition and epistemic 

beliefs is an important first step for planning professional development opportunities for teacher 

to benefit their students with meaningful technology integration and beyond.  Since Bowen 

(2012) recognized a huge disconnect between technological prevalence in the world and the 

schools’ failure to recognize the technology as the perhaps the most influential factor in students 

today and the schools’ inabilities to keep pace with technological changes, pre-service and in-



 

47 
 

service teacher training focus should simultaneously be less on how to and more on integration 

of technology and transformative process of teacher practice in reading, comprehension and 

writing.       

Studies in higher education as well as kindergarten through twelfth grade with few exceptions 

reported generally positive findings regarding higher student engagement, acceptance of 

technology integration (at least in greater in numbers by freshman than in higher university level 

students), and a promotion of active learning for primary through college learners.  However, a 

significant study reported no use of tablets despite their proliferation in the classes (Pamuk et al., 

2013).  

Technological Pedagogical and Content Knowledge (TPACK) 

Research literature reflecting the intersection of Technological, Pedagogical and Content 

Knowledge (TPACK) and pre-service teacher education has received notable emphasis in the 

past decade (Finger, Jamieson-Proctor, & Albion, 2010; Jang & Chen, 2010; Kereluik, 

Casperson, & Akcaoglu, 2010; Ward & Overall, 2010).  “TPACK is viewed as a dynamic 

framework describing the knowledge that teachers must rely on to design and implement 

curriculum and instruction while guiding their students’ thinking and learning with digital 

technologies in various subjects,”  (Niess, 2011, p. 301).  The review of literature contained in 

this section will address the establishment, development, and assessment measures of TPACK, 

with aspects that need further study.  The findings of the studies reveal that while technological, 

pedagogical and content skills are improving, more study is needed into why and how the shift 

occurs from a technological knowledge focus to a technological, pedagogical, and content 

integration focus (emphasis added) (Koh & Divaharan, 2011; Mishra, Koehler &Yahya, 2007; 

Özgün-Koca, Meagher, & Edwards, 2010).   
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A merging of technology with and content studies began with the previous work 

conducted on Pedagogical Content Knowledge (PCK) proposed by Shulman (1987), from 

studying the interrelationship between content knowledge and pedagogy.  Mishra and Koehler 

(2009) advanced the TPACK framework further by addressing the importance of teachers’ 

understanding of how technology expands or limits pedagogical and content teaching.  TPACK 

was first proposed by Pierson (2001) and includes seven components that characterize the 

knowledge teachers require for technology integration and conceptualized by Mishra & Koehler 

(2006).  There are three foundational components of TPACK: (1) content knowledge—C, (2) 

pedagogical knowledge—P or knowledge of teaching methods and (3) technological 

knowledge—T or knowledge of subject matter.   Four additional overlapping components are 

derived through connections of TPACK:  (4) Pedagogical Content Knowledge—PCK or 

knowledge of subject matter representation with technology, (5) Technological Content 

Knowledge—TCK or knowledge of using technology to implement different teaching methods, 

(6) Technological Pedagogical Knowledge—TPK or knowledge of teaching methods with 

respect to subject matter content, and (7) Technological Pedagogical Content Knowledge—

TPACK or knowledge of use of technology to implement teaching methods for different types of 

subject matter content.  While Mishra, Koehler and Yahya (2007) conceptualized the TPACK 

framework, they tracked and coded 18 graduate students’ discussions of information and 

communication technology (ICT), pedagogy and content through a semester, they did not 

provide a complete picture of how TPACK development could be fostered in an ICT course.   

In a meta-analysis of TPACK studies completed from 2009 to2011, Young et al. (2012) 

conducted a confidence interval exploration of ten studies (five each from early childhood and 

secondary) pre-service teacher survey responses of teachers’ knowledge of teaching and 
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technology (TKTT) survey.  The TKTT survey, designed to measure pre-service teacher TPACK 

(Schmidt et al., 2009), used a five point Likert scale with five assigned for strongly agree and 

one for strongly disagree. The results reveal pre-service teachers had confidence interval ranges 

of 3.4 to 3.8 for TPACK indicating an above average knowledge of technological, pedagogical 

and content. Researchers reach three significant implications relevant to this study: transitioning 

pre-service teachers beyond their knowledge of TPACK to formal implementation is difficult 

(McDougall, 2008; Law, Pelgrum & Anderson, 2008; Lock & Redmond, 2010); practices to 

increase pre-service teacher implementation of TPACK are scarce (Young et al., 2012); and 

more work is needed to develop survey instruments and standards for the content area of literacy 

(Young et al., 2012). 

A significant development occurred with the work of Schmidt, Bara, Thompson, Koehler, 

Mishra, and Shin (2009) who examined how pre-service teachers developed and applied TPACK 

in pre-k - sixth grade classroom. The study resulted in the development and validation of a 47 

item instrument to gather pre-service teachers’ self-assessment of their TPACK and related 

knowledge domains. The instrument was designed to measure early childhood pre-service 

teacher’s technological, pedagogical, and content knowledge of literacy, mathematics, science 

and social studies, and was used to quantitatively measure pre-service teachers’ TPACK when 

teaching with technology and is a starting point for assessing and developing educational 

programs.  Abbitt (2011), who administered two established research instruments via a web-

based survey system, including the Survey of Pre-service Teachers’ Knowledge of Teaching and 

Technology, and (Schmidt et al., 2009) combined it with another survey developed by Wang et 

al. (2004) pertaining to self-efficacy regarding using technology in teaching found that 

knowledge in TPACK domains may be predictive of beliefs of self-efficacy and technology 
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integration.  Chai, Koh & Tsai (2010) also conducted the survey adapted from Schmidt, Baran, 

Thompson, Mishra, Koehler, and Shin (2009) on pre-service teachers’ TPACK perceptions 

before and after their ICT course in Taiwan. Statistically significant gains with good effect sizes 

were found as well as a regression analysis indicated that technological knowledge, pedagogical 

knowledge and content knowledge are all significant predictors of pre-service teachers’ TPACK, 

with pedagogical knowledge having the largest impact. 

Using the TPACK framework of Mishra & Koehler’s (2006) and Harris & Hofer’s 

(2009) recommendations for curriculum based technology integration, Hutchison, Beschorner 

and Scmidt-Crawford (2012), making a distinction between curriculum based integration and 

technology integration, explored and described how a fourth grade teacher integrated curriculum 

with tablet  technology in classroom of 23 students to teach literacy and utilized  comprehension 

strategy instruction and various applications  to design literacy lesson for independent reading, 

determining  main idea, retelling, sequencing and cause and effect.  In the Hutchison, Beschorner 

and Schmidt-Crawford (2012) study, the teacher was able to help students find books for 

independent reading, visualize, communicate using online sticky notes and learning sequencing.   

Other TPACK studies have reached positive conclusions (Jang & Chen, 2010; Akkoc, 

2011).  Jang and Chen (2010) examined the use of a transformative model for helping 12 pre-

service secondary science teachers develop TPACK in a content knowledge in science and 

technology course in Taiwan. This transformative model, utilized online data, reflective journals 

and videotapes consisted of four components: comprehension, observation, practice, and 

reflection. The technology integration was a student designed and implemented lesson, followed 

by a guided reflection assignment. The assignments resulted in helping the participants better 

understand PCK and TPACK, model their own technology integration lessons after those of their 
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mentors, synthesize their knowledge of learning difficulties of students pertain to specific 

content knowledge.  In another example, Akkoç (2011) explored two pre-service mathematics 

teachers in Turkey who participated in student interviews, lesson plans, notes, and videotapes of 

teaching experiences, and concluded that pre-service teachers’ TPACK developed significantly 

over the course of two content-centered microteaching experiences.   

Several TPACK studies have reached mixed results (Hofer & Grandenette, 2012; Koh & 

Divaharan, 2011; Niess, 2005; Niess, 2006; Niess, Lee & Sadri, 2007). In mathematics and 

science pre-service longitudinal studies,  Niess (2005), Niess, (2006), and Niess, Lee and Sadri 

(2007) found that while pre-service cohorts of teachers recognized the value, acceptance, and 

adaptation of technology use for teaching in the content areas, almost two thirds of mathematics 

and science teachers lacked in development of TPACK throughout the course of their one-year 

graduate-level teacher preparation program because many did not recognize the interplay of 

technology and content despite its emphasis throughout the courses.  In 2011, Koh and 

Divaharan developed a TPACK developing instructional model which was instrumental in 

quantitatively measuring 74 pre-service teachers’ growth and acceptance in TPK with faculty 

modeling and student practicing of technical proficiency and integration, but did not address or 

improve content knowledge growth alongside technological and pedagogical aspects of TPACK. 

A positive result occurred in the study conducted by Hofer & Grandenette (2012), who 

conducted surveys of pre-service teachers in an 11- month master of education certification 

program at a mid-Atlantic university. Over the course of a teacher education program, survey 

results indicated strong growth in TPACK, with the largest surge in means in each area of 

knowledge (e.g., PCK, TCK) occurring during the fall semester, in which students are 

simultaneously enrolled in their educational technology course and their first teaching methods 
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course.  Eight pre-service participants:   two students from each of four disciplines—secondary 

English, mathematics, social studies, and science.  However, this study also did not include focus 

on specific content pedagogy or reading, comprehension or writing and measured no more than 

two lesson plans over the course of two semesters.   

The Hofer & Grandenette (2012) study is significant for including self-report surveys 

with performance measures.  Researchers concluded technology integration may require a 

sophisticated and interrelated understanding of the technology, pedagogy, and content of their 

instruction.  Specifically, they explored and worked with a variety of both general and content-

specific technology tools and resources and their instructional application within the course. The 

capstone project required the design and development of a technology-integrated lesson plan in 

the format of their teaching methods course.  Similarly, the Mouza & Karchmer-Klein study also 

occurred in a mid-Atlantic University in the United States and was conducted in the context case 

development with the TPACK framework of an undergraduate teacher education program with 

58 participants who were juniors and seniors (3rd and 4th year students), enrolled during three 

consecutive semesters in five sections of a required course titled Integrating Technology 

in Education. This study found mixed results in that some pre-service teachers exhibited learning 

about ways to effectively design and implement technology integrated lessons, while others 

evidence only emergent TPACK. 

Figg and Jaipal (2009) reported that the most significant factor for participants’ 

successful design and implementation of lessons was TPACK and noted that a lack of 

preparation, knowledge of the strategies and skills resulted in a negative experience.  Angeli 

(2005) also determined  that TPACK in pre-service teacher science education program that 

helped them become technologically competent is difficult and requires many efforts for 
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providing them with ample of opportunities during their education to develop the competencies 

needed to be able to teach with technology. 

Some TPACK studies have reached less than positive conclusions (Özgün-Koca, 

Meagher, & Edwards, 2010; Pierson, 2008). Özgün-Koca, Meagher, and Edwards (2010) 

conducted a study of 20 students in a mathematics teaching methods course using a pre/posttest 

design with the mathematics technology attitudes survey (MTAS), three student surveys, and a 

final exit interview. The Özgün-Koca et al. findings suggested ingrained skepticism toward 

technology integration despite its integration in mathematics.  Pre-service teachers may have 

shifted from thinking of technology as a tool to the use of technology as the main area of focus to 

help students develop their conceptual understandings of mathematics, but did not report gains 

for students in doing so.  Another study also concluded limited benefits of TPACK in pre-service 

teachers (Pierson, 2008).  Little evidence of growth in 11 pre-service teachers’ technological 

knowledge was found, despite reflections and peer group discussions after pre-service teachers 

wrote reflective statements after preparing a lesson and then edited the teaching video into a five-

minute teaching episode. 

As evidenced by the TPACK studies discussed about research related to pre-service teachers and 

their experiences, efficacy and practices in classrooms indicates pre-service teachers may not or 

may not be comfortable with use of technology in their content teaching practices. Yet the need 

for obtaining technological skills, multiple strategies instruction, and time to adequately prepare 

their lessons are keys to successful integration in content area instruction. The studies also reveal 

that collaborative work with mentors and peers is a significant factor that can lead to positive 

outcomes.  However, important factors to be analyzed by studies are how pre-service teachers 
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actually acquire the cognitive knowledge and skills, and foster sustained use of the technology in 

their practices to bring transformative learning to the students they teacher. 

Technology Integration and Reading  

 Suhr, Hernandez, and Grimes, (2010) found that laptop use by fourth-graders in and 

English Language Arts literacy program  assisted the students in overcoming the fourth-grade 

slump and outperforming fourth grade students in a traditional setting without laptops on total 

ELA test scores.   

Likewise in a meta-analysis conducted by Pearson, Ferdig, Blomeyer, and Moran, (2005), 

positive effects of technology on reading performance and improving literacy acquisition were 

found in the middle-school grades in over twenty articles analyzed. 

Technology Integration and Comprehension Instruction  

 Technology is expanding the meanings of reading, researching and writing in general.  

Since media literacy is primarily a critical thinking skill that is applied to our main source of 

information, the media (Silverblatt, 2001) instruction in this area can contribute to overall 

improvements in reaching national educational goals. Best practice research suggests that 

blended instruction utilizing multimedia in the classroom will lead students to excel in reading 

comprehension beyond that of traditional, which is teacher to student instruction.  But, teachers 

are not generally prepared to integrate ICT in their instruction (Franklin, 2007; Plair, 2008), 

when 69% of elementary teachers believe “the use of educational technology is adversely 

affected by competing priorities in the classroom” (NCES, 2010, p.18).   

A recent study on Matthew effects conducted by Kempe, Eriksson-Gustavsson, and 

Samuelsson (2011) on at-risk children in first through third grades in Sweden confirms this 

continuation of the gap widening between good and poor readers which occurs over time and 
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impacts reading, comprehension and writing. Kempe et al. (2011) suggested that the volume of 

print exposure a student received was an environmental condition that helped to alleviate or 

eliminate its effects on his/her reading comprehension and vocabulary growth. It also addressed 

the use of computer assisted technology with point click word identification features as being 

beneficial for students. 

Recent studies have been conducted using tablet technology and reading comprehension 

Allbritton, 2004; Castek, 2008; Cognition and Technology Group at Vanderbilt, 1990, 1993, 

1997; Coiro & Dobler, 2007; Cuevas, Russell, & Irving , 2012; Cummins & Cate Stallmeyer-

Gerard, 2011; Dalton et al., 2011; Dwyer, 2010; Grabe & Grabe, 2004; Kingsley, 2011; Leu et 

al. 2011; Leu & Reinking, 2010; Leu, Zawilinksi, et al., 2007; Liu & Bera,2005; Magliano et al. 

2005; Moran, Fredig, Peason, Wardrop and Blomeyer, 2008; Salmeron et al. 2005).   Gilmore 

and Rush (2013) found that format of the text made no difference to student reading 

comprehension. In a quasi-experimental study of high school sophomores in two high schools in 

different cities, he determined the most consistent predictor of student reading aptitude was 

student attitude; not how young people read, but how much they enjoy reading in the first place.   

Pre- and post-test questions were asked of students about their comfort level with technology, 

their general interest in reading, and their approaches to reading online and in print. A two day 

reading comprehension test, which included skills of activation of prior knowledge, and the 

abilities to make inferences, to summarize and synthesize was administered. Each day, a 

randomly selected group of students at each school read a several-page excerpt of an obscure 

Mary Shelley novel in print; another randomly selected group read the same passage on a laptop. 

Then each group took the same quiz on paper. Afterwards, student performances were compared 

on the quiz using a variety of statistical tests.  Neither the group that read material in print nor the 
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group that read in digital format performed significantly better or worse on the quizzes. Other 

variables, such as students’ comfort with technology, gender, race, school attended, made no 

difference in scores (Gilmore & Rush, 2013). 

Many researchers, however, have concluded that the primary value of information 

technologies lies in their capability to enhance students’ higher order learning and problem-

solving skills by using collaborative project-based instruction.  In studies of three elementary 

school classrooms, for example, instructional practices involving problem solving, challenging 

work, explicit strategy instruction, peer collaboration, group discussions, and peer scaffolding 

and teacher scaffolding to gradual independence from the teacher can lead to the acquisition of 

online reading comprehension (Castek, 2008; Dwyer, 2010; Kingsley, 2011). 

      Studies conducted over the last decade with results reflective of this positive impact and 

increasing reading comprehension have been found—third grade students with synthesis of 

informational texts (Cummins & Cate Stallmeyer-Gerard, 2011) fifth graders (Dalton et al., 

2011), sixth graders (Moran, Fredig, Peason, Wardrop & Blomeyer, 2008), and middle school 

students (Leu & Reinking, 2010), and high school tenth grade students (Cuevas, Russell, & 

Irving, 2012).  The same positive results were found for sixth grader by Williams (2010) with the 

iPod Touch, and Wright, Fugett and Caputa (2013) with e-readers to support reading 

comprehension.  

Using an instructional model known as Internet Reciprocal Teaching (IRT), seventh 

grade students were found to have significantly increased their ability to read and comprehend 

information online compared to students in control classrooms (Leu & Reinking, 2010). During 

IRT, teachers were also able to promote collaborative interactive group work and strategy 

discussions as students in a one-to-one laptop setting engage with authentic curriculum-based 
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challenges (Leu et al. 2011).  This IRT model can complement the previous works of Palinscar 

and Brown (1984) and Oczkus (2003),  by explicitly teaching the reading comprehension 

strategies of  predicting, asking questions, schema connecting, summarizing, visualzing, 

inference making, vocabulary instruction, and evaluating. 

   Leu, Zawilinksi et al. (2007), suggest that 

online reading comprehension, on the other hand consists of a process of 

problem-based inquiry across many different online information sources, 

requiring several recursive paradigm practices: (a) reading online to identify 

important questions (b) reading online to locate information, (c)  reading online to 

critically evaluate information, (d)  reading online to synthesize information, (e) 

and reading online to communicate information.  During these elements, new 

online and traditional offline reading comprehension skills are both required, 

often in complex and interrelated ways. (p. 6-7) 

Another positive impact Dalton & Proctor (2007) formulated was a universal learning 

environment (ULE) in which students could make meaning or comprehend with the use of read 

aloud software.  This research helps to inform comprehension and improve struggling reader, 

including English as second language learners, the students who have experienced hearing 

challenges, and children with cognitive disabilities.     

The findings in another study on reading comprehension and technology integration, by Cuevas, 

Russell, and Irving (2012), after controlling for initial skill and disposition levels of 145 10
th

 

graders from lower socio- economic background in nine literature classes working on 

independent silent reading with technology integration, indicated that students utilizing 

technology made greater gains than the control group in overall reading comprehension, while 
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the computer reading module group outperformed the textbook group and the control on text-

specific assignments and increased their reading motivation to a greater degree than those in the 

other conditions.  The Cuevas et al. (2012) study, cited four studies that show promise of mobile 

technology with reading comprehension gains:  the Liu and Bera (2005) study encouraged 

technology integration in literacy instruction by creating a multilayered instructional package  

which was shown to increase motivation, engagement, and learner control and benefitted 

students’ metacognition and executive control; Salmeron et al. (2005) likewise supported the use 

of technological scaffolding to help readers increase their comprehension by allowing them 

freedom to access only the cognitive tools they chose; the Allbritton (2004) study indicated the 

use of technology appeared to improve comprehension by encouraging predictive inferences that 

would have been difficult to prompt solely through text-based readings, and the Magliano et al. 

(2005) study compared a paper-based reading instruction program to its computer- based 

counterpart and found that the two programs produced similar positive results, but the 

researchers also found students using more effective reading strategies which could be 

transferred to future reading tasks. 

Technology Integration with Writing Instruction 

     Past research has established the connection between teachers’ attitudes and beliefs about 

technology and teaching and their practices of technology integration (Ertmer, 2005; Hew & 

Brush 2007; Pedersen & Liu, 2003).   Past research also develops ideas, including the need to 

better understand new teachers’ technology experiences and teaching practices (Thompson, 

2005) along with the experiences teachers have at different levels of technology adoption (West 

et al., 2007). 
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Although writing on a daily basis is a requirement of few of the upper primary grade 

teachers, it should be a common everyday occurrence, as Graham et al., 2003) findings showed 

considerable variance in teachers’ instructional practices.  It is known that computer use with 

writing has altered the writing process (Bangert-Drowns, 1993), and this practice may continue 

to impact writing instruction using technology in positive ways.  MacArthur (2009) found that 

the research on writing skills instruction integrated with technology is rapidly expanding. 

Research studies indicate that, “the use of word processing in writing instruction has a moderate 

positive effect on student writing, especially for struggling writers,” (McArthur, 2009, p. 101).  

As a tool, technology has made writing, revising and editing easier.  Montolongo and Herter 

(2010) submit that the use of computer technology gives students more options for completing 

the modified sentence completion task than does a paper-and-pencil activity at each step in the 

process. Technology allows students to use online dictionaries, thesauri, and other encyclopedias 

for information.  Information technology provides research in any content area at the touch of a 

keyboard. Technology gives students many opportunities to change their original compositions 

by allowing students to edit and re-edit their compositions to reflect the interaction between the 

text and schema connection (Montolongo & Herter, 2010). 

Several benefits have resulted from writing using word processing.  In abstracting the 

related sentences that make up a paragraph, students can copy and paste the related sentences 

into a graphic organizer several times and read them over until they are satisfied with the 

sentences they have selected, (Montolongo & Hernandez, 2007). The use of technology also 

makes it easier for students to arrange the sentences logically. They can experiment with word 

and sentence order and arrangements. Scaffolding the writing process can involve having 

students integrate reading, writing, and vocabulary instruction while learning. One means for 
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achieving this end is modified sentence-completion, (Montelongo & Hernandez, 2007). It links 

learning science content with learning to read and write expository texts. With this strategy, 

comprehension instruction is no longer an isolated teaching practice, but rather an integrated 

exercise in science and technology. The modified sentence-completion task is a versatile strategy 

that can be used with a word-processing program or a teacher-created web-site. Using 

technology, students can find the related sentences, logically order them, and rewrite the 

abstracted paragraph in their own words.  Finally, research studies reveal that K–12 students 

produce quantitatively more and qualitatively better writing when they are allowed to use 

computers than when they use paper and pencils (Goldberg et al., 2003). 

Bacci (2008) provided technology-based techniques for pre-writing invention and 

drafting that equipped students with new approaches to thinking about writing. The strategies 

include using images, first person accounts and articles found on the Internet (Cramer, 2007) and 

using Google (Anson & Schwegler, 2005).  These tools allow for great brainstorming and idea 

generating essential for beginning writers.  Gibson (2008) reflected that primary and secondary 

grade writing instruction needed to include opportunities for sharing, discussion on strategic 

writing behaviors and allow for guidance, feedback and sharing of the writer’s work.  Both 

France (2003) and Sweeney (2010) studies support the proposition that student interest in writing 

can be enhanced and supported through the integration of technology and the use of new 

literacies. Students may test their writing using different comprehension strategies and try out 

various time sequencing, supporting details, and synthesis and conclusions. Teachers can help 

students create work in different genres and formats, including creative writing processes by 

encouraging students to utilize technology applications to draw, and make new non-linear 

formats.  
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Peterson-Karlan (2011) posits that the technology to support writing matters and suggests 

that there is a widespread acceptance that writing is now more technology driven than a pen and 

paper activity; and makes three distinctions about technological writing:  technology-supported; 

technology enabled; and multimodal.  He contends that technology transforms writing by 

introducing electronic and multimedia forms.   

In a program funded by the National Writing Project (NWP), Scott and Mouza, (2007) 

conducted a study on the integration of technology and writing and found that the impact of 

professional development on teacher learning, practice and leadership could be enhanced helping 

teachers acquiring new knowledge of writing processes, applications for writing with 

technology, enhancing beliefs about writing with technology and providing opportunities for 

leadership roles. Studies also indicate that compositions written on computers are typically 

longer than pen and paper compositions; students who write digitally are more motivated to write 

and endeavor revisions on a more consistent basis (Cochran-Smith, 1991; Daiute, 1986; Kulik, 

2003; Russell, Bebell, Cowan, & Corbelli, 2003). 

Student writing matters in the 21
st
 century and reflects that writing can be improved in 

online and multimedia environments (DeVoss, Eidman-Aadah & Hicks, 2010).  Similarly, the 

work of composing now involves encouraging students to write in non-linear fashion and create 

new styles of writing, (Utah State University, 2013). A key reason to address writing with 

technology is that the National Assessment of Educational Progress writing assessment planned 

for 2011 and after will require all 8th and 10th grade students to write using word processing 

(National Council for Teachers of English, 2007).  

 The role of technology integration in building reading comprehension and writing skills 

can contribute to the field of literacy by expanding on the meanings of reading, researching and 
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writing in general.  Since media literacy is primarily a critical thinking skill that is applied to our 

main sources of information, Silverblatt (2001) suggested that media instruction in this area can 

contribute to overall improvements in reaching national educational goals.   

Digital reading environments provide multimodal learning experiences not available in print 

mediums (Dalton & Practor, 2008; Proctor, Dalton et al., 2011). “Using computer technology in 

the writing classroom can help students develop the skills needed to be successful in this age of 

writing and is an avenue for teachers to create writing opportunities about different topics across 

the curriculum,” (Zumbrunn & Krause, 2012, p. 350).   

Technology Integration of Educational Games 

 While technological game effectiveness is still an open question for positive educational 

outcomes (Hays, 2005), video games have been shown to increase student engagement (Annetta, 

Minogue, Holmes, & Cheng, 2009), academic achievement in certain content learning (Blunt, 

2007), and essential knowledge and skills (Pivec & Pivec, 2008).  Still educators are creating 

learning games for 21
st
 century learning and skills (Shaffer, 2007).  As a result, Del Blanco et al., 

(2012) have proposed a framework to help educators in the primary grades simplify tasks for 

integrating games with learning.   The framework, analyzed in a case study not only supported 

implementation of existing games in the primary grades in a Spanish school, but also provided 

for effective student assessment, and the personalization of lessons (Del Blanco et al, 2012).   

    An ecological approach to game implementation was also studied in a Philadelphia case 

study in grades three through six to support student systems learning.  The outcome indicated the 

teacher was able to successfully adopt a gaming model as a pedagogical guide to support 

learning in the school, (Shah & Foster, 2014).    
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Games have also been found to be effective in high school students’ academic 

achievement in learning mathematics, (Kebritchi et al., 2010), improving computer memory 

concepts (Papstergiou, 2009), and learning world history, (Squire et al., 2008).  Lessons that 

incorporate games and assignments which provide learning opportunities from instruction on 

sensitive geo-political issues, reading and composing music, and conducting forensic 

examinations are already in use in higher education campuses in Organization for Economic and 

Cooperative Development countries (OECD Observer, 2011).  

Gee (2013) asserts games are being created for use by students to develop their skills and 

abilities to think critically, make specific detailed decisions, innovate, and solve problems.  He 

further claims that an anti-education mindset is fueled by the creation if more sophisticated 

games that help students increase their 21
st
 century media literacy skills, (Gee, 2012).  As 

educators in early childhood through college explore ways in which games can enhance student 

learning experiences, Gee (2003) has further attested that games offer active learning based on 

the idea that semiotic domains of knowledge, skills, tools and resources can be shared by 

collaborative groups. While researchers are working to diagnose and improve the quality of 

teaching with games, and understand how these new technologies will shape learning, Gee 

(2012) recommends that digital libraries need to be purchasing video games for learning as part 

of increasing their 21st century media skills.  

 Video games, however, have not been considered a solution to educational problems as 

they have been considered insufficient for learning purposes; the research concerning video 

games has been disjointed and lacking in well-defined boundaries;  and  video games have been 

criticized for their simplistic approach to or lack of focus on content instruction, (Gos, 2007).   

Despite the lack of research and insufficient data about game development, the scant evidence of 
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learning transfer, the time demands of game playing, and the difficulty in sequencing play to 

achieve student learning goals, Gos (2007) argues that video games not only facilitate the use 

and understanding of technology for learning purposes, but also support a wide range of strategic 

learning, problem resolutions, deductive reasoning, memorization, and sequence learning.  

Perhaps the biggest factor in games not yet reaching the potential for advancing student learning 

is that teachers “with little experience in the use of video games are reluctant to use them; … feel 

insecure, and require significant support during the process, “ (Gos, 2007, p. 35).  

Critique of the Literature 

The literature on transforming literacy instruction for pre-service teachers is daunting. 

Two valid surveys have been developed for measuring pre-service teacher efficacy in integrating 

technology and TPACK.  These surveys, while providing a beginning threshold for assessing and 

developing pre-service teacher educational programs, do not delineate how to reach the goals of 

providing the teaching for cognitive growth and positive self-efficacy, while including strategies 

for technology integration in core content areas, and for reading, comprehension, and instruction. 

Within the past decade, emphasis has still been on tool integration in education programs 

and in schools without emphasis on how best to mesh content, pedagogy, and technology for the 

benefit of students.  More work still needs to be accomplished in content, pedagogy and 

technology integration in reading, comprehension and writing instruction, simultaneously.  

Mezirow's ten steps of transformative learning do not yet encompass the focus on pre-

service teachers’ conscious decisions for using the latest technology to empower students to 

become better readers and writers in a more rapidly and ever changing world in which text and 

composing has become non-linear and infinite.  Therefore, the need to infuse technology into 

methods courses (Adamy & Boulmetis, 2006; Best, 2002) is required to provide the exposure 



 

65 
 

and practice required by pre-service teachers and has become a more pressing need in 

educational course due to ubiquitous tablet technology diffusion in schools.   

Summary of the Chapter 

 The review of literature reveals that the Common Core State Standards (CCSS, 2010) 

will change the way teachers provide instruction in the core content areas beginning in the 2014-

2015 school year. Studies of pre-teacher education programs providing innovative technological 

advances in their teaching practices created inquiry have focused on the aspects of technological 

knowledge and proficiency, but not on integration of the technology in literacy or content areas.   

 Within the past decade Technological Pedagogical and Content Knowledge (TPACK) has 

become a dynamic development in the pre-service teacher education domain with the 

development of survey assessments and studies that have been examining the way pre-teachers 

might focus their practices with a view of technology less as a tool and more as an instrument of 

content learning. The findings of the studies reveal that while technological, pedagogical and 

content skills are insufficient, studies detailing how the shift may occur from a technological 

knowledge focus to a technological pedagogical and content integration focus is occurring.  Yet 

few research studies have been conducted examining pre-service teacher strategies using tablet 

technology to integrate reading, comprehension, and writing.  While a large number of studies 

reflect that technology integration, including technological integration of games, has helped to 

improve student learning in literacy and other content areas, other studies find inconclusive or 

mixed results. 
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CHAPTER 3:  RESEARCH METHODOLOGY 

 In the two preceding chapters, an introduction to this study and a review of the literature 

offered a synthesis of research conducted on pre-service teachers who integrated tablet 

technology to provide instruction on reading, comprehension, and writing. The application of 

tablet technology in education within the past three years has raised questions and sparked the 

initiation of studies.   

This chapter begins with an explanation of the selected qualitative research paradigm utilizing 

phenomenology and transformative learning theory to collect and analyze the data appropriate to 

the research questions and purposes of this study.  This chapter is organized into the following 

sections:  (a) research purpose, (b) research questions, (c) qualitative researcher paradigm, (d) 

research setting, (e) course descriptions and requirements, (f)  pre-service teacher participants, 

(g) researcher perspective, (h) researcher as transformative learning instructor (i), (g) data 

collection, (d) data analysis, (e)triangulation, (f) trustworthiness,  (g) ethical considerations, and 

concludes with a chapter summary .  

Research Purpose 

  The purpose of this research study was to explore and understand how pre-service 

teachers integrated tablet technology as they provided diagnosis and correction of students’ 

reading, comprehension, and writing challenges for students enrolled in an eight week after 

school tutoring program by their parents. More specifically, this study examined the lived 

experiences of 14 pre-service teachers who checked out or borrowed the Apple iPad2 tablets 

from the college of education at a medium sized southern university. The qualitative paradigm 

integrated with the theoretical frameworks of phenomenology and transformative learning was 
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employed to study specific details of how the pre-service teachers learned with and integrated 

tablet technology in their pre-service literacy instruction and tutoring practice, an area that has 

not been researched or has no literature available for our understanding. Therefore, the literature 

and the information to be derived from this study may serve as a baseline for future inquiries 

related to pre-service teacher efficacy and praxis related to integration of technology with 

literacy instruction and specifically involving one to one instruction of reading, comprehension 

and writing.  This study also helped to elucidate implications for pre-service teacher education 

programs and the emerging need for use of technology integration in all content instruction.   

Research Questions 

 Four guiding research questions were explored in the study:  

1. How did pre-service teachers describe using technology integration in delivering 

reading, comprehension, and writing instruction? 

2. How did pre-service teachers show changes in delivering reading and comprehension 

instruction using integrative tablet technology tutorials? 

3. How did pre-service teachers show changes in delivering writing and writing 

instruction using integrative tablet technology tutorials? 

4. To what extent did pre-service teachers employ or design learning activities using 

 tablet technology and integrate these activities in their tutoring practices? 

Qualitative Research Paradigm  

A qualitative research paradigm was employed to explore and understand the learning 

experiences of pre-service teachers who integrated tablet technology in their reading, 

comprehension, and writing tutoring sessions, as a part of a diagnosis and correction of reading 

problems course.   This qualitative paradigm utilizing phenomenological and transformative 
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learning theories allowed for the best fit with the intended investigation of pre-service teachers’ 

perceptions, efficacy, experiences, praxis and reflections as they conducted assessments, 

diagnosis, and correction of literacy challenges of students voluntarily enrolled in an afterschool 

reading camp by their parents. A qualitative research paradigm was selected to provide rich 

insights into human behavior, meanings, and purposes by participants, or insider views (Strauss 

& Corbin, 1999).  Guba and Lincoln (1994) concluded that in some ideological positions, such as 

phenomenology used for this study, the investigator and the investigated are linked. Thus, “the 

transactional nature of the inquiry requires a dialogue between investigator and the subjects of 

the inquiry; the dialogue must be dialectical in nature to transform ignorance and 

misapprehension,” (Guba & Lincoln, 1994, p.110).  

Qualitative inquiry has the distinction of inquiry that explores a social or human problem 

(Creswell, 2013).  Because the world view of constructivism in the qualitative research paradigm 

calls into question the phenomenological and transformative nature of the dialectical knowledge 

that is created between the researcher and the participants, the qualitative research paradigm is 

most appropriate for this study.  There is a corresponding approach between the paradigm and 

the constructed knowledge to be derived from the viewpoints of the pre-service teachers in this 

study.  This qualitative paradigm approach provided the researcher the context to explore and 

describe the participants’ literacy and technology integration in reading, comprehension, and 

writing instruction in the tutoring sessions, as the understandings and meanings to be derived 

from the interviews and instruments emerged through semi-structured interviews, researcher 

observations, and pre-service teacher reflections, rather than collection of data which produces a 

focus on numerical computations or a quantitative product of an activity. Finally, qualitative 
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inquiry methods enabled an in-depth investigation of the influences on pre-service teachers’ 

technology integration practices in an authentic university setting. 

Theoretical Frameworks 

 The theoretical frameworks, or philosophical underpinnings, that served to guide and 

connect all aspects of the study, are phenomenology and transformative learning integrated 

together.  Phenomenological and transformative learning epistemologies are both grounded in 

constructivism.  Constructivism holds that  

truth, or meaning, comes into existence in and out of our engagement with the 

realities in our world.  There is no meaning without a mind.  Meaning is not 

discovered, but constructed.  In this understanding of knowledge, it is clear that 

different people may construct meaning in different ways, even in relation to the 

same phenomenon.  In this view of things, subject and object emerge as partners 

in the generation of meaning. (Crotty, 1998, pp. 8-9) 

 

These two perspectives provided an in-depth examination of pre-service teacher’s social 

constructivism, lived experiences, and creativity in relation to how they constructed meaning, 

socially interaction, and cognitive changes made as they integrated technology with literacy 

instruction. 

Phenomenology  

Phenomenology is an epistemological philosophy based on practical knowledge acquisition.  It is 

also a theory that has been identified as one of the most suitable theoretical frameworks to study 

the lived experiences of pre-service teachers as they integrate tablet technology in their teaching 

of reading, comprehension, and writing skills (Cilesiz, 2011). When Husserl (1970) developed 

the study of phenomenology as a systematic attempt to uncover and describe structures of lived 
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experience, it was to arrive at a deeper understanding of the nature of meaning of experiences of 

phenomena (Husserl, 1970; Moustakas, 1994; van Manen, 1990).  Phenomenological studies 

describe the meanings of experiences of a phenomenon for several individuals and then the 

researcher reduces the experiences to a central meaning or “essence” of the experience 

(Moustakas, 1994).  The phenomenological approach aims at developing a deeper understanding 

of several individuals’ common or shared experiences of a phenomenon (Creswell, 2007). 

The phenomenological framework for this study also served the purpose of guiding the research 

by focusing in depth on the experiences of the pre-service teacher’s processes of one-to-one 

tutoring.  The researcher worked to transcend or suspend past knowledge acquisition in this 

study to experience and understand a phenomenon at a deeper level (Anderson & Spencer, 

2002). The distinctive requirement of phenomenological research was for the researcher not to 

adopt any position on the correctness or falsity of a participant’s claims regarding the views and 

judgments intrinsic to his/her life world (Ashworth, 1999; Giorgi, 1997), but to provide 

significant and sound reasons for use as a theoretical and philosophical framework. 

Transformative Learning 

Transformative learning theory (TLT) provided an additional supporting theoretical 

framework for this qualitative paradigm.  This research was intended to capture the experiences 

of pre-service teachers during tutoring and potentially influence their future teaching and 

practices.  Transformative learning moves individuals to test new integrated meaning 

perspectives, to take actions to challenge and transform both the individual and the status quo 

(Brigham, 2011).  TLT was utilized to explore how pre-service teachers changed their 

metacognition, which impacted their actions and attitudes. It was also chosen for its roots in 
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humanism, and for its emphasis on the pre-service teachers’ needs, experiences, knowledge and 

emotions (Brigham, 2011). 

According to philosopher Jack Mezirow (1978, 1991, 2000), transformative learning is 

rooted in constructivism and 

refers to a process by which we transform our taken for-granted frames of 

reference (meaning perspectives, habits of mind, mind-sets) to make them more 

inclusive, discriminating in terms of discernment, open, emotionally capable of 

change, and reflective so that they may generate beliefs and opinions that will 

prove a more true or justified guide  to action. (p. 7-8) 

Mezirow (1991) asserted that significant learning in our lives involves meaning making 

that can lead to a transformation of personality or a shift in one’s worldview.  Given that 

this research was intended to capture the experiences of pre-service teachers integrating 

tablet technology in their tutoring, and potentially into their future teaching, 

transformative learning, as well as phenomenology, the researcher studied the settings of 

the tutoring sessions, a naturalized environment which lent itself to the type of research 

design in which observations, interactions of and between pre-service teachers, and 

communications gained from semi-structured interviews could precipitate remarkable 

change of perspective.  This research paradigm additionally created the space in which 

pre-service teacher were asked to critically reflect on their learning experiences, and the 

possible changes they may have been experiencing throughout the course.     

Mezirow (1978) studied instrumental learning, or the task-oriented problem solving, that 

occurred by U.S. women returning to college or the workplace after taking extended time away 

from formal study or work.  Transformative learning also involved a second component that 
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Mezirow identified as communicative learning or discourse, in which learning occurs through 

communicating with others (Taylor, 1998),   TLT is based  in part on the epistemology of 

Habermas’(1984).   Transformation take place when the domains of instrumental learning and 

communicative learning combine and involve reflective assessment and movement beyond that 

which was previously presupposed (Taylor, 1998).  In his qualitative study, Mezirow (1978) 

sought to identify factors that facilitated or hindered women’s progression through college or job 

placements into careers, and identified 10 phases or stages in which perspective transformation 

learning can occur:   

(a) a disorienting dilemma, (b) self-examination with feelings, (c) a critical 

assessment of assumptions, (d) recognition that one's discontent and the process 

of transformation are shared,  (e) exploration of options for new roles, 

relationships, and actions, (f) planning a course of action,  (g) acquiring 

knowledge and skills for implementing one's plans, (h) provisional trying of new 

roles,  (i) building competence and self-confidence in new roles and relationships, 

and (j) a re-integration into one's life on the basis of conditions dictated by one's 

new perspective ” or perspective transformation (Mezirow, 2000, p. 22) 

These ten phases or stages are examined below.  Transformative learning is understood in 

many diverse ways (Coulter & Mandell, 2014), but often begins with the first stage as a 

disorienting dilemma.  Mezirow’s perspective transformations, or meaning making experiences, 

gave rise to the stages of transformative learning, beginning with a disorienting dilemma known 

as a triggering event (Mezirow, 2000).   The disorienting dilemma can be a series of events that 

happen over time, or a singular event and has been described as an “inner disequilibrium in 

which the harmony of the self is disturbed, yet the problem is neither understood or satisfactorily 
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named” (Keane, 1985).  The disorienting dilemma can be evoked from “eye opening, discussion, 

book, poem, or painting, or by one’s efforts to understand a different culture that challenges one 

presuppositions” (Mezirow, 2000, p. 14).  In this stage old meaning perspectives are viewed as 

insufficient in the realm of heightened understandings.    

In the stage of self-examination with feelings of guilt or shame, “the search for meaning 

and peace” (Mezirow, 1991, p. 177), are described.  Learners in this stage are searching for 

meaning and personal growth from the current life situations.   It is a phase in which the learning 

occurs from self- examining the reasons for the disorienting dilemma and seeking to understand 

more clearly the reasons behind it.  The critical assessment of epistemic, sociocultural, or 

psychic assumptions are frames of reference that can be transformed. This third stage is one 

which requires critical reflection to uncover the habits of mind that shape actions.  It also calls 

into questions previously taken for granted assumptions.   

The third stage appears to be a synthesis of the first two phases of the transformative 

learning process.  Part of this process involves recognition that a person’s discontent and the 

process of transformation are shared and that others have negotiated a similar change results in a 

distinct phase along this continuum.  This process arises from critically reflecting on one’s 

circumstances and leads to the next phase -- the exploration of options for new roles, 

relationships, and actions, a person is “involved with the reordering of meaning schemes and the 

exploration of new definitions of the possible” (Mezirow, 1991, p. 180).  It may involve asking 

what steps one has taken that have been wrong or resulted in less than satisfactory outcomes.  

Both of the self-examination and exploration of options phases involve higher order thinking 

processes about one’s beliefs, one’s circumstances, and one’s place along a path of development, 

growth, and change. 
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Transformative learning theory holds that planning and taking a course of action is an 

integral phase of the transformation process.  This can include working to solve problems that 

have been perceived. It can mean taking more courses, changing one’s course, or looking to find 

ways that a new learning process can result in further change.  This action or actions is reflective 

action in which the learner has thought through a process, and concluded that change will lead to 

a greater place of advancement.   

The three phases-- acquisition of knowledge and skills for implementing one’s plans, 

provisional trying of new roles, and building of competence and self-confidence in new roles and 

relationships-- relate to the learner moving to or reaching a new position from a previous role of 

less heightened awareness.   These phases occur as a result of having critically reflected in the 

early stages and coming to the conclusion that action must now take place to facilitate growth 

from the change in world view or perspective.  The acquisition of knowledge phase may 

culminate in completing self-study, coursework, and a degree.  The provisional trying of new 

roles phase can include the learner stepping into the phase by beginning to give advice or 

becoming a mentor.  The continued practicing and building of competence and self-confidence 

such as that described by Gladwell (2008) can result in 10,000 hours of practice over a course of 

years that result in domination of or mastery of a hobby, field, or career.  

In the final stage of reintegration into one’s life on the basis of conditions dictated by 

one’s new perspective a circular completion occurs in adult learning.  In this stage, the 

transformation has occurred and been completed.   Mezirow clarified that not all of the steps 

were required for perspective transformation to occur, nor did they have to occur in a linear 

fashion, one after the other, but viewed TLT as the essence of adult education by helping adults 
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to become autonomous thinkers and autonomous negotiators of their own meanings and views 

(Mezirow, 1978, 1991, 2000). 

This research study explored the work and ideas of pre-service teachers within a college 

of education course leading towards a degree in education that may impact their future teaching 

practices. This theory in teacher education provided the support to study the impact on students’ 

action, self-efficacy and professional attributes.  Transformative learning further provided the 

basis that interventions will transform or shape pre-service teachers permanently (Merriam, 

2006), which ultimately could help to make sweeping and lasting changes in higher education 

literacy instruction programs. 

Transformative learning involved critical reflection in examining life changing 

experiences of short, long, or lasting duration, as well as its experiences of empowerment of 

students. Because this design entailed a systematic record of experimentation and includes 

collegial discussion and reflections, it was also well suited to the aims and goals of this 

dissertation.  Transformative learning was also suited to practitioners as it acknowledged 

intuitive professional knowledge (Reinking, Labbo, & McKenna, 2000).   

 Freiré (1970) and Mezirow (1978) described learning in transformative learning as a 

process of constructing or re-constructing meaning and intimately bound up with a person's 

growth and development. Within the context of transformative learning, individuals have been 

shown to reflect complex processes of consciousness, use elaboration, and remake ways of 

understanding themselves and their place in the world.  Transformative meaning making 

outcomes could also be richly described.  For example, Entz (2010) described students who 

make a shift in academic study.  In a community college reentry program, dislocated factory 

workers went from being "scared to death" in their orientations to perceiving themselves in their 
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graduation ceremony as confident and academically competent college students.  These types of 

meaning-making experiences are characterized as qualitative shifts in consciousness 

development (Gould, 1978; Kegan, 1994).  

Transformative Learning as a Phenomenological Experience 

Transformative learning has been known to arise from phenomenological experiences.  

The method for this study can serve as a continuing baseline for supporting the qualitative 

research paradigm to gain understandings of how the lived experiences of participants can lead to 

and result in the emergence of the Mezirow’s (1991) transformative learning stages or phases, or 

learning for change. This method also encapsulates the view that the researcher as transformative 

instructor can facilitate the change (Heber, 1998).  One example is Erichsen’s (2009) study of 

international graduate students’ lived experiences; they initially faced a disorienting dilemma, 

disjuncture, liminality, or getting or feeling lost.  She found that the students had through 

integration made a perspective transformation and redefined themselves for their new roles, and 

identities, (Erichsen, 2011). Other studies of students from American universities studying 

abroad or international students studying in the United States described a phenomenon and the 

process in which transformative learning and change emerged, (Hamza, 2010; Heber, 1998; 

Keane, 1985; Lyon, 2001; Mwebi & Brigham, 2009).  

Key factors that explain the transformative learning arising from phenomenological 

experience include learning that occurs whereby both a body and mind shift experiences a social 

situation (Jarvis, 2006) shift or reformulation in one’s worldview narrative because of a 

movement through time (Mezirow, 2000), and a deep personal reflection or reflexivity that 

enhances perspective transformation and greater understanding of the self (Erichsen, 2011). 

These types of transformational learning experiences arising from phenomenon were explored   
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as qualitative shifts in self- development and perspective change (Erichsen, 2011; Jarvis, 2006; 

Mezirow, 2000). 

Pre-Service Teacher Participants     

 This chapter introduces the pre-service teachers and provides their general demographics 

as well as a short biography of their educational backgrounds and digital literacy experiences.  

The participants had to be 19 years of age or older to sign an informed consent to interview form 

and participate or otherwise understand an information sheet prepared for the classes by the 

researcher.  The participants of the study were 14 undergraduate students who were selected as a 

result of enrollment in a diagnosis and correction of reading problems university course in which 

their objectives included integration of tablet technology to provide literacy instruction after they 

assessed, diagnosed, and worked to correct the potential reading and writing problems by 

developing a literacy plan for a primary to middle grade school student who are enrolled in a 

literacy tutoring camp by their parents. Participants specific to this course were studying to 

become reading and writing teachers in Kindergarten through 12th grade school settings.   

General Demographics 

 This section contains the general demographics of the 14 of 24 pre-service teachers who 

volunteered from a diagnosis and correction of reading problems course who served as 

participants for this study.  One man and 13 women were interviewed three times each— at the 

beginning, in the middle, and at the end of the course. Seven were White, six were Hispanic 

Americans and one was African American. All were college students: 11 seniors, two juniors and 

one sophomore. Table 1.1 provides demographics of the participants and also includes their 

concentration area of study, prior to the beginning of the course.  Eleven students loaned the 

tablets from the university.  Pursuant to the Institutional Review Board (IRB) all of the pre-
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service teacher’s names are pseudonyms provided by the researcher and approved by the pre-

service teachers.  The data which comprises the demographic information was obtained from 

both the university’s Blackboard site, from completed index cards issued to the pre-service 

teacher participants at the outset of the course and from pre-course interviews. Pursuant to IRB 

safeguards, the participants were advised that upon their agreement, they would be asked to 

complete interviews, and self-report forms, as applicable, and also that pseudonyms would be 

used in the place of their real names by the researcher for their approval to protect their 

confidentiality and anonymity.     
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Table 1.1 

Pre-Service Teacher Demographics 

Name 
Age Class Content Digital Exp Tablet Exp 

Brianna 25 Senior EC-6, Read Native  

Jacqueline 60 Senior SpEd, K-12 Immigrant 12 mos 

Lilly 46 Senior SpEd, K-12 Immigrant 0 

Rachel 25 Senior Math 4-8 Native 12 mos 

Angelina 45 Senior SpEd, K-12 Immigrant 0 

Aidan 25 Senior Math, 4-8 Native 12 mos 

Karalynn 25 Senior Math, 4-8 Native 0 

Denise 50 Senior SpEd, K-12 Immigrant 0 

Taren 20 Sophomore EC-6 Native 0 

Zoe  21 Senior Math, 4-8 Native 12 mos 

Kate 22 Senior SpEd, K-12 Native 0 

Emily 25 Senior SpEd, K-12 Native  

Sarah 22 Senior SpEd, K-12 Native 0 

Marianne 21 Junior Math,4-8 Native 0 

 

The pre-service teachers’ mean age was 31 years and their use of tablet technology prior 

to the course ranged from none or 0 to 1.2 years with the mean being 2.9 months. Ten of the pre-

service teachers were digital natives and four were digital immigrants.  Within the diagnosis and 

correction of reading problems course, 11 of the 14 pre-service teachers who were interested in 

participating in the study checked out or borrowed the Apple iPad2 tablets from the university, 

while three of the students used their own personal iPad or Android tablets in the study.  Eleven 
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of the pre-service teachers in the study could be considered novice users as no student in the 

study who borrowed a tablet reported having used a tablet for more than three months prior to 

participating in the study, while the three pre-service teachers who used their own tablets were 

considered experienced users as they had been using their own devices three or more months 

prior to participating in the study.    

Information Sheet 

      Prior to conducting this study, the researcher obtained Institutional Review Board (IRB) 

approval for protection of human subjects (Appendix A).  In the fall semester of 2013, all 

participants enrolled in the diagnosis and correction of reading problems course were provided 

with the participant information sheet by a friend and cohort doctoral student, who acted as a 

neutral third party, selected by the researcher to step into the class as the researcher/instructor 

stepped out of the class on the beginning day of the course.  Those participants who considered 

agreeing to be interviewed received the Information Sheet (see Appendix B) that essentially 

provided in writing what the doctoral student was stating to them on the first day of class. 

Informed Consent 

All participants who listened to the description of the study provided by the neutral 

doctoral student and read the information sheet (Exhibit B)  were provided the consent to 

interview form (Exhibit C) indicating their willingness to take part in this research and be 

interviewed. They were informed both verbally and in writing in both the information sheet and 

informed consent document which 14 participants signed of the following provisions: (a) the 

purpose and nature of the study;  (b) that interviews will be audio-recorded and member-checked 

by participants for possible errors in transcription and of the potential risks for participating, 

including the option to discontinue the interview(s) and participation at any time; (c) that all  
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information obtained was to be maintained, locked in a secure area, kept confidential, and 

destroyed three years following the study; (d) that agreement to participate or not to participate 

was entirely voluntary and would not affect their grade in any way; and (e) if they had any 

questions, felt in any way pressured or coerced, or needed to discuss any matters of any kind or 

nature, they could contact Dr. Sherrye Garrett, the dissertation chair in charge of this study.  

Participants were provided with Dr. Garrett’s office and email addresses and work phone 

number, and the office email and work phone numbers of the officer for Institutional Review 

Board, Ms. Erin Sherman. 

Research Setting 

      The setting for the study took place at a southern university in the college of education in 

which 14 of 24 undergraduate pre-service teachers enrolled in a diagnosis and correction of 

reading problems course who volunteered to participate in the study.  The tutoring sessions the 

pre-service teachers conducted occurred within some of the classrooms and the computer lab 

within the university setting.   

 The interviews were conducted in three places:  the researcher’s office, a separate 

meeting room at a coffee shop the pre-service teachers had suggested on three separate 

occasions, and the outside of a computer lab at a long quiet table at the university at a time when 

no other students or faculty were present.  Confidentiality was maintained in that no persons 

beside the pre-service teacher and the researcher were in hearing distance from the question and 

answer sessions of interviews that were being recorded. 

 The space for the uploading of tutoring lesson plans, cadre conferencing blogs, and final 

case study report reflections was on the university Blackboard with open access to the 

information by the enrolled students in the course.  All pre-service teachers in the course were 



 

82 
 

permitted open access to each other’s tutoring lesson plans, cadre conference blogs and reports 

for the purpose of creating peer sharing, open discussions, and classroom shared resources they 

could consult and use for their own practices.  

Course Description and Requirements 

 The undergraduate diagnostic reading course provided an introduction to various formal 

and informal means to assess the reading and writing strengths and weaknesses of students, 

which were outlined in the course syllabus (Appendix A).  Pre-service teachers had the 

opportunity to apply a variety of reading and writing assessment strategies and develop an 

instructional plan for a student they were assigned to tutor on a one-on-one basis for eight weeks. 

Pre-service teachers were responsible for administering several informal diagnostic reading and 

writing tests and planning a reading program to assist the student. The pre-service teachers were 

required to demonstrate knowledge of appropriate corrective techniques; acquire knowledge of 

informal techniques to assess reading, comprehension ability using the Bader Reading and 

Language Inventory (Bader & Pearce, 2013) and assess writing ability; adapt reading approaches 

and materials to meet the needs of the individual student; and develop an appropriate dynamic 

instructional literacy plan for a student. 

 The diagnosis and corrections course included instructional methods and activities for the 

pre-service teachers consisting of traditional (lecture, discussion, demonstration, practicum), 

clinical (lesson planning, simulations, cooperative groups, student demonstrations and 

presentations, and experience working with students); and multi-modal (Blackboard, Wikipage 

usage, cadre conference blogs, online researcher created learning modules which utilized 

reciprocal teaching strategies designed to enhance student reading comprehension (Oczkus, 

2003; Palinscar & Brown, 1984) and guided writing (Bomer, 2010; Calkins, 2005), online tutor 



 

83 
 

lesson planning,  reflecting journaling on Wikispaces, tablet/ iPad usage and applications; Prezi, 

PowerPoint, YouTube, TeacherTube, Edmodo), and other technological integration experiences.  

A course syllabus (Appendix A) was provided on Blackboard for continual review and study 

throughout the course.  All students in the course were required to sign and submit a Verification 

of Understanding form (Appendix B) indicating they had read and understood all course 

requirements contained in the online course syllabus.  

Researcher Perspective 

  This section explains the researcher’s perspective and the qualifications for conducting 

the collection and analysis of data, and addresses the possible potential for researcher bias and 

the potential of coercion that can be perceived by students of the researcher to agree or not agree 

to participate in the study.  Engelsrud (2005) explained, “[T]he researcher’s body both creates 

access to, and can comprise a limit to, the knowledge that is produced in a qualitatively oriented 

research process” (p. 267). Although paradoxical in nature, this dichotomy should be 

acknowledged and addressed within the researcher’s perspective. 

The researcher is female of Hispanic descent, and has been a National Board Certified 

Teacher (NBCT) in early to middle childhood literacy since 2010.  She taught kindergarten 

through second grade students in two public Title 1 schools from the years 2005-2012.   The two 

years prior to the writing this dissertation, she worked as a graduate teaching assistant in a mid-

sized southern university providing instruction in both content area reading for early to middle 

school students and diagnosis and correction of reading problems courses.  Presently employed 

as a reading specialist, and English as a Second Language (ESL) and Gifted and Talented (GT) 

campus coordinator, she provides professional development for teachers and conducts reading 

and writing workshops for students in a kindergarten-12th grade charter school.  The researcher,  
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co-director the Summer Institute of the National Writing Project (NWP), is a computer liaison as 

well as writing teacher consultant to the NWP. 

Not a digital native, the researcher has experienced both the wonder and excitement of 

using the Internet for over a decade and tablet technology for the past three years.  She also uses 

desktops, laptops, smartphones, and tablets on a daily basis.   

  In her years of teaching, she had had the opportunities of working with colleagues who 

were masterful at integrating technology in the content areas of instruction, and others who have 

allowed the computers and technology in their classrooms to collect dust and go unused.  The 

researcher considers unused technology in classrooms to be a waste of learning and growth 

resources and opportunities.  

Additionally, in the realm of unexploited learning and growth opportunities, observations 

of many teachers who did not provide daily writing experiences for student, was to the researcher 

as much or more wasteful than allowing technology resources to go unused or lie dormant.  

Mindful of all the pressures teachers face in the classroom, as well as the administrative and 

political directives to teach all of the myriad knowledge and skills along with benchmarking and 

over-testing that is so prevalent even in the early childhood grades, the researcher is empathetic 

to teachers who are often prevented from being the good teacher for having to accomplish the 

reading, comprehension and writing instruction, often without the time, resources or support.  

The description of these teaching practices has not been intended by a researcher as a 

condemnation of practices, but a continuation of the researcher’s exploratory discourse 

concerning these practices and an investigation into the ways in which these might be changed to 

benefit students. 
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The researcher is cognizant of her pro-technology integration and daily writing stances, and the 

apparent disdain she espouses for missed writing instruction, which is necessary for students and 

the pro-transformative educator biases.  This research study is designed with, as much as 

possible, the prevention of bias in data collection or analysis.  To circumvent these biases, the 

interview of the interpretive researcher (Onwuegbuzie et al., 2008; Nelson, Onwuegbuzie, 

Wines, & Frels, 2013) was conducted prior to undertaking and research. Optimally, researchers 

should be able to set aside their biases and preconceived notions before, during, and after a 

research endeavor (Sanders, 1982). In writing the researcher perspective, the researcher reflected 

upon her own biases and how they may impact the data collection and data interpretation 

processes.  By implementing researcher reflexivity or the documenting of researcher’s 

impressions and ideas in tablet’s note taking application, the researcher hoped to bracket her 

subjectivities and biases and ensure credibility and dependability of the study (Merriam, 2009). 

Researcher as Transformative Learning Instructor 

 Fostering transformative learning is a process that can be consciously undertaken by a 

teacher to promote learning in a variety of settings, in a variety of ways, and utilizing a variety of 

theoretical frameworks.  Taylor (2000, 2008, 2012), in analyzing transformative learning 

research over the past decade and a half, suggested that the ideal learning conditions outlined by 

Mezirow are essential.  These conditions include establishing a learning situation that is 

democratic, open and rational and has “access to all available information” (Taylor, 2000, p. 

314); the creation of perspective transformation (Gallagher, 1997; Kaminsky, 1997; Neuman, 

1996); but that further exploration of strategies and in depth component analysis to foster or 

create the conditions for transformative learning is needed because how transformation occurs in 

classroom settings is still poorly understood.  
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 The role of the educator, then, was to assist in fostering this ability to reason by helping 

learners in the acquisitions of, “skills, sensitivities and understandings essential to become 

critically reflective of assumptions and to participate more fully and freely in critical dialectical 

discourse” (Mezirow, 2003, p. 62). Moreover, the essence of adult education is to create the 

conditions for and the skills of effective adult reasoning and the disposition for transformative 

learning--including critical reflection and dialectical discourse (Mezirow, 2003, p.62).  

Learning Modules 

To facilitate transformative learning, the researcher as transformative learning instructor 

created or selected eight separate learning modules for tutorials.  Learning modules, or any 

number of distinct but interrelated units from which a program may be built up or into which a 

complex activity may be analyzed (Oxford Dictionaries, 2014), were uploaded on the 

university’s Blackboard site to be viewed and studied by the pre-service teachers prior to their 

tutoring sessions in order to help facilitate the reading, comprehension, and writing, as well as 

the transformative learning process.  This use of tutorials in instruction involved use of 

integrative multi-media technology, which has been used to facilitate the cognitive learning 

process (Akbiyik, 2012).  The content of these learning modules were tutorials.  Two learning 

modules consisted of researcher created YouTube videos books for instruction of the reciprocal 

strategies of predicting and visualization.  The first YouTube video created by the researcher 

titled Using Predicting as a Powerful Reading Comprehension Tool (Juarez, 2013a) 

demonstrated how pre-service teacher might ask their students to make predictions about a book, 

including what the book will be about, what the author intends, how they might make predictions 

connected to their own experiences, or how they believe a book will end prior to their reading the 

book for the first time.  For the first learning module, the book selected was Out of My Mind 
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(Draper, 2011), which is a story about Emily, an eleven-year-old girl, challenged by being unable 

to talk and walk, experiences the pain of prejudice after achieving academic recognition through 

the use of computer assisted technology.   

The second learning module created by the researcher was a YouTube video, Using 

Visualization as a Powerful Comprehension Tool, (Juarez, 2013b) and uploaded to Blackboard, 

utilized the book-- A is for Amazing Moments:  A Sports Alphabet, (Herzog, 2011).  The module 

consisted of instruction on visualization strategies Olympians and other star athletes utilize, 

which can be taught to students who face challenges focusing on academic achievement, such as 

alphabetic principles or on comprehension or writing.  The third learning module created for 

providing the reciprocal teaching strategy of vocabulary enrichment and was entitled Using 

Vocabulary Instruction to Boost Reading Comprehension, (Juarez, 2013c) and was created with 

Quizlet, a computer applications,  at http://quizlet.com/_hblo9, to help provide technology 

integrated instruction on reading and writing of vocabulary  words. 

Two FlipSnack books were created by the researcher and uploaded to Blackboard to 

provide the comprehension strategies of summarizing and schema connecting.  The first 

FlipSnack book created, http://www.flipsnack.com/FA8D97EC5A8/ftniypu1was titled 

Summarizing as a Powerful Reading Comprehension Strategy, (Juarez, 2013d).  This book 

modeled how to make a summary in a few short pages with pictures made of Dr. Seuss’s book 

Green Eggs and Ham (Seuss, 1960).  In the second FlipSnack book entitled Powerful Reading 

Comprehension Strategy, Making Schema Connections, (Juarez, 2013e), the four schema 

connection strategies: text-to-self, text-to-text, text- to-world, and text-to-media, were 

demonstrated.  Two Percy Jackson series books were selected for the text to text connection: The 

Lightning Thief (Riordan, 2006) and The Sea of Monsters (Riordan, 2007).  The Disney-Pixar 
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character of the one-eyed green monster, Mike in the movie video, Monsters, Inc. was selected 

for the text to media connection, which the researcher instructed occurred when a movie or other 

media creation is premiered first and then a book or text is created afterward.     

Three learning modules were developed using pre-selecting online material for 

integration in the teaching of reading, comprehension, or writing.  One module contained the 

vine video found at YouTube which asked the question,  Does this make sense?:   

http://www.youtube.com/watch?v=qtWF9iO9ucw.  This Vine from the Twitter site was used for 

the purpose of explicitly providing the reciprocal comprehension instruction of asking questions 

and clarifying questions for the pre-service teacher by noting the value of helping students self-

correct their reading and clarify any confusion.  The video also made sense for instruction in 

allowing the pre-service teachers to view typical contents of a YouTube video that might be 

selected online.  It included the benefits and the problems that may result in teaching with 

integrated videos.  

The reciprocal teaching strategy of making inferences was made into a learning module 

tutorial and uploaded to Blackboard from the following website:    

http://www.angelfire.com/md/byme/guesswhat/guesswhat.html. This online site provided 22 

different rhyming poems that students would use to make a smart guess or infer the meaning 

using the text and their own background knowledge.  It was designed to help pre-service teachers 

find use integrative ways to have students learn about making inferences from text.  The eighth 

learning module posted to Blackboard involved the teaching of evaluation.  For this module the 

pre-service teachers were required to download a researcher-created pdf document titled, iPad 

Technology Applications for Reading and Writing.docx, (Appendix K).  This compilation was 

made by the researcher of free and available Apple store applications for the iPad and was 
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created approximately three to six months prior to the study beginning.  At the time the pre-

service teachers received the learning module with the applications for evaluation as a reading 

comprehension strategy, many of the apps had already changed from free apps to paid apps or 

were no longer available for use with the tablet.  This development highlighted the rapid nature 

of change in online instruction materials. 

The eight learning modules were developed or selected to specifically help create or 

foster transformative learning in the pre-service teachers and were viewed from and analytical 

microscopic component analysis as part of the study.  While using technology in the classroom 

context can have immediate, intermediate, and long-term outcomes, Parrish (2009) suggested 

that an instrumental view of learning may consider only the immediately measurable outcomes 

of a learning experience, particularly its impacts on cognition, behavior, or performance.   

Hence, this study focused on the cognitive aspects of the study and focused on the pre-service 

teachers in this study as well. 

Researcher Reflexivity  

Researcher reflexivity was maintained on a tablet throughout the course, in conducting 

interviews and observations.  The purpose of the reflexivity was designed to document, critically 

reflect on and control for potential distortion in data collection and data analysis.  This electronic 

journaling consisted of notes from both review of audio recordings which were made in real time 

and of observations of the pre-service teachers provide tutoring sessions and after course 

instruction, interviews and conversations with the pre-service teachers.  

The researcher reflexivity audio notes, which were transcribed, were designed to help the 

researcher facilitate and maintain organized and objective notes and information and provide 

introspection and sensitize the researcher subjectivity, reaction, and bias. Researcher reflexivity 
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notes were also used to bracket prejudicial ideas and preconceived notions during interviews, 

observations and comments (Medved & Turner, 2011)made by participating pre-service teachers 

in and out of class, who were observed for each of the eight sessions they tutor and interviewed 

on three separate occasions.  The interview of the interpretive researcher reflexivity at the outset 

of collection assisted in setting up the researcher to log or account for intuitive feelings or 

hunches about pre-service teacher actions and responses during interviews.  Researcher 

reflexivity and self-analysis were consistently employed to maintain rigor and trustworthiness in 

the study. 

Data Collection 

 Qualitative data, which was guided by phenomenology and transformative learning 

theories, was collected in the fall semester of 2013. Specific data instrumentation used to explore 

pre-service teacher self-efficacy, perceptions and practices in teaching reading, comprehension, 

and writing included the following: interview of the interpretive researcher (Appendix F –

Interview Questions for Interpretive Researcher), beginning, middle of course and end of course 

interviews of each participant (Appendix G-Interview Questions of Participants), uploaded 

online weekly tutoring lesson plans with reflections of each week’s tutoring session (Appendix 

H-Tutoring Lesson Plans and Reflections Protocol), cadre conferencing blogs conducted on 

Blackboard 9 (Appendix I-Cadre Conferencing Blog Weekly Inquiry Discussion Questions), and 

final case study report prepared and written by each participant at the end of the course 

(Appendix J- Final Case Study Rubric).  All of the data collected in the fall semester 2013 was 

used to develop baseline information of the phenomenological and transformational experiences 

of the pre-service teachers to document how the data collected contributed to pre-service teacher 

efficacy and skills in teaching literacy utilizing tablet technology.  A timeline for data collection 
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was designed for the sixteen weeks of the course (Appendix K).  For the concurrently qualitative 

data collection, sign-up sheets for interviewing and audio taping of interviewing were distributed 

to allow convenience of scheduling for the participants. Triangulating of all data sources 

included member checking by participants and detailed descriptions were used to check 

trustworthiness.    

Interview of the Interpretive Researcher 

The purpose of conducting and interview of the interpretive researcher was to check and 

prevent researcher bias throughout the course of the research study.  Prior to conducting the 

study, the interview of the interpretive researcher (Frels & Onwuegbuzie, 2012; Onwuegbuzie, 

Leech, & Collins, 2008; Nelson, Onwuegbuzie, Wines, & Frels, 2013) was conducted by a Dr. 

Lisa A. Wines, a neutral third party and member of the researcher’s dissertation committee who 

prepared the interview questions for the interpretive researcher (Appendix F) prior to the 

collection of data.  Dr. Wines, having received her own doctor of philosophy degree from Sam 

Houston State University and receiving the doctoral dissertation of the year award in 2013 for 

the university, was familiar with the process of interviewing the interpretive researcher as she 

had experience in being interviewed for her own research projects and in conducting the 

interview.  The interview of the interpretive researcher was conducted one week prior to the 

beginning of the study.  This interview was conducted to ensure rigor as the researcher had the 

dual roles of being the interviewer of the pre-service teachers participating in the study and the 

instructor of the reading diagnosis and correction course.   

The interview questions were designed to help the researcher bracket for personal 

subjectivities, biases and pre-conceived notions of the experiences and processes of the 

participants as they integrated technology with literacy instruction. The researcher, a digital 
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immigrant, considered herself an experienced tablet technology user, having purchased a mini-

tablet more than twelve months prior to the beginning of the study.  As with instructional design 

and content, the researcher had taught the course for three semesters prior to conducting the 

study and thus had strong pre-conceptions concerning the need for technological integration in 

literacy instruction.  During the summer immediately preceding the commencement of the study, 

the researcher had served as a co-director of the local national writing project and had pre-

conceived ideas of how novice and experienced in-service teachers (some who exceeded having 

20 years of teaching experience) uploaded their writing products and participated on online 

discussion blogging and sharing during the design of the multi-modal writing summer institute.      

The interviewer was calm, professional and prepared with detailed and insightful 

questions (Appendix F) that not only caused deep thought about the upcoming process as a 

researcher, but caused introspection about the past and future processes of researcher.  An 

analysis and review of the past learning or lack thereof that occurred in the qualitative methods 

course and advanced qualitative course was a first step to critically self-examining, assessing and 

reflecting on the type of researcher she was exhibiting and being and envisioning the type of 

researcher she needed to become.  The background questions that stimulated thought about this 

process included (a) an explanation of the qualifications of the researcher which enabled her as 

eligible to serve as researcher for this study; (b) an explanation of the qualifications of the 

researcher that made her most eligible to serve as an interviewer for this research study; and (c) 

an analysis of how the researcher’s background experience might impact or bias the research 

process.  Through this interview, the researcher was alerted to the importance of reviewing the 

qualitative research paradigm methods and procedures to ensure the processing of quality 

research.  
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The next immediate inquiry that began to prompt further introspection from the 

continuing questions by the interviewer was to re-design the introduction of each the interviews 

and to re-write many of the research questions for the study.  This critical introspection began 

with responses to the following inquiry:  (a) a consideration of the impact on the researcher 

through interactions with the participants, (b) how the methods established to collect the data 

might impact the researcher in a personal way, (c) how the methods established to analyze the 

data might impact the researcher in a personal way, and (d) an analysis of strategies the 

researcher had in place to prevent subjectivity and biases from occurring.  The process resulted 

in the researcher not only being more cognizant of thanking each participant at the outset of each 

interview, but also alerting the researcher to remind pre-service teachers of their safeguards at 

the beginning of each interview. The questions were changed to not only more carefully elicit the 

type of questions that the researcher was seeking to explore from a phenomenological 

perspective, but also from an integrated transformative learning perspective.  As a result the 

questions were written to stimulate thinking and responses about how this phenomenological and 

transformative learning study might be impacting or changing them.   

With regard to the design of the interview questions concerning ethical safeguards for the 

participants and recognition of the high need for separating biases and prejudices in the process, 

a greater sense of duty, responsibility, and obligation was bestowed upon the researcher. The 

interview of the interpretive researcher process presented a formality, a passing of worthy, 

guided, and vital tools for critical reflection, as well as providing the researcher with a greater 

sense of purpose than was initially anticipated.   The following questions also caused the 

researcher to maintain stricter formality in the data collection and analysis process concerning 

the upmost care of communications both in the during the instructional time and time spent as a 
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researcher in the process of obtaining data from the pre-service teachers: (a) consideration of the 

potential biases or barriers that may have impacted how the researcher analyzed the data or 

interpret the findings, (b) the characteristics of the participants (such as race, culture, sexuality, 

gender, class, status, or age) that might influence the researcher’s interpretations of the data or 

findings,  (c) possible findings that surprise the researcher or make her react negatively, and (4) 

consideration of the type of ethical issues which might be encounter during the interview 

process. These questions served to place the researcher in a heightened sense of vigilance with 

both the observations to be made of the pre-service teachers, the responses to questions in the 

interviews, particularly because of the dual nature of the researcher/instructor status.  Due to the 

self-reporting nature of interviews, the interview of the interpretive researcher created a more 

observant stance throughout in the collecting and analysis of data for any potential of either any 

attempts by the pre-service teachers to please the instructor in order to obtain favor response or 

the researcher as instructor to attempt to coerce specific or skewed actions or data from the pre-

service teachers.  The questions also caused the researcher to analyze any interactions during the 

conducting of interviews; during the setting of interviews, during the communications to 

reschedule missed interviews, and, ultimately, in the stepping back from attempting to contact 

three pre-service teachers a third time for rescheduling the end of course interviews that they did 

not complete. 

Ultimately, many conclusions were reached from participating in an interview of the interpretive 

researcher. The inquiry process provided new and continuing researchers with an imbued bond, 

obligation, and responsibility, which highlight the importance of the research project.  

Conducting the interview of the interpretive researcher at the beginning of the data collection 

process was significant in imparting knowledge for the bracketing of subjectivities and possible 
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bias or prejudice. Questions which were crafted to specifically elicit important reflections 

concerning careful undertakings to protect research participants and careful reviewing of conduct 

both of the researcher and the participants served to safeguard the research process.  Finally, by 

maintaining a careful and steadfast observation of the collection and the analysis of data, a 

researcher can endeavor to initiate the interview of the interpretive researcher as the significant 

measured commencement of a well-designed vigilant research paradigm.   

Phenomenological One-on-One Interviews 

In order to obtain phenomenological and transformative learning concepts, data was 

obtained from three in-depth one-on-one interviews of the fourteen participants at the beginning 

of course, the middle of the course, and at the end of course.  All fourteen of the participants 

participated in the beginning and middle of the course interviews.  Eleven of the 14 pre-service 

teachers completed the end of course interview, while three of the participants, while contacted 

by emails and informational phone messages, did not do so.  Interview questions for pre-course, 

middle of course and post-course interviews (Appendix G) were asked of participants in semi-

formal interviews which were audio recorded using an audio voice recorder or iPhone 5.  These 

in-depth interviews were conducted as phenomenological, which was both the most suitable 

method to collect personal experience descriptions (Kvale, 1994) and were transcribed by both 

the researcher and a hired transcriber. Seidman (2006) suggested a framework for in-depth 

phenomenological interviewing that consists of a series of three open-ended interviews, which  

was the decided method for this study, in which each participant provided a first interview which 

established the context of the participants’ experience, the second which allowed participants to 

reconstruct the details of their experience within the context in which it occurred, and the third 

which encouraged the participants to reflect on the meaning of their experiences. 
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The interview audio tapes were uploaded to a desktop, copied, and placed in Dropbox.com for 

back-up immediately following each interview, and each interview was transcribed by the 

researcher, or another doctoral student. Participants were given the opportunity to review 

(member check) their interview transcript to ensure accuracy. 

Observations 

 In addition to the interviews, observations of tutoring sessions were conducted to 

indirectly collect experiential data from the pre-service teachers (van Manen, 1990).  Three to 

five of the 14 pre-service teachers were observed on a weekly basis for a fifteen-minute time 

period over the course of eight weeks as they tutored a student, whether they were conducting 

instruction with the tablet technology or some other form of instruction.  The observations were 

recorded and led to a deeper understanding alongside the conducting of the sets of interviews 

(Patton, 1990).  These recordings described in the researcher reflexivity notes were transcribed 

by the researcher and coded and themed in the same manner as the interviews. One of the 

troubling situations that occurred was the audio taping of observed tutoring sessions.  The audio 

quality of the recordings made it difficult for the researcher to transcribe as very often the voices 

of the pre-service teachers and the students they tutored were inaudible due to either the lack of 

proximity of the researcher to the pre-service teacher tutor or the student or the frequency of 

extraneous voices that were picked up on the audio. Those posed one of the limitations for the 

study. 

Tutoring Lesson Plans and Reflections  

 Qualitative instrumentation to triangulate and support the pre-service teacher interviews 

was provided from collecting tutoring lesson plans and reflections (Appendix D) which the pre-

service teachers were required to upload on Blackboard 9 as part of course assignments.  Each 



 

97 
 

pre-service teacher was required to prepare eight tutoring lesson plan one week in advance of 

each tutoring session. Written reflections by the pre-service teachers were required to be written 

following each tutoring lesson concerning the pre-service teachers’ self-perceptions on their own 

effectiveness in creating and implementing their tutoring lessons, and were uploaded to 

Blackboard 9 at the end of the tutoring sessions. These pre-service teacher reflections were 

applied to enrich their practice and to help them analyze and support their growth and efficacy as 

pre-service teachers.  An analysis as to whether the reflections led to the shift in the 

rational/cognitive and extra-rational/affective domains of their meaning schemes of 

transformative learning specifically with regard to their integrative practice of technological, 

pedagogical and content knowledge (Mezirow, 2000) was also explored.    

Cadre Conferencing Blogs 

An additional data source, the cadre conferencing blog entries (Appendix E) were posted 

online weekly on Blackboard 9 as part of regular course requirements. Inquiry questions 

concerning efficacy, practice and procedures, and tablet applications were provided for and of 

the participants to answer week by week and were by fellow participants.  Cadre conferencing 

blogs, which received  a minimal amount of points (2.5 for eight weekly sessions) to be earned 

towards course credit completion, also consisted of pre-service teachers asking their peers for 

clarification of information, to collaborate on and share ideas, and to seek help with their tutoring 

practices.  Garrett and Juarez (2013) report that cadre conferencing blogs enabled pre-service 

teachers to obtain new ideas, interpret assessments, learn to incorporate peer planning ideas and 

activities into their own practices and receive empathy from similarly situated peers who were 

experiencing same or similar challenges.   
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Cadre conferencing blogs by the pre-service teachers were used to afford the critical reflection 

and reflective discourse with others in a safe setting with a dialogic or transformative educator 

who uses consciousness raising strategies such as critical questioning, journaling and role-plays 

(Cranton, 2002). Since the participants shared their thoughts, experiences, and strategies, the 

cadre conferencing blogs provided an important and authentic measure of triangulation and 

trustworthiness to the study. 

Final Case Study Report Reflections  

 During the course of tutoring, pre-service teachers prepared a final case study report 

including a last section containing their reflections (Appendix G), which are noted in the course 

syllabus (Appendix E).  These reflections set forth their final thoughts and critical ideas of not 

only the student they tutored, but also provide the self-efficacy and self-perceptions of their own 

practices during the duration of the eight weeks of tutoring.  This report, concerning only the 

final reflection of the pre-service teacher perspectives on self-efficacy and the student 

performance based on the tutoring which further triangulated the data and served as a cross-

checking (Burke-Johnson, 1997) of the tutoring lesson plans and reflections and cadre 

conferencing blogs.   

Data Analysis 

To develop rich themes relevant to the experiences of pre-service teachers integrating 

tablet technology with literacy instruction, it was “imperative that qualitative research be explicit 

and detailed about strategies so that the rigor is evident” (Ambert, Adler, Adler, & Detzner, 

1995, p. 166). Giorgi’s (2002) criteria of the descriptive phenomenological psychological 

method for qualitative research:   (a) epoche - in which each interview (plan, blog, reflection) of 

the participant was read through in its entirety; (b) eidedic reduction - each data set was then 
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gathered, dated and organized each description is marked off for differing units of meaning, (c) 

imaginative variation-  identifying the most likely unwavering of meanings;  and  (d) essential 

essence statements or themes are derived. 

Data Organization Method 

           To analyze the qualitative data collected, the researcher organized the data and followed 

Creswell (2013) and Giorgi (1997) organizational models:  a first read through of the beginning, 

middle and end-of-course interviews of the pre-service teachers in the course.  The interview of 

interpretive researcher protocol questions (see Exhibit F) were carefully coded, themed, and 

analyzed for patterns regarding the researcher’s own attitudes towards competency/efficacy in 

teaching reading, comprehension, writing and integration of technology to help students improve 

their literacy skills. In doing so, the purpose will be to reveal subtle and important aspects of the 

researcher/instructor’s training and biases that could significantly impact the way researching 

and teaching would be conducted.  The interview question protocols for pre-course, middle of 

course and end of course protocol questions were written and designed to formulate answers to 

the four interview questions (Appendices G, H, & I).  The cadre conferencing blogs that were 

written in response to researcher questions for assignments were to be uploaded to Blackboard 

by all students in the course, including the pre-service teacher participants (Appendix J). A 

timeline of how data were collected and analyzed has been prepared to provide organization for 

the study (See Exhibit K). 

The next step was to divide various methods of data collection into several parts such as 

interviews, tutoring lesson plans and reflections, observer reflexivity entries, cadre conference 

blogs, and final case study reports which were all gathered, dated and organized.  The pre-service 

teacher lesson plans, reflections, and cadre conferencing blogs were downloaded, printed and 
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organized by dates. These triangulated data sources were then also themed and coded separately. 

This process was horizontalization in which all relevant data from the topic was listed and given 

equal value (Creswell, 2013; Mustakas, 1994) and was analyzed for patterns, and microscopic 

detail connected to transformative learning components, as shown in Figure 2.   

 

 

Figure 2  Organization and Horizontalization of Data 

Transcribing the Data  

The organization of the data from a disciplinary perspective was followed.  The 

phenomenological organizational analysis was divided into three distinct parts:  (1) 

phenomenological reduction, in which the researcher reduced the text from the structural or 

meaning statements of the experiences, (2) description, in which the researcher provided a brief 

description that typified the experiences of all of the pre-service teachers in the study; and  (3)  

search for essences using “imaginative variation,” in which the researcher sought “the most 

invariant meanings for a context,” Giorgi (1997, p. 235). 

The methodological device of phenomenological reduction was developed by Husserl 

(1970) to bring more precision to research findings and was a way to understand phenomena 

from the standpoint of its characteristics.  In the reduction process for this study, the researcher 

was called to step back, describe, and examine experiences for the presence or existence of 

meaning while working to bracket past knowledge associated with the experiences.  Similarly in 

the descriptive process, the researcher worked to articulate the intentional objects of the 

consciousness of the pre-service teachers’ experiences, while avoiding providing the pre-service 

teachers with explanations, interpretations, and/or researcher created constructs of their 

Interviews—Tutoring Plans—Reflections—Cadre Blogs—Reflexivity-

Observations 
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meanings.  In the search for essence statements, the researcher sought to provide inherent, 

enduring, fundamental statements.     

  The pre-service teacher tutoring lesson plans and reflections, cadre conferencing blogs 

and final case study reports were coded and themed following the works of Giorgi, (1997) and 

Kereluik et al., (2010) and included the analysis for each theme as well as each transformative 

learning stage. The researcher created two tables to quantitative the phenomenological themes 

and TLT stages derived from the data collection. Table 4.1 identifies the theme frequencies each 

pre-service teacher provided from data collection sources:  semi-structured, beginning, middle 

and end of course interviews, tutoring lesson plans and reflections, cadre conferencing blogs, 

final case study reflections, observation notes, and researcher reflexivity journaling.  Table 4.2 

identifies the TLT stages from the data collection sources:  semi-structured, beginning, middle 

and end of course interviews, tutoring lesson plans and reflections, cadre conferencing blogs, 

final case study reflections, observation notes, and researcher reflexivity journaling. 

Phenomenological Method of Coding 

Following the collection of data, the researcher read through the data and organized the 

data into parts.  After the organization, the researcher synthesized and summarized the data after 

conducting two rounds of codes and themes. The concrete steps of the human scientific 

phenomenological method from data collection to coding and theming described below followed 

the model set forth by Giorgi (1997).  Coding in round one involved review of all interview 

statements, generation of meaning units, and the labeling of essence descriptions (Giorgi, 1997; 

Saldaña, 2013). The second round required transforming the data into statements representing 

meaning units (words/phrases that represent only one meaning) by splitting statements whenever 

there was a transition in meaning. Eliminating repetitions and removing overlaps, the goal was to 
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produce a list of all the meaning units across pre-service teachers, and to note which ones were 

present in each participant’s data. This step also involved the creation of individual textural 

descriptions, narratives representing their individual descriptions of her/his experiences of the 

phenomenon and consisted of the textures or particular appearances of a manifestation of the 

essence. 

The researcher then reviewed the textural descriptions derived from the participant’s 

verbatim statements, which made up a meaning unit. These textural descriptions were used to 

arrive at the underlying structures of the experience, asking what could possibly account for the 

experience. This required reading the textural descriptions several times so as to approach the 

experience from different points of view, vary them, and derive possible explanations of what 

structures might underlie the individual manifestations of experiences.  Then comparisons were 

made of the participant’s statements, and essences. Finally, the researcher transferred the 

participants’ statements into everyday language to the researcher’s disciplinary terminology and 

concepts and checked for evidence of transformative learning stages.  An excerpt from a 

taxonomic tree diagram of Round 1 and Round 2 coding cycles for the essential essence or the 

theme of paradox of gaming is contained at Figure 2.1. 
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Coding for Theme - Paradox of Gaming 

 
 
 

Excited about the games 

Involved with gaming 

Engagement   Enjoys learning with games 

Enjoys games  

 

and    Rather play games that go outside 

Given an app 5 minutes of every session 

Motivation    Stayed focused because of games 

Time flew with the games 

 
 
PARADOX OF GAMING 

 

      wanting to play games instead  

  Circumvention of Learning frustrated at assignments  

      Not focused with other tasks 

 

  and   

      interrupts lesson 

      wanting to look at and play games 

  Distractedness   “Can I play now? 

      Going to unassigned sites for games 

      Using for unrelated searching 
 

Figure 2.1 Paradox of Gaming Taxonomic Diagram 

 

Essential Essence or Themes 

The phenomenological process of deciphering essential essences or themes was the third 

step, which involved observations and analysis for emergence of patterns and theories upon the 

synthesizing of the data.  This step consisted of identifying similarities in the textures of 

participants’ experiences by comparing the participant data between each participant and of 

synthesizing the composite textural description into the composite structural description to create 

a general description of the phenomenon called the textural–structural synthesis. This final 
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narrative was an in-depth description of experiences of the phenomenon, and represented the 

essence of the experience of the phenomenon. In the final process of coding, the researcher 

obtained inter-coder agreement after interconnecting themes and interpreting the data from 

another doctoral student in the cohort. 

 The goal of this analysis was to develop rich themes and find the themes or essential 

essence statements relevant to the experiences of pre-service teachers as they integrated tablet 

technology into their literacy instruction.  A goal of this qualitative study was to completely and 

rigorously analyze major themes which emerged as the in-depth semi structured interviews were 

conducted and progressed.  Qualitative data triangulation of the tutors’ lesson plans and 

reflections, explicit instructional strategies derived from the lesson plans, cadre conferencing 

blogs, as well as researcher observation and reflexivity journal and final case studies were 

conducted and analyzed.  

      In addition the researcher conducted member checks with the pre-service teachers to 

triangulate findings based on audio recordings, and the data collection derived from the pre-

service teachers and the researcher. All of the qualitative data was used to identify and describe 

pre-service teacher attitudes, and practices regarding their self-efficacy in providing reading, 

comprehension, and writing instruction, as well as their explicit instruction in integrating tablet 

technology to improve student literacy.  These components provided a deep examination of the 

particular instructional contexts in which these pre-service teachers were immersed, detailed and 

summarized a reflective practice:  what they learned about their students and their teaching.   

Trustworthiness 

 In conducting a phenomenological study, a researcher/instructor takes responsibility for 

obtaining and maintaining validity, trustworthiness, validation, and credibility (Creswell, 2013) 
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in data collection throughout the study.  To maintain rigor, the factual accounts of observations 

reported by the researcher were conducted using a protocol that required a review and accuracy 

in describing the setting, time, place, events, and any other observable phenomena (Burke-

Johnson, 1997).  In addition, multiple methods were used to triangulate the research data 

including: (a) cross checking of information from the participants and the conclusions the 

researcher reached as part of the findings, and (b) in person or online collection of the multiple 

data sources interviews, lesson plans, cadre conference blogs.  Additionally, methodological 

triangulation that was made part of this study and theory triangulation (Burke-Johnson, 1997) 

occurred through vigilant consideration of phenomenology and transformative learning theory 

frameworks in formulating questions, and obtaining multiple data sources such as lesson plans 

with reflective notes, cadre conferencing blogs, interviews and analysis. 

Transcriptions of the data were returned to participants prior to analyses and 

interpretations of the results and they were provided with the analyses and data interpretation 

prior to any publication so they may validate the conclusions drawn by the researcher (Creswell, 

2013).  The process of interviewing the researcher was also conducted in order to elevate the 

trustworthiness and authenticity of the study (Onwuegbuzie et al., 2008; Nelson, Onwuegbuzie, 

Wines, & Frels, 2013).  In following the qualifying criteria that the most appropriate person to 

debrief should be the researcher, the interviewer for my study is a member of my dissertation 

committee, counselor educator with interviewing expertise and years of school counseling 

experience. The interviewer debriefed the researcher by asking the protocol questions (Appendix 

K) associated with the recommendations outlined in the article by Onwuegbuzie et al., (2008).  

Finally, the researcher worked to clarify and discuss bias, negative or discrepant information and 
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obtain a peer debriefer to conduct external auditing to ensure quality of the qualitative data 

analysis. 

Triangulation of Data 

Triangulation of all the data sources and methodological practices of interviewing, 

researcher observations, and document analysis were employed following the recommendations 

of Denzin (1989).  The time spent on observations together with the observations of participants 

during their tutoring sessions of students caused a first-hand view and sense of the environment 

created by them.  This allowed the researcher to build extended engagement.  The researcher 

reflexivity notations made in real time provided an introspection regarding the data and measures 

to ensure trustworthiness.  Additionally, upon completion of writing of the findings, the 

researcher sent each pre-service teacher a copy of the completed Chapter 4 for review of all 

statements and actions that were made for accuracy in reporting the details of their statements, 

reflections, and blogs. 

Ethical Considerations 

 The first consideration of the researcher is to first do no harm to participants.  This is an 

ethical consideration, one that is checked through the IRB process, and kept in the mind of the 

researcher to protect participants.  To avoid any unethical practices, all information acquired has 

been kept strictly confidential. In conducting research, related ethics were reviewed and outlined, 

and the pre-service teacher participants were provided with a written information sheets and 

consent forms, which they signed prior to conducting the study.  Efforts to bracket researcher 

bias in the observation and recording of information were made through the use of interpretive 

researcher interview and review of the personal views and perspectives that the self-interview 
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revealed.  The researcher kept a tablet journal and re-read the reflexivity notes throughout the 

data collection process to critically self-reflect about biases, assumptions, and beliefs.  

 The ethical dilemmas faced by an instructor researcher must be specifically safeguarded 

within a research context and particularly with students as research participants.  Within the 

context of a course, an instructor typically works alone and with the students for the hours of the 

course and providing instruction, guidance and direction on course matters.  Because the students 

rely upon their instructions for learning and providing them with grades, an inherent authority or 

power position arises that must be guarded against to prevent even the appearance of impropriety 

between researcher/instructor and students.  Some of the safeguards which were useful from the 

outset of the study included the interview of the interpretive researcher, which helped set the tone 

and correct manner of conducting discourse and dialogue with the student participants.  Another 

practice that safeguards were put into place was by reminders to the pre-service teacher 

participants about their rights to withdraw at any time, rights to ask questions, rights to having 

concerns answered at the outset of every interview.  Another manner that resulted in a safeguard 

was the positioning of all of the pre-service teacher participants in public view within the college 

of education as they tutored to provide transparency in the process alongside other pre-service 

teachers who did not volunteer to participate in the study.  The pedagogy and professional 

responsibility for teacher standard four also sets forth that a teacher/instructor must safeguard the 

student in helping to insure that they feel safe and free from coercion and this was a concern that 

the researcher was mindful about and put the foregoing safeguard in place, Texas Administrative 

Code, 19 Tex. Stat. Ann. §247.2 et seq. (1998). 

Member checks of interviews were conducted after transcription completion and after 

any writing about the participants was completed.   Because the potential for coercion or 
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potential for perceptions of coercion could occur, the researcher selected a colleague in the 

doctoral program cohort, who is a neutral third party not involved with the course who explained 

the study to the undergraduate students enrolled in the diagnosis and correction of reading 

problems course, provided information about the maintenance of participant privacy and 

confidentiality, and obtained the informed consent for interviews from each pre-service teacher 

in the study.   The researcher also self-disclosed personal biases and beliefs at the outset of the 

course and periodically throughout the research collection period. Finally, the researcher 

provided reciprocity information to advise the pre-service teachers not only how their 

experiences may be improved, but also improve the course, and the future direction of pre-

service teacher practices.  

Summary of the Chapter 

In Chapter Three, the phenomenological descriptive case study method, a description of 

pre-service teacher participants, data collection methods, interview questions, and data analysis 

was reported.  Researcher phenomenology, which involved the researcher’s personal experiences 

and perspectives and the interpretive researcher interview, was included.  Procedures were 

described that established validity and maintained reliability related to my research. 

While exploring the lived experiences of pre-service teachers integrating technology in 

their tutoring practices in a reading diagnosis and correction of reading problems was a complex 

phenomenon, the decision to utilize this the theoretical frameworks of phenomenology and 

transformative learning were most appropriate for this study. Reporting the essential essences 

afforded the researcher the opportunities to incorporate a nonexistent research endeavor into new 

knowledge for the pre-service teacher education program and the integration of tablet 

technology.  
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CHAPTER 4:  FINDINGS 

This chapter presents the findings of the study and is organized into the following parts:  

(a) discussion of the qualitative data collection process, (b) a biography of the pre-service 

teachers, (c) the ten phenomenological themes which emerged from the data collection, (d) the 

findings of the ten stages of transformative learning theory developed by Mezirow (1991), and 

(4) a summary of the chapter.       

Qualitative Data Collection Process 

The purpose of this phenomenological study was to examine the lived experiences of pre-

service teachers who integrated tablet technology in the tutoring of reading, comprehension, and 

writing for kindergarten through eighth grade students in a tutoring reading camp. Participants 

disclosed their experiences and were given an opportunity provide their voice and insights. The 

results of their experiences are made available to pre- and in-service school teachers, school 

districts, educational departments in higher education, and pre-service teacher educators. 

Contributions were made to the deficit in the literature by adding current disclosures of these 

experiences. 

A phenomenological case study method was utilized to demonstrate the essential 

essences that emerged from the interview data collected and analyzed. According to Giorgi 

(2002), phenomenology is appropriate in focusing on the world as it seeks to elucidate essential 

structures of meaning within a population as the researcher looks at the data and highlights the 

significant facts. The alternative theoretical foundations of phenomenology and transformative 

learning will serve as epistemology pluralism to explore the pre-service teachers’ literacy related 

perspectives to inform policy in significant ways.  
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The research questions that guided this phenomenological and transformative learning 

case study were the following:  (1) How did pre-service teachers describe using technology 

integration in delivering reading, comprehension, and writing instruction? (2) How did pre-

service teachers show changes in delivering reading and comprehension instruction using 

integrative tablet technology tutorials? (3) How did pre-service teachers show changes in 

delivering writing and writing instruction using integrative tablet technology tutorials? (4) To 

what extent did pre-service teachers employ or design learning activities using tablet technology 

and integrate these activities in their tutoring practices?  

Several procedures were undertaken to capture these experiences of pre-service teachers 

integrating tablet technology in reading, comprehension, and writing instruction through data 

collecting techniques in phenomenological qualitative research (see Figure 2). In qualitative 

research, it is relevant for researchers to know the exact steps taken in the total data collection 

process. Each step was systematically completed in the order listed, and essential in collecting 

the qualitative data needed for a study. There are seven steps outlined in the qualitative data 

collection process. Each step is essential to a qualitative study that includes an interview of the 

researcher and participants, researcher reflexivity or journaling after each interview, and 

debriefing of both the researcher and the participants. As discussed in chapter three, triangulation 

methods and care in descriptive validity were implemented in the data collection process. 

The phenomenological themes that emerged from this study resulted from conducting 

three sets of fourteen face-to-face interviews with pre-service teachers enrolled in a diagnosis 

and corrections of reading problems course that the researcher taught in a small southern 

university in the fall semester, 2013.  During the first day of class a friend and fellow doctoral 

student, acting as a neutral third party, was introduced and informed the class that the researcher 
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was beginning a study of pre-service teachers utilizing technology in the teaching of literacy 

during tutoring camp.  The researcher stepped out of the classroom and remained outside while 

the doctoral student explained the information provided in the information sheet about the 

research (Appendix B) and fourteen students agreed to participate in the study and signed the 

informed consent for interviews (Appendix C).  Eleven of the fourteen students were permitted 

use of iPad2 electronic tablets from the university and signed university Property Office-Off 

Campus Use Permit Forms (Appendix D) and iPad2 electronic tablets, cases, and charging 

devices were distributed to them.    Three of the 14 pre-service teachers, who agreed to 

participate provided their own personal Android, Apple iPad or Kindle tablets, signed the 

Informed Consent for Interview sheets, but did not sign or have a need for technology loan 

forms. Ten of 24 students in the course did not agree to participate.  Subsequently, the doctoral 

student thanked each of the participants and excused herself.  The researcher re-entered the room 

and discussed the course syllabus (Exhibit E) and course requirements of the class.  Then a sign-

up sheet was provided for the research participants listing times and locations for the beginning 

of course interviews.  Participants were informed that middle of course interviews and end of 

course interviews would also be conducted later in the semester. 

Beginning of course interviews took place in the researcher’s office. Once the 

participants arrived and were comfortable, they were pre-briefed to establish the norms of the 

interview and then provided with the interview questions for pre-course interviews being asked 

(Appendix F).  The beginning of course interview questions as well as the self-report data 

provided for enrollment purposes at the university were used for obtaining demographic 

information.  At the semester midpoint, following approximately four weeks of tutoring by the 

pre-service teachers, a second sign-up sheet was distributed to the pre-service teachers to 
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schedule middle of course interviews during which the middle of course interview questions 

(Appendix G) were responded to by all 14 the  research participants.  During the final week of 

tutoring, which coincided with the last week of class, a third sign-up sheet was distributed to the 

pre-service teachers.  While 14 signed up for interviews, 11 actually provided answers to end of 

course interview questions (Appendix H) to the researcher.  

Pre-Service Teacher Biographies 

 Prior to beginning a discussion of the themes which were derived from the data collection 

process, an introduction to the 14 pre-service teachers’ biographies, are profiled in this chapter. 

The information used to compile the biographies include the beginning of course interviews and 

the course data provide to instructor on Blackboard. The pre-service teachers comfort level with 

technology and their general teaching experiences are chronicled.  All pre-service teachers were 

provided with pseudonyms.  Three of the 14—Brianna, Emily, and Taren, were seeking early 

childhood through sixth grade certifications, with Brianna wanting to obtain a math fourth 

through eighth grade math certification and Emily seeking a bilingual certification.  Six of the 

pre-service teachers—Jacqueline, Denise, Angelina, Lilly, Kate, and Sara—wanted to become 

special education teachers with certifications from kindergarten through twelfth grade.  Five of 

the undergraduates— Rachel, Aidan, Karalynn, Zoe, and Marianne-- were seeking mathematics 

certifications from fourth through eighth grades and ultimately hoped to teach middle school and 

high school math.  

Brianna 

Brianna, 28, a senior was enrolled as a transfer student to the university majoring in 

interdisciplinary studies with an emphasis in early childhood through sixth grade and reading 

teaching certification.  She reported struggling to read as a child and this is what motivated her to 
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want to teach elementary reading.  Since enrolling in this program she has reported feeling a 

greater passion for teaching math and may want to change or obtain additional certifications as 

she now finds she would like to teach middle school math.   

Brianna started tutoring a cousin, who has been diagnosed with dyslexia, after school 

with his homework.  She felt proud in being able to see her cousin get past writing problems he 

initially had with using her old laptop and Microsoft Word and apply this as a different way to 

learn writing.  Brianna first became a swim teacher or coach and helped kids learn to swim for 

over six years.  She more recently began volunteering in the schools to help or just observe in 

order to become a better teacher.  She has also been substituting as one of the local school 

districts on a full time basis. She began applying reading and comprehension strategies as a 

substitute teacher, but had not realized that she was applying them until she learned about the 

strategies in the reading courses at the university. 

A digital native who considers herself technologically savvy, Brianna is an experienced tablet 

user in that prior to enrolling in the course and volunteering in this study, she had purchased and 

used her own iPad for one year, but left the tablet back at her home town city before traveling to 

begin classes approximately 250 miles round trip.  She expressed interest and excitement at the 

prospect of helping tutor a student with technology as she had her cousin.   

Emily 

 Emily, 26, a senior, enrolled in college sporadically since 2005 is majoring in 

interdisciplinary studies with an emphasis in early childhood through sixth grade with bilingual 

and reading certifications.   While she has participated in Junior Achievement for two separate 

semesters, she reported having no teaching experience in reading, comprehension and writing.  

She also stated she had no experiences in teaching with technology.  In terms of technology 
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experience, she uses computers for social media and Internet surfing and creating document in 

Microsoft Word.  As a digital native, she had no prior tablet experience using it until enrolling in 

this course and volunteering for the study.  On a personal level, she hoped to learn about 

applications and even provide some for her son who is enrolled in kindergarten this year.   

 Unfamiliarity with the tablet is one of the biggest challenges Emily considers in 

beginning to integrate tablet technology with instruction.  She felt intimidated and worried that 

students knew more than she did about how to use tablet technology and download applications, 

but she was willing to become more familiar with it.   She considers technology games and 

applications might provide distractions as she thinks it is highly possible that it might prevent the 

students from learning.  She considered the opposing view of this as well, by seeing that students 

got excited, had fun and viewed the device as a tool to help them get focused. 

Taren 

Taren, 20, a sophomore, enrolled at the university the year before as a freshman seeking 

an early childhood through sixth grade teaching certification before volunteering to participate in 

this study.  She was one of three pre-service teachers who completed two of three interviews, and 

did not complete the final interview.   

A digital native, Taren was considered experienced in tablet technology in that she had 

previously owned a Kindle Fire for downloading books that she gave to her mother because she 

did not use it often.  She operated both a desktop and a laptop.  Within a week of borrowing the 

tablet for this study, she downloaded several free writing applications she was looking to 

evaluate, and was excited about showing to her student.  She had not found reading or 

comprehension applications to download.  
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Jacqueline  

Jacqueline, a senior, enrolled as a special education major seeking to receive certification 

in kindergarten through twelfth grade, but expressed a preference in teaching elementary school 

children.  She transferred in from the local community college when she turned 60 years of age 

this fall semester.  At the time of the study, Jacqueline was employed as a kindergarten through 

twelfth grade substitute teacher and also a fragrance model at the local mall where she had 

served as a department store manager in the retail industry for over three decades before 

returning to college.  She came from a family of educators, having two younger brothers who 

both earned doctoral degrees prior to her enrolling at the university.   

Having minimal experience in teaching reading, comprehension and writing, Jacqueline 

reported working as a substitute and following the teacher provided lesson plans in her job which 

have included short reading and writing assignments of between 30 and 45 minutes.  She claimed 

no experience in teaching with technology.  The technology use experience she had was using 

the retail store’s ordering and accounting software.  As a digital immigrant, she described not 

using personal computers at all; upon returning to college in 2010, she enrolled in a computer 

introductory course and learned the basics.  She claimed the introductory course provided no 

skills or training in tablet technology or Smart Boards.   

Prior to enrolling in the diagnosis course for this study she prepared research papers and 

using the desktop for taking online tests.  She had purchased herself an iPad, Mac Book and 

owned a desktop computer prior to beginning of the study.  Jacqueline, who was using her own 

iPad, was considered one of the experienced students in the course as she had used her own iPad 

more than any other of her electronics for the past year and stated I use it “for everything, except 

for writing papers.”  She explained that because the iPad did not allow for use of Word or Excel, 
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she didn’t rely on it for these functions.  She did report using social media, emailing, game 

playing, e-book reading, listening to music and allowing her granddaughter to use applications 

for games. She also downloaded applications to help her nephew who has autism.  These 

applications have colors, swirls, lines and games that he enjoys as well as playing the game, 

Angry Birds.  Jaqueline was quite comfortable navigating the iPad and using applications and 

games, but had never considered using it to teach reading and writing.   

Denise 

 Majoring in Interdisciplinary studies with an emphasis in Special Education, Denise, 45, 

returned to college after recovering from having sustained a traumatic brain injury she sustained 

at work as a previous prison counselor.  She had undergone several corrective surgeries and still 

suffered from headaches and depression.  As a senior, Denise expressed excitement at being able 

to get more experience in field observations in the first semester of 2014 and hoped to be student 

teaching in one year, after having spent four years obtaining basics and an associates’ degree in 

business administration at the local community college.  She expressed experiencing 

dissatisfaction with the business industry and reported being happier in the people industry. 

 Denise reported that she taught her 11-year-old grandson how to read by reading to him 

since he was a baby.  When she borrowed the iPad from the university one week prior to this pre-

course interview she giggled as she related her experience with tablet technology, “Really, 

truthfully, I had my grandson show me everything. I did,” she laughed out loud.  She expressed 

having observed him download games, programs, and how to delete information that has already 

been downloaded.  She enjoyed being able to play a car racing game with him.   

Denise also reported having some experience with teaching reading and reading 

comprehension as a Junior Achievement and completed a Special Education practicum course at 
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two high schools in the city and especially enjoyed working with disabled students.  Prior to 

enrolling in this course, Denise had no experience teaching writing or teaching with technology 

and claimed to have never used a tablet before.  She expressed that she would be continuing to 

turn to her grandson to help her learn how to use an iPad.  With respect to other technology 

applications, Denise reported that although she might have experienced some frustration in 

learning how to use a desktop and a laptop, which she has had since 2007; she would go online, 

read data, and teach herself.  “I’ll just Google it, if I need to find out how to do things,” she 

stated and smiled.     

 Before volunteering for this study, Denise had enrolled in a content reading course for 

elementary teachers taught by the researcher.  The researcher recalled a high quality video 

Denise created about the life cycle of butterflies that she made with kindergarten students while 

she worked with Junior Achievement.  

Angelina   

Angelina, 41, planned to purchase an iPad each for her two children after she completed 

the course. She expressed her belief that mobile technology is the wave of the future in 

education.  She planned to receive her certification in special education for all grade levels 

kindergarten through twelfth grade.   

Having been employed as a paraprofessional in the local school district for over 21 and 

one half years, Angelina co-taught pre-kindergarten for 14 years, middle school for six years, 

and high school for the year and one half before volunteering for the study.  These experiences 

allowed her to spend time enriching special education students with literacy instruction that has 

included teaching with read-alouds, phonics instruction, and writing workshops. 
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However, Angelina, a digital immigrant, was strictly a paper-and-pencil person who liked to see 

things on paper and when it came to using the tablet for writing, she says, “I’ve never been a 

technology person and just can’t get motivated to do it.  I’ve never been one to surf the Internet 

and do not have a computer at home.”  She reported using a Kindle for reading books, yet she 

did not consider herself computer savvy.  She was curious about whether her students would 

prefer using YouTube videos for viewing and listening to books or whether they would select 

hard back books to have read to them.    

Kate 

Kate, 22, an American Sign Language instructor who was seeking a Special Education 

certification in grade kindergarten through twelfth grades, hoped to teach American Sign 

Language (ASL) exclusively someday.  She fell in love with signing and wanted to teach it, but 

has never wanted to be a content teacher or have to teach essential knowledge and skills.  

She was majoring in interdisciplinary studies and was planning to student teach in high school in 

the spring semester and hoped to be teaching by fall, 2014. She knew that the local school 

district provides loan forgiveness for teachers who teach in special education for a few years and 

after that time she hoped an ASL position will be available. As a substitute teacher she has 

provided reading instruction pursuant to teacher lesson plans in the elementary schools. 

Kate observed her two-year-old son using iPad applications and fully navigating between 

applications with proficiency after borrowing the iPad for one week.  She immediately found ten 

applications and downloaded them. Kate’s son loved completing puzzles, as well as learning 

about colors and animals.   Prior to this experience, Kate used a Kindle mainly for reading; she 

viewed having a laptop as an essential tool for college.  As a digital native, she does not believe 
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the tablet is a good tool for whole group instruction, but considers it a great benefit for one to one 

instruction. 

Lilly           

    Lilly, 46, had worked in the accounting field for over 25 years before returning to college 

to pursue a special education certification for grades kindergarten through twelfth grades.  She 

transferred from the local community college and hoped to be teaching in high school after she 

completed her student teaching in the spring semester.   

 Lilly did not have formal experience teaching reading, or comprehension but taught her 

son, who has dyslexia, when he was little.    She reported having professional writing experience.  

Lilly worked at the student writing center at the local community college, checking student 

papers for errors and correct writing structure.   

 When asked whether she had experience teaching with technology, she giggled and said 

“No, but I’ve had people teach me.”  She considered herself a digital immigrant who found 

technology somewhat intimidating.  She reported that her children helped her with the several 

laptops she owned and different kinds of programs.  She worked with accounting software for 

work.  Lilly was considered an experienced digital immigrant who has owned a tablet for a little 

more than one year when she volunteered for the study.  She wanted to explore using the iPad for 

interactive lessons, and hoped to enhance student learning of vocabulary, grammar and oral 

retelling of stories with the tablet.  She wanted to use the iPad with e-book reading and have 

students answer online reading comprehension questions.   

 She also hoped to engage students with tablet technology instead of “boring them to 

death” with worksheets and likes the idea of being able to access the tablet in real time and select 

interesting and different applications to help students.    
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Sarah 

Sarah, 22, a senior at the university, was also seeking a special education certification 

from kindergarten through twelfth grade.  She reported taking a lot of Special Education courses.   

As a part time after school tutor at the YMCA for about one year, she tutored at-risk early 

childhood through sixth grade students living in Section eight housing in reading and writing, but 

does not necessarily claim that she taught them comprehension skills.  She also assisted eighth 

grade students in middle school write legislative bills.   

She took a basic three-hour educational technology course and is currently enrolled in a one hour 

online field basing technology course she found it to be very difficult.  Sarah was considered a 

digital native, but had not had the opportunity to use tablet technology except for exploring her 

Dad’s and her roommate’s tablet on a few occasions.   

Rachel 

Rachel, 25, previous downloaded applications for her two small young children on her 

iPad when she volunteered for this study.  Rachel, a senior, is completing her field base 

experience in mathematics instruction at a sixth through eighth grade middle school at a large 

local school district.  She hoped to teach mathematics, fourth through eighth grade when she 

graduated.   

Having had no prior experience teaching reading, comprehension or writing, except for a 

semester in which she taught through Junior Achievement, Rachel expressed excitement at the 

prospect of teaching with technology.  A digital native, she was considered an experienced user 

of Galaxy tablet for approximately fourteen months prior to beginning the study.  Rachel had 

already experienced searching for, downloading, and evaluating technology applications for her 

own children, but she considered herself “not very tech savvy.”  However she related, “I am 
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definitely open to using it with anything I think will inspire them and get them enthusiastic about 

learning.”  While Rachel felt that she had gotten behind the times will her two pregnancies and 

being out of school for three years, she reported not having need for any type of preliminary 

instruction in using technology and was hoping to being directed to the right direction or 

applications as she believed teacher might have an inside “scoop” on educational materials.  By 

volunteering in the study, she hoped to become relevant to students and be able to help them in 

as many ways as she could.   

Aidan 

Aidan, 25, had previously worked as a tutor at the local community college tutoring 

adults in the math learning center.  He enrolled as a transfer student from another university and 

was seeking certification as a mathematics instructor in grades fourth through eighth grades, but 

hoped to ultimately be teaching math in high school.   

His first teaching assignment was with the Department of Assistive Rehabilitative 

Services and assisted with a student in reading comprehension that had dyslexia.  Aidan 

considered math literacy combined with reading and comprehension instruction due to the heavy 

composition of written math problems students have to know who to solve through reading.   

Aidan, a digital native, was a self-described  “techno person”  and is considered an 

experienced tablet user as he entered the study with his own android tablet and had been using it 

for about one year prior to the course and likes to stay on the cutting edge of the newest 

technology. He described using the tablet for all types of functions  surfing the Internet,  

watching movies and videos before and after class,  wrote notes alongside professor created 

Power point presentations, using online textbooks, writing math problems,  and e-book reading.  

Aidan described a study that concluded that video game playing helped them acquire critical 
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thinking skills in working to provide cures for cancer.  He was in favor of helping students use a 

tablet for all of the functions he described, but came to the course having no experience 

providing instruction using tablet technology.   

 Aidan related that a large component of problems solving math comprehension problems 

involved breaking the reading down in understandable components for the student.  He 

anticipated he would use the tablet to incorporate it to provide meaningful activity for the 

students, and find applications to download so they can play interactive games, think critically, 

and help students avoid boredom.   

Karalynn 

Karalynn, 25, a senior seeking certification in Math for fourth through eighth grade, was 

one of three pre-service teachers who completed two, but not the final or post course interview.  

She hoped to become a middle school math teacher when she completes her degree plan.  And 

although Karalynn was a digital native, she reported no reading, comprehension, writing, math or 

technology experiences.   

Zoe 

Zoe, 21, a senior, was president of the Council of Teachers of Mathematics of America 

campus group, an affiliate of the National Council of Teachers of Mathematics.  She first entered 

the university as a freshman and began pursuing a career in biomedical sciences, but found that it 

was not her true calling after reevaluating her future.  After taking a career interest survey, she 

changed her major to teach mathematics to students in fourth through eighth grades. 

While Zoe had not used an iPad tablet, she had received a Kindle Fire for Christmas nine 

months prior to the study and used it regularly for reading books and Internet surfing, so she is 

considered a digital native experienced in tablet technology.  After using the tablet for about one 
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week, she had already downloaded a few applications and began using it every day for personal 

matters as well as considering how it might help her student with e-books and possibly other 

applications to help with reading.   

She believed that just the mere presence of an iPad in a tutoring session would cause 

students to become more engaged and focused since she believed that this generation has had 

multiple positive experiences with technology.  She also believed that the students will discover 

that the technology that they have used such as a toy or games can have some real learning 

outcomes for them.   

Marianne 

 Marianne, 21, a junior, was seeking a mathematics certification to teach fourth through 

eighth grades and completed two of three interviews, but did not complete the end of course 

interview.  She reported having received some teaching experience in high school with a Kinder 

and Senior match up program in which they would pair a kindergarten student with a student that 

were wanting to become teachers.  They would tutor them with book read-alouds, calendar math, 

and early writing in centers.    

 A digital native, she had had no experience using tablet technology prior to volunteering 

for this study.  After borrowing the tablet for one week, she downloaded a phonics application 

and navigated through it to see if this might be a useful tool for tutoring with a student who 

needed phonics assistance.    

Qualitative Data Analysis Process 

Following the gathering of information through the self-report demographic data 

concerning the students in the course’s major, year of study, enrollment status and email 

addresses contained in the university’s website available to instructors , the researcher then 
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conducted a total of 39 semi-structured pre-course, middle of course and end of course 

interviews throughout the semester as suggested by Seidman (2012).  After transcribing the pre-

course and five of the middle of course interviews, a paid transcriber was hired to assist in the 

transcribing of the middle of course an end of course interviews.  After each transcription was 

transcribed or received from the transcriber via email, an opportunity was provided for 

participants to edit or member-check their respective transcripts. 

Several steps were taken to capture the experiences of the pre-service teachers who 

integrated tablet technology as part of their reading, comprehension and writing instruction to 

students tutored in an after school reading camp at the university.  These included data analysis 

techniques in phenomenological qualitative research. In a qualitative research study, it is 

significant for researchers to know the all of the steps to be taken in the total data analysis 

process. In addition to pre-service participant interviews being transcribed, the interview of the 

interpretive researcher was also transcribed for the purposes of analysis.  For purposes of coding, 

theming, and deriving essential essences, the tutoring lesson plans and the reflections uploaded 

on Blackboard  (see template in Appendix E), as well as the cadre conferencing blogs that were 

posted by the pre-service teachers for the eight weeks they tutored (see template in Appendix I) 

were printed.  These were treated in the same manner as the interviews for coding, theming and 

deriving essential essences.        

Knowledge of the necessary steps in the data analysis process of qualitative research also 

strengthens the validity and trustworthiness of a study.  Descriptive validity used was 

methodological triangulation that was shown in the data analysis process, and the other form was 

interpretive validity. Also discussed in Chapter Three, and as recommended by Giorgi (1997), 
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eidetic reduction was used to arrive at the essential essences, or final themes that derived from 

the participants’ words and deeds.   

All the data was read first and then read through a second time in order to achieve a 

holistic understanding of the phenomena as directed by stage one.  Then the natural meaning 

units or codes were pulled directly from participant interviews and the self-report tutoring plans, 

reflections and cadre conferencing blogs, which is known as eidetic reduction by reducing 

objects or given to their essences, which constituted stage two.  These codes were then 

reconstituted into central themes, and after allowing for imaginative variation or possibilities 

were organized into a constituent profile as stage three.  These constituent profiles formed a 

thematic index, and after making sure to remove repeated or non-relevant statements and thus 

capturing the essential essences (unique language and perspective used within a discipline) 

relative to this research study were implemented and the researcher arrived at the extended 

descriptive or interpretive theme in stages four through seven. The procedure followed in 

analyzing the data is described at Figure 3.1 , which is a corroboration of descriptive and 

interpretive validity.  
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Stage one.  The interviewer conducted the audio-recorded pre- middle and end of course 

interviews. The interviewer transcribed the pre-course and other interviews and had the 

interviews transcribed by a professional transcriber. Once completed, the transcription of this 

interview organized and some collected after being emailed to me.  The tutoring lesson plans and 

lesson and assignment reflections and cadre conferencing blogs were printed.   

Stage two.  Use of Saldana’s (2013) first cycle and second cycle of holistic coding identification 

was applied on all interviews, plans, reflections, blogs and reflexivity statements. 

Stage three.  Reconstituted cycles of codes were read and placed into theme formation, allowing 

for imaginative variations. 

Stage four.  Thematic units were identified, and re-identified, providing initial interpretive 

descriptions.   

Stage five. Repetitive or irrelevant statements were removed or omitted and a constituent profile 

formed. 

Stage six. The participant constituent profile was put together to form a thematic index. 

Stage seven.  The interpretive descriptions were confirmed and finalized as the essential essences 

or themes. 

Figure 3.1 Eidetic Reduction Process 
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Pre-Service Teacher Phenomenological Themes and Subthemes 

  A total of ten phenomenological essential essences or themes emerged from the data 

collection.  For the purposes of this research study, phenomenological themes and subthemes 

were identified based on statements of at least two or more participants (Maxwell, 2009). The 

identification of a theme by the minimum of two participants may seem to be small in number to 

report in this baseline study —  but are worth acknowledging, particularly where a study has not 

been conducted and the results have not been reported, and for ascertaining or determining 

fundamental essential essence statements. 

Table 4.1 identifies the theme frequencies each pre-service teacher provided from data 

collection sources:  semi-structured, beginning, middle and end of course interviews, tutoring 

lesson plans and reflections, cadre conferencing blogs, final case study reflections, observation 

notes, and researcher reflexivity journaling.   
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Table 4.1 

Frequencies of Phenomenological Themes Reported by Pre-Service Teachers 
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Initial Expectations and Experiences 

The first research question posed in the study was how did pre-service teachers describe 

using tablet technology integration in delivering reading, comprehension, and writing 

instruction?   Three beginning of course interview questions (Appendix G) that were designed to 

elicit responsive inquiry included: What has been your experience in using tablet technology? 

What are your thoughts on using an electronic tablet with tutoring and teaching? How do you 

think you will be using the tablet, specifically? These questions were designed to elicit and 

understand the lived experiences of pre-service teachers and to prompt them to describe all the 

ways they have used, thought about, and planned to use an electronic tablet in the tutoring 

sessions. 

Responses to the initial questions revealed four common phenomenological themes:  

generational learning shift, cognitive disassociation with learning, paradox of gaming, and 

technological disinclination. These themes were derived from the pre-service teachers’ initial 

perspectives, expectations, and beginning behaviors regarding their past and present abilities to 

use and tutor a student with an electronic tablet from responses to the initial and middle of course 

interviews, an examination of the tutoring lesson plans and reflections, cadre conferencing blogs 

and researcher observations and reflexivity journal.  The initial experiences also resulted in the 

reporting of the transformative learning stage --disorienting dilemmas.  The dilemmas 

manifested in technological integration sub-stage dilemmas:  intimidation, destabilization of 

authority, overabundance of applications, lack of appropriate application functionality or 

continuity, lack of experience, lack of time, lack of student access to technology at home.  The 

responses also indicated preconceived thoughts and feelings of second through fourth year 
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undergraduate students who were in the process of field basing at a school prior to their 

experiences as student teachers practicing full time at a school.    

Generational Learning Shift 

The first phenomenological theme identified was that all 14 of the pre-service teachers 

reported having no prior experience in downloading applications with the electronic tablet for the 

teaching of reading, comprehension, or writing.  Digital natives had not yet experienced 

downloading educational applications for use in their pre-service teacher practices as they 

reported this was their first time using tablet technology, but four of the pre-service teacher 

reported using tablet technology for downloading a few personal apps for themselves or their 

children and using it for social media. Digital immigrant pre-service teachers, many due to 

instances of lack of experience, would provide the tablet to their own young child or grandchild 

for observations and guidance on how to upload applications for use with the preparation for the 

teaching of reading, comprehension and writing with the student they would tutor.  In the same 

manner, pre-service teachers took cues from their young students to put more application and 

tablet technology learning into their lessons.  Four phenomenological sub-themes emerged as a 

result of the analysis of data. The pre-service teachers initial thoughts regarding their ability to 

navigate through tablet integration overall was positive and involved a sense of confidence in 

their efficacy and ability to download desired applications. 

Learning From Toddlers and Children   

The first sub-theme was that pre-service teachers were turning for direction to their 

toddlers, children, grandchildren and students, who had taken the lead in easily using the 

electronic tablet technology for direction.  The reason for this is that the young children had no 

fear of being wrong.  Kate observed that her two-year-old could easily slide the tablet open, 
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navigate through apps, pick one, then another and learn from it.   The boy’s grandmother told 

Kate, “I thought I was going to have to work it for him because you had showed it to him within 

three days, but not at all.”  Denise reported that her 11-year-old grandson helped to teach her 

how to download app and get started using them. Brianna and Emily also related the positive  

result of  “being able to learn from students too,”  but Brianna expressed the need to humble 

oneself while Emily made the comment almost as an afterthought in her discussion about sense 

of intimidation from not knowing as much as her students.       

High Self-Efficacy and Perseverance 

A second sub-theme pre-service teachers reported in their experiences using tablet 

technology was an overall sense of capability and high self-efficacy in ability to use the tablet to 

help students learn, despite having a lack of experience with tablet technology. Four of the 14 

pre-service teacher provided responses supporting their initial confidence in being able to 

download applications for educational instruction with ease.  For example, Taren, a digital 

native, on the pre-course interview stated, “I’ve had a pretty easy time downloading some apps 

that were for teaching, but I haven’t really looked at them.”  Brianna stated, “If I cannot solve 

things one way, I can solve them another way.”    Denise, another pre-service teacher, reiterated 

these thoughts, “If there is something wrong with [technology], all I have to do is read—it will 

take me some time and I can get really frustrated, but I can figure it out.”     

Cognitive Disassociation with Learning  

 A second phenomenological theme was pre-service teachers’ description of their students 

as having a fun time, and being unaware or disconnected from learning. Five of the fourteen pre-

service teachers described this phenomenon. This cognitive disassociation from learning was 
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further described in contexts in which pre-service teachers observed that students considered 

themselves playing and not learning or working in any way.   

Aidan, the one male pre-service teacher in the study and only male pre-service teacher in 

a class of 24, noted this theme on two occasions said, “He doesn’t realize he’s learning 

something,” as he described his student looking like a kid at Christmas with time flying and 

related further, “he’s doing an activity that is in fact helping him, but doesn’t perceive it as 

work.”   Then in applying Text Twist, he reflected, “I was actually sort of thinking about taking 

it (the TextTwist app) away, because it’s I feel like we’re playing more of a game than he’s 

actually learning, but knowing that it helps other people, maybe I can choose a different game for 

him that stimulate his mind because but for kids younger, this is sort of what they need.”   

Marianne similarly expressed her thoughts this way, “I know there are apps out there 

where they don’t necessarily know that they are learning, but they are having fun, so that’s the 

only thing that really matter to them—is that they are having fun”.  

 The aspects of game playing were described as hidden learning experiences by pre-

service teachers who incentivized games without seeming to appear that as tutors they were 

requiring more work of their students.  Zoe described using games as an incentive to help her 

student without the student knowing learning is a component of the game(s).   “I feel like my 

student is still more driven to pay attention in our lesson because she knows if she does well, she 

can do an activity on the tablet, and it is something she enjoys doing.  She further stated that this 

was a “reward, but a hidden learning experience because her reward is to play on of the games 

that I deem appropriate.”  Zoe further expressed --“[S]he is just thinking ‘yay’ I get to play on 

the tablet—‘oh, Garfield, how cute!’  Instead of ‘I’m reading this.  I have to understand this.  It 

becomes a competition—an individual competition she play against herself.”   
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 Lilly used the tablet and allowed her student to search a YouTube video to find “How to 

Make a SpongeBob.”  After the student watched the video, he wrote a step-by-step procedure on 

how to create SpongeBob.   Lilly reflected, “the student became so actively engaged with his 

writing that he didn’t even realize we were working”.   

 Whereas Sarah was part of a group who also used games as part of an incentive to get her 

student to complete previously planned lessons, she looked for “gamey” type apps that were 

good and would keep her student engaged and interested.  She described this cognitive 

disassociation by her student when the iPad was used as a backup if they ran out of lesson 

material or finished early. “If something didn’t go as I planned, Sarah noted,  “I could come up 

with something else quick—there is a quick and easy fix and my student found these back-ups 

exciting, saying, ‘I’m not learning, I’m just having fun’.”   

Paradox of Gaming 

 The games being played by the students resulted in a paradox of experiences for the pre-

service teachers.  Reports of strong motivation and engagement were met with equal number of 

teachers who felt that circumvention of learning and distractedness were outcomes of having 

tablet use.  Three pre-service teachers used the tablet as a gaming reward or incentive to 

encourage students to get non-tablet instructional assignments completed.   

Motivation and Engagement  

The third phenomenological theme was evenly divided between the pre-service teachers.  

One half, or seven, of the fourteen reported positive benefits inuring to their students and 

described being pleased at how motivated, engaged and how quickly and well the student they 

were tutoring improved his or her skills.  Kate viewed game playing as a positive and engaging 

way to teach students. She noted, “TextTwist was just a simple game that she loves playing that 
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actually helped her become more aware of being a better speller because it explained letters, 

whether they were silent . . . so I try to give her at least five minutes of that every session.”  On 

other occasions, the student Kate tutored would go to spelling, sight word, or other types of 

learning apps.  “My student actually loved playing on the tablet so much that she’d rather play 

them, even if it’s an educational game--whatever kind of app it is, than go outside and it’s just 

amazing.”  

  Zoe took an even stronger stance regarding learning with games.  “I made sure to include 

games in my tutoring sessions that were about learning [math] vocabulary,” which she explained 

had been the biggest concern of the student’s mother, who had advised that the student’s area of 

challenge was math.  So Zoe worked on integrating games involving math problems and reading 

comprehension through vocabulary instruction.  She stated she was careful to go through the 

games and make sure that they pertained to the area of needed instruction for the student. 

 Four of 14 pre-service teachers reported the subset of the cognitive disassociation with 

learning theme by motivating the student to learn and leaving the tablet technology to be used 

later in a session as an incentive or reward.  Marianne in lesson plan five reflection wrote, “It is 

always good to be rewarded for completing your work, so on the iPad or playground, I will allow 

the students to use it as a motivator to get everything done. Similarly Kate and Zoe allowed the 

break in the middle of the tutoring session as iPad free time in which Kate allowed her student to 

play whatever game she wanted on the iPad, whereas, Zoe selected Jumbline, a free game in 

which the student unscrambled jumbled letters to make words.  But the educational game 

selections by Zoe were blurred as she had selected the Hangman game by Brainiac to create 

words for vocabulary instruction, which was not as different as the jumbled letter games.    
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 Jaqueline, on the other hand, used the TextTwist game that she had seen recommended on 

the cadre conferencing blog and allowed her student the free time to use it to create words and 

acknowledged this was a way for her student to have fun as she learned.    

Circumvention of Learning and Distractedness 

 Whereas half of the pre-service teachers such as Jacqueline believed that tablet 

technology will help students with behavior issues due to high student engagement, the other 

half, or seven, of 14 pre-service teachers reported frustration due to circumvention of learning 

and distractedness.  These phenomena emerged in the ways in which the students being tutored 

would try to “game” academic apps or otherwise want to forego activities to be playing the 

games they were familiar with from their home use of tablets. Seven of the pre-service teacher 

became wary of integrating tablet technology because they often sought ways to include games 

selected for academic purposes as a type of incentivized reward. For example Rachel related, 

“my student was starting to figure out tricks—she’d guess words instead of actually learning 

them.  I would assess the words independently and she did not know them. Rachel stated, “[T]he 

games I’ve not been doing because I sort of felt like she found a way around those. A lot of times 

she wants to go for the games…. Sometimes I think she is distracted where you have to give her 

a five-minute break to play a game and then come back to it.”  Rachel, who had previously been 

so “psyched up” about integrating tablet technology, as a result, reduced her use of the iPad with 

her student over the eight-week time period and concluded, “I had a much more difficult time 

implementing it than I originally planned:.  Brianna related the same kind of frustration by 

saying, “I’ll be in the middle of a lesson or even a sentence and they’ll say, “Hey, can I play a 

game now?” Expressing the same idea, Emily advised, “There were times she would interrupt 

our lesson to want to just start playing games.”    
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 Denise reported an extension of the phenomenological theme in that her student wanted 

to bring in his own iPad to tutoring.  When he did, he showed her apps that were strictly about 

game playing that she evaluated as not involving any learning.  Angelina said that “initially I was 

against tablet integration because I felt my student might always want to just use the tablet for 

playing games.”   Her sentiment remained consistent because on the final interview she 

expressed that unless a teacher is ready and familiar with technology, “she’ll need to be standing 

right over a student, because students will likely to go to sites you do not want them to.”   

Katelynn also mirrored this sentiment by cautioning that students with tablet technology needed 

to be watched closely as they might surf the Internet for things entirely unrelated to school topics 

of learning.  

Technological Disinclination 

The fourth phenomenological theme that emerged was technological disinclination or the 

limited use of integrative tablet technology in whole or in part for lessons and instruction. In the 

first week of tutoring lesson, seven of 14 pre-service teachers did not integrate technology with 

instruction.  The first three weeks of tutoring lesson plans reflections indicated that three of the 

pre-service teachers did not explain reasons for not using it.  The strongest reason provided for 

non-use was Emily who reflected “I did not see the necessity for integrating any technology in 

the lesson.”   The remaining three pre-service teachers expressed reasons of having left their 

tablet at home, wanting to meet the student first, or not including any lesson plan that supported 

tablet integration in the beginning weeks of tutoring.   

As the tutoring sessions progressed, three digital native pre-service teachers 

compartmentalized the tablet to the role of a tool for reinforcement of vocabulary word 

definitions or using images to explain words or terminology.   The limited tablet usage, in some 
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instances, the reinforcement strategy accompanied non-tablet lessons, instruction and activities. 

While Taren had attempted a few apps for the student she tutored, she reported only making 

some progress with an app that fostered her student’s ability to break down larger words into 

small components and thus helping her to read better. While Marianne did not report having a 

resistant student and downloaded various poems for read aloud from multiple websites, she 

expressed her belief that using an iPad for anything other than a resource to look up words or 

visual images would be a distraction for her student.  Consequently, she did not download or 

evaluate any applications and did not write any reflections regarding applications to use in the 

tutoring sessions. 

Two other reports were made by pre-service teachers leaving the tablet at home.  During 

the seventh tutoring session, Rachel, a digital native, reported not bringing her tablet because her 

three-year-old had taken it out of her open backpack.  Rachel had expressed technological 

disinclination on her second and third interviews after reported being “super psyched” to use 

technology in the beginning of course interview.  Only one of fourteen pre-service teachers, 

Lilly, reported failing to recharge the tablet so that it did not work during a tutoring session, and 

expressed that she would not do that again as she found her student to be disappointed and not as 

focused.   

Other pre-service teachers indicated a preference or adherence to traditional book reading 

and comprehension and other strategy instruction without using the tablet to provide instruction.  

Two of 14 pre-service teachers reported no use of e-books.  The same two of 14 pre-service 

teachers also did not report using any type of apps and only reported researching websites for 

reference purposes, such as use of dictionary.com or downloading poetry.  Kate, who had begun 

the tutoring session, reported “I have not used any actual books from the tablet.  I’ve got some 
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really good books, so I’ve been using what I had,” but began using e-books in the second 

tutoring session.  Technological disinclination occurred despite few pre-service teachers 

reporting few, if any negative experiences with the tablet and tutoring.  Things such as making 

sure the tablet was charged or the apps worked were reported.   

Experiencing Disorienting Dilemmas 

The first transformation learning stage of disorienting dilemma identified six 

phenomenological subthemes of relating to disorienting dilemmas as a result of the data analysis. 

A disorienting dilemma is defined as a cognitive discomfort prior to discovery, an experience, 

need, or interest that can drive growth and change through a discomfort; it is strengthened by 

emotive, sensory, and kinesthetic experience (Mezirow, 2000). Approximately 11 of 14 of the 

pre-service teachers expressed some aspects of this disorienting dilemma stage in their initial 

pre-course interviews. 

Intimidation 

  Four of the 14 pre-service teachers discussed use of tablet technology as an intimidating 

process.   Emily confided “I can feel a sense of setback with the student, because I feel 

intimidated.  Maybe the student knows more than I do.”  Brianna related that she felt “most kids 

are tech savvy” and she worried about the taking of time to figure out how things go.  Lilly 

stated, “If you are like me and you weren’t born in that era of technology, it can be a little bit 

intimidating.  But if you play around with it, you’re ultimately going to get good at it.”  Zoe 

reported having fear of teaching literacy, “Honestly, I was afraid of teaching a student how to 

read.  It is such a huge task that if not taught correctly can forever impact a student. With that 

pressure, I was not willing to do the task. ” 
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    Feelings of disorienting dilemmas were paradoxical to their co-existing feelings of 

excitement or exuberance, which showed in the pause of reflections or their inability as pre-

service teachers to move forward with planning and using tablet technology.   

Destabilization of Authority 

Disorienting dilemmas reflect a sense that the status quo or the current status of everyday 

business as usual is being twisted or moved into several different directions at the same time.  

Two of the most significant ways that technological integration can create disorienting dilemmas 

is the inability of tutors to maintain authority and control over a session or the inability to 

manage one student or a whole class.  The pre-service teachers who were youngest and digital 

natives appeared to reflect this in their actions more than their words.  Sarah wrote a reflection 

capturing the essence of the dilemma, “I was worried about how to keep a level of authority 

while still keeping a light atmosphere.  I found that sticking to what I say and providing student 

choice is a great motivator.  I plan on incorporating technology as a filler activity until next 

lesson.”  This reflection emphasized that she recognized the ongoing dilemma to be ongoing as a 

struggle that required working through.   

 Brianna described her own disorienting dilemma with recognizing the need to humble 

herself to her student’s knowledge base. Emily expressed that her student’s parents did not allow 

her to use technology at home, but “she does like to take control and she’d rather guide me than 

let me guide her.”   

But even the digital immigrants expressed the disorienting dilemma of loss of authority 

or control of their teaching in subtle ways.  Angelina said of her student using the tablet, “She 

kind of knew more than I knew about the iPad and she’d whiz through it.” When asked if this 

was intimidating for her, she stated that it became a mutual teaching situation, but at the same 
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time this is a student, like all students looking to or receiving direction and instruction from a 

teacher that is not available (because of the lack of knowledge or experience with the tablet). 

“What are the thoughts of the student with respect to assessment of the tutor or teacher, who does 

not navigate well through technology?  “I just haven’t explored the apps that are available for 

kids.” Angelina expressed as she sighed heavily and related the following about the more veteran 

teachers at her school, “Older teachers have refused to adopt the technology and upgrade their 

skills, despite knowing that they have it available and the students want to use. This has made for 

a frustrating experience for students.”   

Disorienting dilemmas manifested themselves early in the study through the reluctance or 

inability to begin using the tablet with the student from the first tutoring sessions.  One third of 

the participants reported this experience in their first reflections.  The reluctance to integrate 

technology manifested in the types of reasons provided by the pre-service teachers ranging from 

forgetting the tablet at home, or not wanting to integrate it because the tutor wanted to meet the 

student first, to Emily not “feeling that for the first session that there was any necessity for 

technology”. 

Overabundance of Applications  

 The third sub-theme was an overabundance of applications that caused the pre-service 

teacher to not know where to begin.  “An overwhelming number of applications are available for 

every topic and can be found abundantly with basic searching on the electronic tablet,” said 

Kate.  Evaluating and navigating through the overabundance of applications was experienced as 

a disorienting dilemma by some of the pre-service teachers.  In confronting the overwhelming 

task of not knowing where to begin or lamenting how much time it would take to figure things, 

pre-service teacher expressed not being able to do well for their students in the eight-week time 
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period for tutoring.  This significant barrier to integrating tablet technology into tutoring that 

posed a disorienting dilemma was the process of navigating through an overwhelming 

overabundance of applications in every phase of all categories of instruction. Sarah relayed that 

her student liked to look at different apps for animals and loves the PBS website for learning so 

she would allow her to explore these. She noted “I feel I have gotten more information that I 

never would have gotten with one-on-one with a student, but there’s a lot out there and you try to 

look for the best and you just get lost in all of them.   Attempting to evaluate what might be poor, 

good, or outstanding selections of technological applications and working to ensure that the 

applications selected would provide a learning benefit, pre-service teacher were presented with 

daunting tasks.  While some pre-service teachers immediately downloaded and began exploring 

whether applications were useful or beneficial, three pre-service teachers relegated the tablet 

strictly to a resource device for defining words, showing Google images to clarify vocabulary or 

downloading of e-books. 

Lack of Appropriate Applications, Functionality, and Continuity  

   Aidan expressed frustration at having found an app that he thought would be beneficial, 

but when he tried to use it during tutoring with his student, the app just would not work.  

Angelina expressed “You can use more strategies in teaching the students with using the apps 

that they offer; it’s just finding the right one that your students need when you’re tutoring” or 

teaching, Angelina said.  She was also afraid to begin using it, thinking she might break it, lock it 

up, or catch a virus and not be able to use it.  

Angelina further expressed, “my student is bilingual and she’s actually more fluent in 

Spanish than in English and there was an app I downloaded and I cannot find that app.  I think 

because it was free it’s no longer free so it just kind of went away, but it was an app I 
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downloaded and I was able to go back and forth between languages because there were some 

words I noticed she would struggle with, but as soon as I would translate them into Spanish she 

would be able to read fluently after that.    

Lack of Experience 

 Two pre-service teacher digital immigrants through their actions expressed anxiety over 

their lack of inexperience.  Angelina for example stated, “I’ve never been one to surf the 

Internet-- I do not have a great amount of experience with technology to begin with.  I’ve always 

been a paper-and-pencil type person.  I like to see things on paper.  I’m not really big on 

technology to be honest” as she chuckled nervously and concluded, “I’m hoping I get more 

interested in technology”.  Emily also expressed the challenge of having to get knowledge and 

familiarity of the tablet and applications.   

Lack of Time 

The response to the great number of apps was the corresponding lack of time to look at 

and evaluate whether they would be beneficial for the student they were tutoring. Emily said, “ I 

just haven’t had the time.” Rachel echoed this sentiment by stating” Time is really my biggest 

issue right now.  I have two small children and I’m also doing field basing and taking 15 hour 

this semester, so I’ve got a lot going on. 

Lack of Student Ability to Practice Outside of School   

Three of the fourteen pre-service teachers expressed the problem of their student not 

being able to reinforce skills learned with tablet technology at home and found this frustrating.  

Table 4.2 identifies the TLT stages from the data collection sources:  semi-structured, beginning, 

middle and end of course interviews, tutoring lesson plans and reflections, cadre conferencing 

blogs, final case study reflections, observation notes, and researcher reflexivity journaling. 
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Table 4.2 

Frequencies of Transformative Learning Theory Stages 
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Changing Perceptions 

Three themes emerged from the middle of course interviews, tutoring lesson plans and 

reflections after the third week of tutoring, and cadre conferencing blogs.  The ongoing data 

analysis and themes which emerged within a phenomenological framework are (1) critical 

thinking and problem-solving, (2) self-generated learning, and (3) collective brain and 

partnership.  The middle of course interviews and tutor lesson plans and reflections after the third 

week of praxis resulted in the emergence of three of the transformative learning stages of skill 

building and confidence and self-examination and self-assessment.  Several subcategories were 

obtained within the transformative framework, which included the pre-service teachers attaining 

reading instruction skills with technology and comprehension with technological tools. These 

themes emerged from the interviews, and also through the triangulating data of tutoring plans, 

reflections, and  cadre conferencing blogs, and holistically addressed the second research 

question:  How did pre-service teacher show changes in delivering reading and comprehension 

instruction using integrative tablet technology tutorial?  The questions that were designed to 

elicit responses to the research questions are as follows: (1) Can you tell me thus far about your 

experiences in integrating technology with your teaching or tutoring? (2) What have been your 

experiences in integrating tablet technology with reading? and (3) What have been your 

experiences in integrating tablet technology with comprehension?   

Critical Thinking and Problem Solving 

 Two of fourteen pre-service teachers designed critical thinking and problem solving 

lessons.  Zoe included math word problems that she would access from standardized test 

websites to assess her student’s ability to critically think about what the problem called for, what 

information was extraneous and what ways the students could think of to solve the problems.  
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She would ask her student, “What is the problem asking for?”  Kate towards the end of the 

tutoring sessions used the aid of an online story map to have her student figure out the problem 

and possible resolutions for story generated problems.    

Self-Generated Learning  

The sixth phenomenological theme of self-generated learning reported by three of 14 pre-

service teachers involved the products from the research based on their integration of tablet 

technology.  Sarah, who had been designing lessons which included research topics such as 

butterfly lifecycle, ocean research and animal research explained, “My student is driven to 

research, so I gave the student lots of opportunity to use technology to gain information and 

knowledge.”  Denise similarly designed a lesson for a student, who already had his own tablet, “I 

will create a greater connection with my student by creating research opportunities for a photo he 

self-selects.  He will then look up some facts on the iPad about the subject and build schema to 

create his story.” 

Marianne designed an open-ended lesson noting, “I am going to let my student use the 

tablet to look up what he wants to since he is very fond of using the iPad to look things up.” A 

commonly noted result in interviews, tutoring lesson plans, and cadre blogs was that creativity 

and self-generated learning would be generated from exploration and researching the internet on 

topics from reading, comprehension, and writing. 

Collective Brain and Partnership   

Collective brain and partnership was the seventh phenomenological theme to emerge.  

Three of fourteen pre-service teachers reflected that they did not feel alone as tutors or teachers 

in field basing because of having tablet technology with them and two of 14 pre-service teacher 

reported being glad to have a back-up partner.  They noted a sense that they using the technology 
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provided them with access to everyone else’s thoughts and ideas about teaching and tutoring.  In 

many instances they related feelings of having a partner or back-up to help them with finding 

materials, lesson planning, ideas and activities.    For example, Jacqueline said, “[I]t’s a sin not to 

[use it] because you got everybody else’s brain.”   She continued “You know it’s a kind of 

partnership; it’s like partnering in school with a teacher.  You can partner with your tablet 

because there are teachers on there all the time like you and developing different strategies.”  

“I am able to go to the iPad for back-up.  One day we went through the lesson so fast reading two 

books and completing some writing, so I just whipped out my iPad and downloaded even more 

apps,” said Brianna.  She felt good about the experience because even though the first app they 

downloaded failed in that they could not figure out how to use or test it, the next few apps helped 

her student actually learn phonics skills needed in order to improve her reading.  “We were able 

to find a Halloween book actually created by a teacher with her class and she (the teacher) 

included comprehension questions about nouns, verbs, and other grammar and this was what my 

student had been studying in school so it suited our needs” Brianna reported.  While Denise 

reported that Google is a “very good friend,” Kate noted that tablet technology “heightens my 

ability and lightens my load a little bit.” 

Skill Building and Confidence 

 The transformative learning stage of skill building and confidence emerged for reading as 

all fourteen pre-service teachers explained gaining confidence at planning and using reading 

applications with the tablets with for their student during tutoring sessions.  

All pre-service teachers expressed being able to enhance their efficacy regarding teaching 

reading skills to the student they tutored with technology integration.  Seven of the pre-service 

teacher reported downloading e-books that provided interactive capabilities permitting the 
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students to be read to with audio, provide read along or independent reading.  Additionally, the 

audio recording of the student reading passages could be played back for checking fluency and 

for the student tutored to determine whether their own reading made sense to them.  Highlighting 

tools for reading with the tablets were also reported by half of the pre-service teachers.  Rachel 

described the benefit of interactive reading of certain books such as Cat Days by Alexa Andrews, 

which allowed for scaffolding independence in that it contained pages with pictures and words, 

then sentences with the pictures, and gradually removed the pictures at the end of the story.   

Lilly reported that after using the tablet to download e-books for her student which he 

read enthusiastically, he could not re-focus on hardback or paperback books on the day she 

forgot to bring her tablet.  Marianne reported downloading online poetry from multiple websites 

for most tutoring sessions that her student would read and write about.  A comprehensive list was 

compiled of all the downloaded applications used for reading, comprehension and writing 

instruction (Appendix L).  

All fourteen pre-service teachers reported using some type of reading phonics and or 

sight word applications.  For segmenting and helping her student learn to decode larger words, 

Taren used the Word Domino app to provide online picture and short segment word cards to 

assist her student in approaching and tackling the longer words she had been accustomed to just 

skipping as she was reading. Rachel downloaded explicit applications for phonics, phonemic 

awareness, sight word recognition, and spelling.  The applications she used were Sight Word 

Sentences and ABC Phonics: Blending Sounds- Book 2. 

Critical Self Examination and Self-Assessments 

Critical self-examination and self-assessments were two additional stages in 

transformative learning that I examined for theoretical validity and triangulation.  While the pre-
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service teachers had an initial set perception of their technology skills and abilities, they began to 

express critical self-examination and assessments about the technological skills they were 

gaining and the abilities to integrate they were showing.  This occurred in their response to the 

middle of course interview questions and resulted in the type of changes they made in delivering 

their instruction or changing the design of their instruction.   This also resulted in the reporting of 

mixed feelings, a sense of powerlessness, and an inability to reach all students.  For example, 

Rachel reflected, “I have mixed feelings about what the future holds for me as a teacher.”  She 

reported feeling elated, motivated and inspired, but also noted, “I was powerless to make a 

difference” as she related not seeing the progress in her student that she had envisioned.  This led 

to the reflection that if she could not do this for one, she could not possibly reach all her students 

and questioning how she would choose which students to assist.     

Collaborative Creativity 

 Creating a story or poem together became a common theme that emerged from pre-

service teacher’s integration of tablet technology with reading comprehension and writing.  Five 

of 14 pre-service teachers reported creating books through the use of technology and co-wrote or 

created their own stories independently.  Jacqueline reflected, “Together we made a FlipSnack 

book summarizing Silverstein’s (1964) The Giving Tree and included the 5 W’s and the H (who, 

what, when , where, why, and how) to create our book.”  She also described an assignment in 

which her student would find interesting images or picture, and that Jacqueline would write the 

beginning of a sentence about the picture or image and her student would have to finish the 

sentence using important details from the picture.  

Lilly reported that Zombie Chuck by Mad Lib was a useful tool in that it not only helped 

her student increase his reading comprehension but also became a tool to help him create his own 



 

149 
 

stories and poems.  Her student researched YouTube to learn how to make SpongeBob.  Lilly 

wrote that after her student wrote the step-by-step procedures on how to make SpongeBob, they 

collaborated on writing an episode of the animated series. 

Aidan, Denise and Taren also reported similar collaborative creativity in writing projects 

they assigned to their students.  Aidan gave his student the assignment to create a book about one 

of his favorite sports which they worked on writing together as Aidan expressed wanting to 

observe how his student wanted to organize the book.  Denise, in the same way, had her student 

develop schema connections to mummy stories and photos they researched and then had her 

student write a story that he read to her and his own family.   

 Because the lines blurred between pre-service teacher and student roles described in the 

generational learning shift evident within the tutoring context, a more collaborative role between 

pre-service teacher and student emerged in which the younger student spotlighted the need for 

use of the technology in tutoring session.  From the collaborative learning environment, 

instruction resulted in creativity and self-generated or independent learning through independent 

researching to find more books, poems, and new knowledge to build schema connection 

foundations.  Reading strategies were also researched and used as part as multiple strategies and 

multiple applications were utilized within single tutoring sessions. Katelynn found the “Reading 

Rainbow app that give you up to five free books that you can read to your student, your student 

can be read to, or your student can read independently.”  The biggest shifts were touch 

technology and the highlighting of text found in many e-books were writing and how often book 

writing and book summarizing became a staple of learning sessions. 

This phenomenological theme of change delivered the catalyst for creativity in providing 

for book writing in lesson planning and instruction, and created self-generated opportunities for 
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exploring the Internet and tablet applications originated with role reversals of students and 

teachers, creation of product and performance based learning that in many instances were 

stimulated by the interests of the students being tutored.  Taren selected a comic collaborative 

book creative assignment for her student because she noticed her student loving the comic book 

genre, and wrote” The app has some very cool features, like being able to draw your own 

pictures or using clip art from the internet. I had my student start drafting up a story.”  She 

further mapped out the steps to write the online book by thinking of pictures the student could 

draw to go along with the story and planned and printed it out for the student’s portfolio. 

Several of the participants expressed this technology integration theme with creativity 

and self-generated learning numerous times in different ways.    For example, Denise was 

interested in motivating her student to read and write more so she incorporated technology and 

creativity together, “to help him get some reading time at home we created a story about 

mummies together.  I asked him to read the story he created to all his family members.  Because 

mummies was a subject he chose, and by creating the story I believe he will get some practice 

when he gets home”.   

Other examples include Aidan working on having his student create his own story with 

words they had just learned and played with on the Text twist application, while Taren had her 

student draw a comic strip.  As Taren stated, “I am really excited to see my student draw and 

write a comic book because I am hoping that since she really likes comics, it will get her more 

into reading and writing.”  Emily and her student also created a collaborative version of their 

own Cinderella story, while Sara located an application called Write about It and would employ 

the prompts about adventure, food or fun for collaborative brainstorming sessions to 

collaboratively write a story with her student using the notepad feature located alongside the 
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pictures or prompts.  “I created a digital story book and I used my iPad to create it, then I put it 

on the Smart Board in my classroom and then let my students interact with it during my field 

basing,” related Lilly.  The more you have it [the iPad], the more you can do with it.  Lilly found 

the tablet to be a tremendous asset as she was becoming more and more familiar with what she 

could do with it.  

Reluctance in Integration of Technology with Writing  

 The third research question posed was how did pre-service teachers show changes in 

delivering writing and writing instruction using integrative tablet technology tutorials?  Despite 

pre-service teachers receiving learning module tutorials on how to create a FlipSnack book, and 

reviewing steps in explicitly teaching the writing process, such instruction was insufficient for 

the pre-service teachers to integrate tablet technology in the writing project as eight of 14 either 

reported that they believe “students need pencil and paper” or otherwise expressed reluctance in 

switching over to using tablet technology for writing or did not integrate technology with 

writing.  Zoe expressed her reasons for lack of tablet use for writing succinctly, “I found the iPad 

tablet to be limited as far as lacking Windows.  Because they don’t have Microsoft office and 

teachers use Word a lot, I don’t think it will be used much. I have downloaded Evernote and put 

a homework app on it, but I am leaning more towards the Windows tablet.” Jacqueline 

confirmed these comments with her reflection, “I used the iPad for everything, except for writing 

papers, because I can’t use Word. There’s no place for Word or Excel.” 

Emily cited writing instruction would be difficult as students would want to be playing, 

be distracted and have a hard time focusing.  She did acknowledge the possibility of teaching 

writing by typing with a keyboard as a way to engage the learning of writing.  
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But the most significant disinclination of tablet technology usage occurred in the area of 

writing instruction.  The majority of pre-service teachers reported being unable to find writing 

applications and utilized the traditional writing instruction with paper and pencil. “I’ve used a lot 

of apps for spelling, vocabulary and sight words,” Kate explained, “but I feel like writing is more 

effective when it’s actually done on paper. When students transfer writing from the tablet to pen 

and paper, they kind of lose the meaning.  So I’d rather do writing more on the actual computer 

paper than on the tablet.”  Kate added.   

Aidan, Brianna and Emily did not implement writing applications because of not finding 

apps useful or appropriate for their students.  “I haven’t implemented much of that (writing) yet.  

I’ve been trying to look through apps . . . I was going with let’s go with create a story using the 

tablet but the thing was I can’t find any good apps for that, which was disheartening.”  Aidan 

explained that they created a PowerPoint instead.  I haven’t been able to find good tools for her 

to practice her writing; [s]he seems to still like regular pencil and paper when she’s writing.   She 

explained that she had just purchased a stylus and was going to have her student try writing on 

the iPad with a stylus to see if that changed anything.  Emily identified her student was as a 

reluctant writing stating, “I personally have had difficulties having my student write.  She’s kind 

of ‘I don’t want to write today’, or I’ve kind of have to force her”.  She found that if she wrote 

alongside the student she would get better and lengthier writing from her. This lead to a 

breakthrough which occurred after they explored multiple versions of the Cinderella story on the 

iPad, including a Disney version, “The best experience we had so far was creating our own 

actual book version of it that we wrote together.”   

The general comments about writing revealed several pre-service teachers relegating 

writing to checking for grammatical and mechanical production of writing.  While this type of 
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usage for instruction of writing cannot be stated as disinclination, it can be seen as having limited 

the instruction of writing to piecemeal segments that did not include the writing process for 

students.  For example Jacqueline stated, “I really don’t know how to use a tablet for writing.  So 

when I assigned the student to write a story I noticed that the story written by student with 

dyslexia not one word was spelled correctly.  Maybe eight to nine percent of the words were 

spelled right so I started to get her to try spelling apps.”    

Rachel reported using apps for limited writing functions.  “I found some apps for tracing, 

but she’s ok with that. “I wasn’t really able to find anything for writing,” she initially reported; 

but in final reflections related that on the 8 Great Word Patterns app by Bugbrained LLC, she 

found that her student “did better with the app than with writing on paper independently.”  

Dissimilarly, Angelina stated “I am finding writing with the tablet more difficult,” and related 

that writing words with an app and with the iPad keyboard was not as effective as an external 

keyboard.  She claimed that typing up a paragraph using copy/paste function helped somewhat in 

teaching the editing process.  Explaining similar dissatisfaction of writing with the tablet, Emily 

noted, “The onscreen keyboard for the app, it was kind of a qwerty keyboard, so I  didn’t think 

that was a good idea to go writing on the iPad since it was kind of more time-consuming.”  

  “For writing, we really didn’t do a lot of writing using the tablet technology.”  Emily 

further related that her student struggled with the tablet embedded keyboard and it took too long 

just to write one sentence.  We used the paper and pencil because we like to write with paper and 

pencil, and I wrote when she wrote so that way she didn’t feel like it was just another task.”   

Rachel also concluded, “It is a little bit more challenging than I originally thought` and I’m not 

convinced that something conventional would not have helped her just as well. The tablet was 

not exclusive to learning.”   
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Denise blogged, “My student does not like writing, and he has been refusing to do it.  I 

feel frustrated because I think he is really scared to write and I do not know what to do about it. I 

need more help with this part.”  One of the suggestions Denise received from the cadre 

conferencing blogs was to have the student draw a picture and then use his own words to 

describe what was contained in the drawing, which seemed to help him. 

Marianne, Taren, and Katelynn, did not provide a third interview, even though efforts 

were made to have them schedule or re-schedule interview times they had missed. Marianne was 

able to explore and locate e-books and e-poetry that she provided to her student for every 

session, and used some of the learning module strategies such as predicting and summarizing.  

She limited the tablet use to a basic reference tool and only on one occasion did she allow her 

student to try gaming applications during a ten-minute break solely as a reward for completing 

other tutoring session tasks.   

Feelings of reluctance or not following through with integration had occurred early in the 

sessions.  At the beginning of the tutoring sessions, Marianne stated “I have not integrated any 

technology with my tutoring, but plan on incorporating it as we continue with our sessions. I 

noticed that I am very aware of my student’s behaviors during our sessions, which is going to be 

a great skill for me to have in my classroom. I am going to try to the best of my ability to 

construct my lesson plans around teaching Izaiah to build his comprehension skills.”   After the 

second interview she reported that she viewed the iPad as a distraction so she only used it for 

reference, such a dictionary.com or Google images.  She viewed herself as having a long way to 

go and lacking the classroom management skills or delivering instruction in reading, 

comprehension or writing.  She did not download, look at or evaluate any technological 

applications, preferring to rely on poems and stories found in hard or paperback books. 
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Katelynn, over the course of the tutoring sessions, did not express any of the lived 

experiences or stages of transformative learning that the other pre-service teachers did.  This may 

have been connected to the fact that the student she tutored was advanced in this tutoring, 

expressed frustration at being there, and insisted the whole point of his being there related to his 

mother wanting him to learn how to read Spanish.  This setting caused a negative curve for the 

pre-service teacher.  

Angelina expressed concerns about wasting student time in looking for and finding apps 

during instructional time.  “So little time is available for instruction, she said, “that I will not 

introduce an app if I have not tested it outside of class.  Insufficient time imposed a limit on her 

ability to locate resources. “I didn’t get to find an app for the writing.”  Angelina did not go past 

the Cassidy writing and did not understand that the Cassidy is an assessment, rather than an 

instructional tool.  Although she stated that a physical keyboard would make the iPad writing 

somewhat better, she claimed that we should not totally forget pen and paper because “I really 

still believe in writing things down and we still have to rely on pencil and paper” Furthermore 

she was reluctant to leave the reliance on pen and paper behind because she was afraid of losing 

data and forgetting passwords. “I’ve not explored reading comprehension and writing apps,” said 

Sara.  “I haven’t honestly been focusing that much on writing just because I see that the student 

needed help with the reading before she can actually write.  You have to walk before you run and 

that’s what we’ve been concentrating on,” revealed Brianna.  

Daily Academic and Recreational Convenience 

Another phenomenological theme that emerged throughout the one-to-one semi-

structured interviews was daily convenience for multiple tasks.  The lightweight portability 

feature of the tablet facilitated nine pre-service teachers using it every day and taking it 
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everywhere for personal, academic, and recreational use.  They reported using academic 

researching on the Internet, communicating boards, recording the professor, using professor 

notes or note-taking functions during class, as well as appreciating the ease of carrying and 

reading e-textbooks, e-books, and teacher reference materials in and out of class.  They reported 

spending free time engaging in social media like Facebook and Twitter and watching Netflix. 

The portability of the iPad made this type of technology eminently accessible and the majority of 

pre-service teachers reported using it everywhere.    

Changes Made in Delivery or Design of Instruction 

  The changes made in deliver or design of instruction are described by answering the 

fourth research question: To what extent did pre-service teachers employ or design learning 

activities using tablet technology and integrate these activities in their tutoring practices?  

Documented in the middle and end of course interviews, tutoring plans, lesson and case study 

reflections, pre-service teacher responses indicated that the stages of transformative learning 

continued throughout the course. Typically included with the use of learning module instruction 

were applications that helped students gain command of vocabulary words, make predictions, 

summarize, connect schema, visualize, ask questions, clarify their reading, and make inferences.  

Some pre-service teachers recounted incorporating dictionary.com in every session so students 

would look up unfamiliar words.  They would also pair this with looking up Google images if the 

definition seemed unclear.    

Tablet Technology Integrated With Reading Strategies 

 For reading instruction, pre-service teachers related continuing to use the interactive read 

aloud, meaning the e-book was either animated and narrated or provided the option of having the 

student read the e-book aloud.  Other options used by the pre-service teachers included using 
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audio books as well as audio to record their students, to allow them to adjust self-pacing and pay 

closer attention to pronunciation. They also used graphic organizers to help the student with 

retelling.  Lilly provided explicit instruction using modeling and guiding research apps for 

reading such as the dictionary app to look up vocabulary words and included a White Board app 

from www.learning.gems.com to write the word and the sentence. This app provided her student 

with the option of saving all of the words and sentences as he progressed throughout the 

semester.  Kate, Rachel and Jane also continued using the interactive books to scaffold reading, 

as well as including sight word sentences apps, TextTwist apps and rhyming word apps. 

The four pre-service teachers also continued using tablet phonics or spelling applications 

to help their students improve reading skills, which focused “segments” and “vowels” to address 

phonetic awareness and vowel sounds.  They also both reported using the app Spelling Bus by 

the seller Pankaj Humad with the version 1.4. This app reads words aloud, shows a picture and 

asks the student to type in the correct spelling.  A main area of creativity and independent 

learning that the pre-service teachers focused on was reading instruction.   Jacqueline, who 

tutored a dyslexic student experiencing letter floating and shifting, reported, “I created a lesson 

with the Tibuktu app for spelling and word creation using the words pumpkin, spider, and 

witches during Halloween with the letters were floating around in large print.”  Jacqueline stated 

that her student loved the app and during the experience did not miss the letter order of the 

Halloween themed words; whereas when Jacqueline called the words without the visual 

application of Timbuktu, the student would consistently miss the letter order. 

Tablet Technology Integrated With Comprehension Strategies 

 This section also directly answers the second research question:   How did pre-service 

teacher show changes in delivering reading and comprehension instruction using integrative 
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tablet technology tutorials?  Eight reading comprehension strategies were explicitly taught 

through learning modules:  predicting, asking questions, schema connecting, summarizing, 

visualizing, inference making, vocabulary instruction, and evaluating.  All pre-service teachers 

reported planning for and using one or more of the eight reading comprehension strategies 

explicitly taught through learning modules and in class discussions.  Through tutoring lesson 

plan reflections, all pre-service teachers reported including teaching seven of eight reading 

comprehension strategies in their tutoring lesson plans and providing instruction with them, with 

the exception of the evaluating strategy.  Table 4.3 identifies the frequencies with which pre-

service teachers reported integrated technology with reciprocal teaching strategies (Oczkus, 

2003) they obtained from the learning module tutorials.  

Predicting  

Kate reported consistently using the predicting strategy with e-books provided to her 

student and had the student make predictions before, during and after reading.  Other pre-service 

teachers reported using the strategy, but it involved application with the hard back and paperback 

books they provided to their students.    

Asking Questions  

Five of the 14 pre-service teachers directly downloaded the reading comprehension 

strategy applications listing their student’s grade level.  These reading comprehension apps 

included story passages followed by comprehension questions.   Taren, for example, chose two 

apps: Abitalk Reading Comprehension (over the solar system) and Third Grade Reading 

Comprehension. Both of these provided a passage or paragraph and then ask about five questions 

each.  Taren reported that her student showed improvement in answering correctly over the 

course of the first four weeks of instruction.  Emily and Zoe reported similar results. 
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Schema Connecting 

Two pre-service teachers -- Jane and Denise -- would commonly include the schema 

connection strategies helping their student’s connections from four separate categories:  text to 

self, text to text, text to world, and text to media using online books they downloaded or to 

research topics and images they would help their students locate on the Internet.   

Summarizing 

 Using the White Board app, Lilly’s student wrote out the beginning, middle and end of a 

story to help him summarize and make inferences with the pictures of a story provided.   Twelve 

of 14 pre-service teachers reported teaching summarizing using e-books and texts.    

Vocabulary Instruction 

 Ten of 14 pre-service teachers reported integrating tablet technology to explicitly teach 

vocabulary.  Dictionary.com was a common website pre-service teachers taught students for 

locating the meaning of words.  Another common practice was to show students how to click on 

the Google Images section, and type in their word to obtain visual images for the words they did 

not know.   Multiple pre-service teachers created vocabulary games using Quizlet as part of 

direct vocabulary instruction.  For her student, Lilly created an ongoing digital word wall 

utilizing the Whiteboard app from Learninggems.com to teach new vocabulary. Zoe researched 

and located an app called Opposite Ocean for teaching antonyms.  These applications utilized by 

pre-service teachers for explicit instruction using tablet integration are compiled and listed 

(Appendix L).    

Making Inferences 

Aidan used the app 4 pics, 1 word and mondaypunday.com to engage his student in 

working towards building background knowledge and learning how to infer things from pictures 
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or text.  Lilly also reported using the White Board app to teach her student how to make 

inferences about text.   

Visualizing 

Emily used visualization for her lessons, but did not integrate technology applications or 

websites for the process of reading comprehension.  She stated she was just having her student 

visualize as he read words.   

Evaluating 

No pre-service teachers expressed using the evaluating reading comprehension strategy in 

their interviews, tutoring lesson plans, reflections or blogs. 
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Table 4.3    

Frequencies of Technological Integrating of Reciprocal Teaching Strategies 
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Multiple Reciprocal Strategy Instruction with Technology 

More reports of pre-service teacher and student writing were abundant by week four of 

tutoring.  Angelina created her own story to use the reading comprehension skills she had seen in 

the learning modules.  She wrote, “We are going to warm up with a short story I create to a vivid 

picture in the student’s mind.  I want her to visualize the short story and complete a 10 minute 

quick write.”  Later in the tutoring session she asked the student to summarize the story. In her 

reflection, Angelina wrote, “to complete the session, the student wrote two more pages in a 

homemade book the student was writing and illustrating.”  

Reading comprehension strategies from the learning modules became standard usage by 

the fourth week of tutoring.  Pre-service teachers located several reading comprehension 

applications, and coupled them with multiple comprehension strategies throughout their tutoring 

sessions.  In teaching reading comprehension, Jacqueline reported using and creating Quizlet for 

vocabulary instruction, which is a timed game with definition matching. Quizlet was one of the 

applications that had been demonstrated on Blackboard in one of the learning modules during the 

fourth week of the course.  Kate also used apps to further her student’s reading comprehension 

and related that she downloaded the Second Grade Reading Comprehension app from the Apple 

store, which had pictures and five free short stories with three simple reading comprehension 

questions.  She evaluated the app use as effective in that it became increasingly complex as the 

student increased her reading levels and comprehension.  Similar to Kate’s experience, Zoe 

stated she used the origami apps with a Scary Haunted House app to teach reading 

comprehension and explained that the student would follow step-by- step instructions for folding 

or would read a page in the scary story and then provide recall data and answer higher order 

thinking questions at the end of the chapter. In these teaching experiences the pre-service 
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teachers reported feeling a greater sense of success in meeting the reading and comprehension 

needs of their students. 

Tablet Technology Integrated With Other Comprehension Strategies 

 Aidan, who had suggested the lumosity.com website for improving comprehension, 

reported that his student convinced his family to purchase it for him to it could help with 

comprehension and memory skill retention.  Dissatisfaction was reported by Katelynn who used 

the Garfield truth or fiction app because the focus was too narrow –having the student determine 

if text was true or false.   

Tablet Technology Integrated with Writing  

 Three pre-service teachers--Taren, Lilly, and Aidan-- reported using tablet technology to 

impact and improve student writing.  Taren wrote, I had an app on my iPad called Write about 

This and I used it twice to help my student overcome the embarrassment about her handwriting. 

The app also helped her because she could have it read back the sentences she wrote and when 

they didn’t sound right to her, she would make self-corrections.” 

 The Zombie Chuck app provided Lilly’s student with the opportunity to create stories or 

a poem after presenting him with reading passages and a cloze test.  Lilly noted that she was 

impressed with her student after their interactive writing time using the app.  She stated, “Last 

week with the online picture visual project, my student was very detailed with his story, and 

there were minimal grammatical errors.”  During the writing time, she found that he no longer 

required redirecting to stay focused.  She liked the app and found it to be a good fit for her 

student because it allowed him to use comprehension skills and have fun creating a story or 

poem at the same time. Lilly stated she also had her student practice writing with pen and paper.  
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 Because Aidan was having difficulties incorporating an app with writing, he improvised 

and helped his student write and create a story using visuals with Microsoft PowerPoint, and 

noted some improvement in his student’s writing which he attributed to engagement in the 

process.   

 Eight of 14 pre-service teachers did not find or report integrating tablet technology with 

writing.  While some used various strategies, such as Collaborative Monster Drawing to get the 

student to write descriptively, however, the efforts they made appeared to be met with less than 

success or enthusiasm by the student that the pre-service teachers had hoped. 

Tablet Technology Integrated with Art  

Two pre-service teachers used tablet images to facilitate students’ drawing pictures.  To 

prompt her student to write descriptively, Katelynn downloaded the Collaborative Monster 

Drawing app, so she and her student could collaboratively draw a monster before her student 

used the drawing to write a descriptive piece.  Marianne reported her student had a much greater 

preference for drawing than writing and used the tablet for inspiration for his drawings. Both pre-

service teachers were disappointed with the drawing apps in that Katelynn found that her student 

did not describe the monster after naming it, and Marianne reported that her student would write 

a quick word or two, but then he “was more concerned about drawing.”     

Multiple Strategy Applications  

Multiple strategy applications also became a staple of the tutoring lesson plans and 

implementations. Pre-service teachers found one app could be used to incorporate reading, 

comprehension, and writing.  For example, Kate described the Phonics 2-3 app as one that had 

short stories to read, followed by comprehension questions, and then a section requiring the 

student to write answers as she checked for spelling and comprehension.  Lilly also demonstrated 
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this theme with vocabulary, researching and writing when she stated, “We were starting to build 

a word wall, but I didn’t want to just build a paper word wall, I wanted to do it digitally.  So he 

really didn’t know enough about it, so I brought up the search engine and I taught him how to 

look up things on the search engine.  So before we even started reading on the subject, you 

know, he was able to develop background knowledge and understanding on it.”  She describes 

this part of the learning as an “aha moment” that stood out in her mind and related the 

wonderfulness of it as helping her student build schema connections.  She felt a “concreteness” 

of learning or an amazing “right there” shift that could increase comprehension as well as 

exhilarated that she was able to “set [the learning] up—that’s really good.” 

  Multiple strategy instruction for incorporating reading, comprehension and writing 

occurred with the self-generated learning with the tablet.  In using a grammar app, Emily related 

that she used the iPad to teach spelling, vocabulary and sight words for her student’s writing at 

grade level.   Lilly asserted, “We also do pen and paper, because I think that it is important as 

well.   I like the apps on the computer but I also feel that students have lost their ability to 

actually to physically write so weekly we do a writing activity.”  After her student wrote a story 

about SpongeBob using Zombie Chuck, she had the student complete inference making exercises 

on the iPad using the White Board application.   Denise used the Endless application she 

considered not only as fun, but also as an opportunity to build his word vocabulary.   

Another result of this creativity, self-generated learning, and multiple strategy application 

was the opportunity for the tutor to integrate existing strategies with those outside the learning 

modules and offer other types of comprehension instruction in a content area where they felt 

most comfortable.  For example, in teaching comprehension in week four, Zoe explained to her 

student that she could learn math by asking a lot of questions while solving word problems to 
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decipher from the language what problem solving skills or strategies she could master from 

questioning the text.   

  Angelina remarked, “I think we all want to see something different, like if you were 

talking about another subject, another country, we don’t just have to imagine it, we can go and 

look at it, so I find myself wanting to research. I kind of just Google apps for reading 

comprehension and some came up and some had glitches and some didn’t.”  This independent 

need for research continued into her tutoring sessions.  “You get more updated information that 

the kids enjoy,” she continued. In one tutoring instance her fourth grade student excitedly noted 

that her teachers had informed her that the whole school would be getting tablets within two 

years.  The next assignment during the tutoring session was to research the time frame and the 

student learned that some schools in the district already had iPads and that her school was slated 

to receive iPads by the time she would be in the sixth grade, to which the student exclaimed, “I 

can’t wait for that to happen!”  The research also informed the tutor that the tablet initiative was 

designed to alleviate the back problems that can result with upper class students carrying six 

large textbooks. The librarians at the student’s school were already beginning e-book collections.  

Another part of the initiative involved the purchase of portable keyboards so that each student 

could write with the technology and submit homework via email instead of handing in papers. 

This session was noted in her reflection to be one of the most engaging her student had been 

because of the real world applicability. 

The other benefits that resulted from tablet usage were exploration, engagement, 

motivation and excitement.  “She just loves it,” Jacqueline noted.  “They’re more excited for 

tablets and all that electronic stuff, so they are paying more attention to what they are going to do 

instead of paper, pencil, and get them out of the boring routine,” concurred Emily.  “I was all for 



 

167 
 

technology even before I started this, but I don’t think that I was aware of how much technology 

could motivate my students to learn and to read.”  Lilly observed.     

The self-generated learning encouraged other content instruction by pre-service teachers 

as well.  “I integrate that tablet and we either do you know zombie math—it’s either zombie 

math or it’s reading.  It is a history lesson or science or something.”  Lilly averred. The English 

second language learners having that (the app) would just be so helpful “because it worked so 

well with her bilingual students whose fluency and meaning making improved,” Kate noted.  

Critical Self-Examination and Self-Assessment 

  Two pre-service teachers whose major area of teaching concentration in Math both 

expressed inability or trepidation in integrating tablet technology into tutoring literacy.  Three  of  

the 14 pre-service teachers reported self-examining their abilities not only to integrate 

technology into their tutoring practices, but also how to change their practices for the better to 

impart reading, comprehension, writing, and other content knowledge. The areas of growth and 

change occurred between the middle of course interviews and end of course interviews.   

Zoe reflectively wrote, “When I entered as a tutor, I didn’t think I could do it.  I had never 

tutored someone so much younger than myself because I was under the impression that kids did 

not like me.  As a result of the program, I find that I feel like I can teach any age/grade. I had felt 

confined to teaching only the upper grades in school because I lacked the confidence for teaching 

a developing reading and writer.  With the live tutor sessions, the class has helped me to grow in 

the understanding of my own abilities, as well as how I can impact even a youth.” 

 Zoe was able to demonstrate the self-examination, assessment, confidence building and 

planning for a new role.  The transformative process of the disorienting dilemma for Zoe was 

feeling a sense of inability and then processing until she reached a stage of feeling confident 
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about teaching any age/grade.  Marianne wrote, “I was on the scared side as I did not know how 

I would be as a tutor for reading and writing.  I am more comfortable with math and science, so I 

did not have any confidence going into the sessions.” Although she was not having fully 

converted to teaching literacy because of her passion for math, she reported having the 

confidence in her ability to teach students literacy.  

In exploring new roles, Sarah described the change from her initial thoughts about using 

tablet technology as a reinforcement tool from learning that it could be used for much more.  She 

conveyed, “I didn’t realize how much research [technology] could change the teaching.  .  But 

now that’s really on the back burner. I’ve realized you can really use technology and it becomes 

a chunk of your lesson. It can be the main focus.” 

 Lilly reported how technology changed the kind of books she used for tutoring with her 

student. “The one time I actually brought in a paper book after I had already introduced him to 

the tablet for a few weeks, and I thought to myself, ‘I’m going to bring a paper book, and see if I 

can do something a bit different instead of using the tablet.  He didn’t like it,” said Lilly.  She 

found that her student had a hard time focusing, staying interested.  She described it as the worst 

tutoring session she had ever had, and made a note to bring in the tablet and e-books for each 

session. .   

Kate expressed self-examination regarding exploring second language applications.   

“This app made me think of just having students in the public school who are English second 

language learners and making it available would just be so helpful and so the whole experience 

for my student was just a really amazing experience for me as well.”  Kate reflected.   
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Emily noted “I know that I wouldn’t have used the tablet that you let us use and I don’t 

think my tutoring sessions would have gone further than pencil and paper, but I’m glad I did 

because it has helped me a lot. I’ve even purchased my own iPad now.” 

The pre-service teachers critically reflected their own assessment of assumptions in their 

tutoring lesson plans and reflections. Sara realized an assumption she had was different after 

utilizing tablet technology.  Kate further assessed her own practices:   “I didn’t realize how much 

research could change the teaching I did.  I learned that the technology could go beyond being a 

resource tool to becoming a main focus of the lesson.”  Discovery and student centered learning 

occurred with her exploration.  “I think apps have been a great part of her learning experience –

just the interaction and having her I think it’s just a little something extra –it motivates them to 

learn on the tablet,” concluded Kate who had been worried that she would be unable to help her 

student.  When she shared a spelling app with the student’s parent and learned that her student 

who struggled with spelling in the past is now acing all her spelling tests.  

“There is frustration in the classroom.  In the normal classrooms a lot of our teachers that 

are older don’t have the updated technology, the skills to teach in the upgraded [ways] and the 

students have it and want it and the teachers stick with ‘you’re going to do it this way’”, 

observed Angelina.  She felt was a bit more comfortable, but did not consider herself improved  

100%.  She acknowledged she had to practice more, but was still a long way from growing up in 

the times of using a typewriter that had a self-correction key.  She had been shying away from 

the Smart Board because she was afraid to break it.  She has begun integrating the Smart Board 

and the tablet into her lessons. Denise reported the need to obtain more research on dyslexia to 

further help her student.   
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Recognition that Discontent and Process of Transformation Shared 

This stage is rooted in the awareness that change must occur for growth in learning and 

practice to create transformation.  It is the stage in which the learner acknowledges that there are 

more actions to be taken, more to be gained and learned in order to for higher levels or goals to 

be achieved.  Taren wrote in her reflection of the third tutoring session, “I was sad that I did not 

get to integrate technology into this last session.  The only thing we used the iPad was to look up 

an accurate definition.  I am hoping to find more apps that allow me to place technology into my 

tutoring sessions.”  This stage was noted frequently in the discontent statements made by pre-

service teachers even after reflecting on a successful tutoring session.  Aidan related, “The 

summary work and the finding of new words with the Text Twist game helped my student 

respond well, but I want to find more ways of teaching vocabulary to improve comprehension.”    

 Angelina expressed her discontent and transformative steps this way, “I feel as though 

my last tutoring session could have been more encouraging for the student.  If I would have fully 

prepared with more options for reading on my tablet,  I would have been able to help my 

students have a variety of things to choose from in reading that were entertaining to her,”  

Angelina did not introduce technology into her first session as planned. She revealed not being 

accustomed to having technology at home. “I am hoping with next week’s lessons I will be able 

to use technology to help bring a variety into the lessons especially for the phonics instructions 

and read aloud,” she explained. 

Exploration of options for new roles, relationships, and actions 

 Exploring of new options requires more than a mere change of course from one direction; 

transformative exploration of options requires a mind shift and a direction separate and apart 

from one in which the person had previously been pursuing.  This stage is referred to as an eye 
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opening, eye popping, or “aha” moment when relating to roles, relationships and actions.  For 

example, Lilly discovered that not only was she using the teaching of explicit comprehension 

strategies to help her student, but also that explicit instruction on technological applications of 

comprehension strategies was needed.  She stated, “I really think this is where the world is going 

and I think it is not going to take as long as we think.”  As she reflected on her belief, she 

expressed how “extremely important it is to teach tech comprehension strategies.”   

  Kate found the tablet technology accessibility eye opening as she noted, “I also was not 

aware that how easy the apps were to access and that each aspect of reading or whatever struggle 

you have be having can be aided with technology.  “Each method or app made available is so 

easy, which was definitely an eye opener for me.” Kate explained that she used a least ten or 

more apps with her student, but she was personally impacted most by her two year old son, who 

picked up the tablet and within two to three days was navigating it so easily that he was 

becoming much more advanced in using puzzle solving and learning colors than other students in 

his daycare.  

Planning a Course of Action, New Roles and Acquiring Knowledge and Skills  

Five of fourteen students expressed a change in course of action from the path they had 

previously been following.  Jacqueline reported, “This has made me want to be a reading 

specialist and I talked to my guidance counselor about it and she told me I could test into it.”  

After spending time finding technology applications that helped a student she tutored who had 

dyslexia, she decided to changer her focus and become a reading specialist. Other pre-service 

teachers reported their actions using tablet technology made them to want to incorporate tablet 

technology.  According to Lilly, “The pre-service teachers in our class without tablets realized 
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that by watching my student using the iPad, or by talking to me about it, they were able to see 

that integrating technology was a positive thing— so they wanted to borrow a tablet.”   

 Aidan, too, expressed an interest in seeking dual degrees in math and reading after taking 

this course and gaining more confidence. “I didn’t think I would get this interested in reading.  

This was a class I had to take for my degree and it became so interesting to see how students 

would get interested in reading,” he expressed.  He stated that his initial thoughts were that this 

was going to be a boring course that he just had to get through to get his degree.   

 These new roles and changes occurred both professionally and personally.  Emily shared 

that she was quite intimidated by technology at the beginning of the course. 

  I tried to stay away from it in the beginning, because I was not 

sure how I would incorporate it into my lesson plans.  But then I 

just found it much easier than I thought.  My student liked it better 

when we used it.  We used it for vocabulary words, the dictionary, 

and, of course, the apps; and I began downloading my lesson plans 

on it. So I went out on Black Friday and purchased my own iPad, 

because it was so user friendly and I had not issues with it. 

 Emily was able to find apps that had stories and comprehension questions by going to the Apple 

store and finding free apps.  One of those had a reader correctly reading text with expression and 

she found that it helped her student slow down and read with expression and provide new 

meaning to the words and stories.  She felt her student liked the comprehension questions at the 

end of short stories and stayed attentive during while reading.   

Sarah also related that she hoped to integrate technology with her class and could see 

using the tablet to integrate lessons and assistive technology for her special education students.  
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She acknowledged that technology is an integral part of the future of teaching and her next step 

would be to learn how to use it for a large scale or whole class of students.       

Provisional Trying of New Roles 

 The trying of new roles emerged for four of fourteen pre-service teachers.  Sarah, while 

not necessarily considering herself at the top of the technology pyramid, reported a growing 

confidence and assurance in becoming a tutor.   The first week she exclaimed, “Oh, my God, 

what am I doing?”  I didn’t want to say I was anti-technology, but I had very little experience.   

At the end of the session, Sarah expressed not quite becoming a “guru”, but felt she had many 

resources, knowledge about where to go, blogs, ideas, and research skills.    

 The three other pre-service teachers explored being consultants to the parents about the 

apps that were beneficial to their students.  They also spent time consulting with other 

professionals about how best to get better at tutoring or teaching the students they tutored. 

Re-Integration and Perspective Transformation  

 In this stage of transformative learning, a re-integration or perspective transformation 

occurs in one's life on the basis of conditions dictated by one's new perspective ” (Mezirow, 

2000, p. 22).  Four of fourteen of the pre-service teachers acquired more competence and self-

confidence from integrating tablet technology in their literacy studies.   

  Kate said,  

I didn’t think I would use it so much.  I thought maybe I would use 

it from the last one or maybe use it for her break time.  I was going 

to let her play games on the tablet for her break.  I didn’t really 

realize I would be using it for that much incorporating into the 

actual writing activities, reading activities.  I just was like okay this 
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will be something fun for her to do, but it actually was the whole 

lessons developed around it at times 

Aidan, too, found he was more confident and qualified after discovering his interest in 

reading instruction, and after being perplexed by having to take a literacy course when math is 

his area of concentration.  He said, “I realized I would go for reading certification if I was going 

to be at the university longer.”  

Jacqueline mused, “I was so technology ignorant because I’m 60 years old and I didn’t 

use computers. Now I create and plan something for an individual and watch them grow and 

learn . . . and it’s made a huge difference.”  

Emily found the tablet so user friendly, she went out and purchased an iPad on Black 

Friday, the shopping day after Thanksgiving.  She did so because she saw it as a good investment 

and wanted to buy apps for it.  One of the apps had a lot of books with a model reader to share 

with her student.  She downloaded a reading comprehension app that had passages with 

questions for her student to answer.  She also shared surfing the web with her student for 

research and Google images.  The idea of teaching a whole class with kids using iPads in the 

future appeals to her, after she has a “decent amount of professional training.”         

 Angelina concluded during the end of course interview, “We are going to buy all three of 

my own kids an iPad each for Christmas. “  She had previously expressing reluctance to use the 

tablet because she initially thought they could only be used for games.  

Reintegration of transformative learning could lead to a sense of personal empowerment 

and emancipation for the pre-service teachers themselves or as Jacqueline related, “in adaptive 

education (AE), the severely disabled students are able to at the click of a button cause 

something to happen and they get a sense of being able to control something and this is different 
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from their whole lives because they have been so controlled or unable to control much of any 

other aspect of their lives.”  From these statements Jacqueline began to find the freedom to look 

at ways in which literacy instruction changed how she views tablet technology integration with 

students as a gateway to empower and free them to do whatever they choose with their lives.  

Angelina also shared this sentiment, “We have to be ready for them.”  Angelina who still 

believes  in paper and pencil writing, acknowledged the great ways tablet technology is helping 

special needs students express themselves with voice recognition—speech to text and audio 

books usage helping with reading fluency and comprehension.  Kate further reflected that after 

concern about not being able to help very much, discovery that with the help of the technology, 

she was able to meet her student’s needs.    

Eleven of 14 pre-service teachers reported confidence building and transformation from 

experiencing the tutoring process of the course.  Sarah reflected, “I can do this now, whereas I 

only wondered about it before.  I know reading, comprehension and writing go together, they do, 

but I can take them apart and focus on one thing at a time. That for me is huge. I know what I’m 

doing and what strategies to use now.”  Zoe also reflected, “As a result from the program I find 

that I feel like I can teach any age/grade.  I had felt confined to teaching only the upper grades in 

school because I lacked the confidence for teaching a developing reading and writer.  With the 

live tutoring sessions, the class has helped me to grow in the understanding of my own abilities.” 

Reaching a similar conclusion, Marianne wrote that she now had the confidence to be able to 

tutor again, and while not fully converted to just teach literacy because I have a deep passion for 

math, she felt capable of to teaching this subject.   
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Chapter Summary  

This chapter discussed phenomenological and transformative learning themes that 

emerged from the semi-structured interviews, tutoring lesson plans and reflections, cadre 

conferencing blogs, and final case study reflections, as well as researcher reflexivity journaling.  

Interview questions were introduced and the four research questions were answered by the 

essential essence statements that derived from the data.  Chapter Five provides a brief overview 

of the essential essences statements that were ultimately answered in Chapter Four, and provides 

the implications, recommendations, and challenges that were gleaned from this study.  These 

implications and recommendations may be valuable to pre- and in-service teachers, teacher 

educators, district and campus administrators, and educational leadership at institutions of higher 

education. 
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CHAPTER 5: DISCUSSION AND IMPLICATION OF FINDINGS 

This chapter contains a discussion of the findings, the implications, and conclusions 

presented by the researcher.  This chapter is organized into the following sections:  (a) study 

overview; (b) discussion of themes; (c)  implications for pre-service and in-service teachers; (d) 

implications for pre-service teacher’s praxis; (e) implications for teacher educators; (f) 

implications for school administrators; (g) implications and recommendations to foster 

transformative learning; (h) researcher as instruction implications for qualitative research;  (i) 

challenges to integration of technology and reading instruction; (j)  challenges to the integration 

of technology and comprehension instruction; (k)  challenges to integration of technology and 

comprehension; (l)  linkages to the review of literature; and (m) recommendations for future 

research.     

Study Overview 

The purpose of this phenomenological study was to explore and understand the lived 

experiences of pre-service teachers who integrated tablet technology in their reading, 

comprehension, and writing instruction as they tutored students during a diagnosis and correction 

of reading problems course. Two theoretical frameworks, phenomenology and transformative 

learning, were employed as intersecting theories in a case study approach of 14 pre-service 

teachers who volunteered for the study.  Additionally, the researcher participated in an interview 

of the interpretive researcher prior to the conducting of any data collection to bracket biases, 

track the emotional and intellectual journey, and, more importantly, to ensure ethical standards of 

research.  The researcher/instructor was required to ensure the safety and well-being of the 

participants to guard them from potential coercion or manipulation throughout the interviewing 

and data collection process. Phenomenological themes and transformative learning stages 
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emerged from the data collection and analysis.  These included semi-structured interviews, 

tutoring lesson plans, reflections, cadre conferencing blogs, and final case study reflections 

prepared by the pre-service teachers throughout the course.  Observations were made and a 

researcher reflexivity journal was used to bracket for biases or prejudices that might be arising 

during the collection and analysis of data. 

The theoretical frameworks of phenomenology and transformative learning theory were 

selected as recommended structural underpinnings in the review of literature for research in 

technological integration in content areas. While no literature was available that utilized an 

intersection of phenomenological and transformative learning theories to explore tablet 

technology integration during one-to-one learning experiences for students in grades 

kindergarten through eighth grade, both phenomenological and the instrumental and 

communicative epistemologies composing transformative learning provided a strong case for 

their use as  unifying and underlying theoretical frameworks for case studies exploring 

experiences with technology (Cilesez, 2011).   Transformative learning theory (TLT), one of the 

most prolifically researched theoretical frameworks, also provided promise in the realm of 

establishing a baseline for transformative learning instructors (Mezirow, 2000; Taylor & 

Cranston, 2012) who make explore ways for improving training for pre-service teachers that 

accommodates the fast paced technological advances occurring in this 21st century. 

The direction of this study was precipitated by a lack of research presently available on 

pre-service teachers required to integrate tablet technology in literacy instruction to provide high 

quality instruction to students learning to read, comprehend, and write texts.  Additionally, the 

direction of this study was determined by the literature review relevant to abundant studies 

leading to technological, pedagogical, and content knowledge (TPACK) in education. This 



 

179 
 

review of literature reveals that while the work in qualitative, quantitative and mixed methods 

studies is being conducted in education involving technological integration, too few researchers 

have explored pre-service teacher training programs in university settings coupled with the best 

ways in which to teach reading, comprehension, and writing, including the integration of 

technology.   

The following discussion presents the study’s conclusions to four research questions: 

 How did pre-service teachers describe using technology integration in delivering 

reading, comprehension, and writing instruction?  

 How did pre-service teachers show changes in delivering reading and 

comprehension instruction using integrative tablet technology tutorials?  

 How did pre-service teachers show changes in delivering writing and writing 

instruction using integrative tablet technology tutorials?  

 To what extent did pre-service teachers employ or design learning activities 

using tablet technology and integrate these activities in their tutoring practices?   

The previous chapter presented the research paradigm, the biographical background of 

the pre-service teachers, the essential essence statements or themes that emerged from the data 

collection and analysis, together with an analysis and examination of the stages of transformative 

learning that emerged from the research. Ten themes that answered the four research questions 

and derived from the data collection and analysis process were arrived at by utilizing Saldana’s 

(2013) holistic coding cycles and Giorgi’s (1997) four step analysis process of (a) epoche, (b) 

eidedic reduction, (c) imaginative variation, and (d) essential essences.  
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These essential essence statements or themes were obtained by constructing and 

deconstructing emerging phenomenological themes generated from all of the data.  The ten 

essential essence statements or themes are listed as follows:  (a) generational learning shift, (b) 

cognitive disassociation with learning, (c) paradox of gaming, (d) technological disinclination, 

(e) critical thinking and problem solving, (f) self-generated learning. (g) collective brain and 

partnership,  (h) collaborative creativity, (i) reluctance in integration of technology with writing,  

and (j) academic and recreational convenience.  Additionally, the ten stages of transformative 

learning theory were coded from the data as gleaned from the data collection process:  (1) a 

disorienting dilemma, (2) self-examination, (3) a critical assessment of assumptions, (4) 

recognition that one's discontent and the process of transformation are shared, (5) exploration of 

options for new roles, relationships, and actions, (6) planning a course of action, (7) acquiring 

knowledge and skills for implementing one's plans, (8) provisional trying of new roles, (9) 

building competence and self-confidence, and (10) a re-integration into one's life on the basis of 

conditions dictated by one's new perspective. 

 This chapter discusses the implications and recommendations derived from the essential 

essence statements or themes and the TLT stages. This chapter contains the challenges and 

recommendations for groups that may benefit from this study: researchers, pre-service teachers, 

in-service teachers, teacher educators, district and campus administrator and higher education 

department chairs, deans, and educational leaders.  Linkages to Common Core State Standards 

(CCSS) integrated with tablet technology, theoretical frameworks, and the literature are covered 

as well, as suggestions for future research endeavors.    
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Discussion of Themes  

 The researcher identified ten essential essence statements or themes which emerged from 

the semi-structured interviews, tutoring lesson plans and reflections, cadre conferencing blogs, 

and final case study reflections.  Each theme will be discussed alongside important implications 

for pre-service teacher efficacy, pedagogical content knowledge, praxis and other educators and 

institutions.   

Generational Learning Shift 

 The first theme resulting from the collected data was generational learning shift.  Three 

of the 14 pre-service teachers expressed learning from their children or grandchildren as they 

began learning how to use tablet technology and download applications. This theme was later 

mentioned by two of the three pre-service teachers as they shared the tablet with their child or 

grandchild. This finding is an important research implication for pre-service teachers regarding 

their willingness to set aside notions of authority based on age, the biological age of the teacher, 

and related assumptions.  This finding coincides with Freire’s (1970) emancipatory views in 

which people are free to construct their own ideas concerning their knowledge acquisition and 

become a part of a democratic education in which the teacher is a learner and the learner can be a 

teacher.  This view can aid pre-service teachers who may be reluctant to integrate tablet 

technology because of disorienting dilemmas and fears about knowing less than their students 

who use and research with technology for a variety of purposes.   

 In response to the research question of how pre-service teachers described using tablet 

technology to deliver reading, comprehension, and writing instruction, pre-service teacher were 

able to look for family support.  Pre-service teachers’, Denise, Jaqueline and Kate, to a greater 

degree than the other pre-service teachers in the study, began at the outset of the study from the 
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place of never having utilized tablet technology for educational purposes and by the end of the 

study having learned how to use the tablet for reading, comprehension, and to a lesser degree 

writing instruction.  The two of the three pre-service teachers, Jaqueline and Kate, also reported 

undergoing aspects of all ten of the transformative learning stages. 

 The implication that can be drawn from this theme is the positive association that can 

result from pre-service teachers family members impacting the use of tablet technology for 

learning educational apps and learning activities to foster and improve their literacy instruction. 

Whether or not there was a link between the reliance upon family members to assist with tablet 

technology usage and a reaching of perspective transformation was undetermined. 

Cognitive Disassociation with Learning Implications 

 This themes speak to the power of technological games and tablet usage to be considered 

to a high degree of sensation, fun, entertainment, and enjoyment that pre-service teachers and the 

students they teach do not realize that they are learning.  The lack in perception is positive 

because teachers and students are engaged and motivated to continue learning past the time for 

outdoor activities and can benefit learning, especially during seasons of cold or inclement 

weather.    

 As more training occurs for pre-service teachers concerning the research base and support 

that games offer for positive student outcomes the more likely the result that the cognitive 

disassociation with learning will be reduced. 

Circumvention of Learning and Distractedness Implications 

Classroom management issues continue to plague new and veteran teachers when the 

student they teach display behaviors that circumvent learning or distract others from learning.  
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To prevent behavior issues from creating a negative atmosphere, pre-service teacher trainings 

that include behavioral strategy instruction can be used to increase rather than hinder usage.   

Countering Technological Disinclination 

   While tablet technology is being welcomed as having the potential to improve literacy 

education for all students (Al-Hazza & Lucking, 2012), this study as confirms the McGrail et al., 

(2011) finding that insufficient integration of technology use in the classroom is not benefitting 

students.  If technological integration can have a chance at providing greater educational tools 

and assistance for students, the instruction for teachers takes into account the need to dispel 

notions of authority and the myth that authority and power of the teacher rests with his or her 

knowledge base being perceived as greater than anyone else’s in the classroom. The tablet, with 

Internet access to all of the world’s information, is a tool that equalizes the acquisition of 

information.  But equal access to information for all does not have to result in a destabilization of 

authority.  Teacher training must include candid conversations about the development and 

fostering of the democratic classroom in which the teacher, as facilitator of learning for all, 

directs the class in finding accurate dependable information that can used to grow a talent and 

knowledge base.  The teacher, as facilitator, becomes an equal recipient of a wealth of 

knowledge and information that he or she acquires and learns from students.  Classroom 

management discussions about appropriate use procedures and ways to accomplish the learning 

goals the teacher sets are a fundamental element of teacher training as well.   

 Beyond using tablets for tasks such as receiving and sending email, teacher training in 

technology integration must include using tablet technology to benefit students directly, and to 

practice their use for teaching reading, comprehension, and writing with tablet applications that 

are specifically targeted to the learner’s needs.  The technological integration skill development 
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should include the building and development of constructivists beliefs that Teo and Ching (2009) 

describe for teachers by providing them with multiple course opportunities with tablet 

technology that allow for the frequency of use and afford them with time to develop the acumen 

and confidence described by Anderson, Grouix & Maninger (2011) for teaching with technology 

to counter the dilemmas pre-service teacher describe.  These include the lack of time or direction 

to learn which applications work, which ones do not, and how they can best be directed for 

student benefit.   

For the positive outlooks to be achieved as described by Larson (2012); more effort must 

be made to help pre-service teachers integrate tablet technology in all the content areas-- literacy, 

math, science, and social studies classrooms, to instill the understanding of technological 

advantages over traditional instruction.  Otherwise, the pre-service teachers who relegate the 

tablet for use for little more than an electronic picture dictionary, as three pre-service teachers 

did in this study or after instances of gains made revert back what Scott and Mouza (2007), and 

Goodlin (2012) refer to as a lack of willingness mindset.  Countering the mindset requires large 

numbers of pre-service teachers to be trained in sustained and continued collaboration as 

suggested by Becker (1994), which can be achieved through the offering of more cadre 

conferencing blogging in courses to create a positive sharing exchange that resulting in increases 

in successful technology applications in reading, comprehension, and writing usage.   

Overcoming Disorienting Dilemmas 

While researchers Xiaoqing-Guo, Dobson, and Petrina (2008) found that no significant 

difference between the information and communication technology among pre-service teachers 

existed, pause should be taken to acknowledge the growing evidence that a lack of initiative to 

integrate technology with instruction is found in both groups of digital immigrants and digital 



 

185 
 

natives -one digital immigrant who did not integrate tablet technology applications with literacy 

instruction and three digital natives who also did not use technology integration beyond 

downloading of e-books, e-poems, and dictionary.com.  This lack of digital resourcefulness may 

be more a function of attitude and not ability.  Because this study was conducted over the course 

of eight weeks of tutoring, it is not a definitive study of long term course preparation or 

continuing and proficient technological integration development that can result for practice and 

implementation.  Pre-service teachers  who did not acquire the technological skills within this 

eight week course to teach in the digital classrooms of the 21st century can remain optimistic that 

the best training can be achieved through continued learning and practice and that the course for 

many was only introduction to integration of tablet technology in their pedagogical and content 

courses.   

Pre-service and in-service teachers who have not yet obtained access to or begun to learn 

navigation of tablets and tablet technology can be provided with a course focus that a 

fundamental world shift in information access and learning experiences require fundamental and 

comprehensive shifts in the way they will be obtaining information, instructing students how to 

navigate through the wealth of information, determining information reliability,  and facilitating 

instruction to their students in the future.  Particularly daunting is the real shift in the balance of 

knowledge now acquired through the Internet that makes most textbooks information incomplete 

at best and obsolete at worst from the date they are printed.  Equally daunting are the 

expectations of the current generation of students that have tablet technology at their disposal, 

beginning as toddlers, and who require fundamentally different ways in which to learn from 

those methods followed prior to the incorporation of technology in everyday life. Pre-service 

teachers can learn to impart knowledge in one-to-one, small group and whole group in and 
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outside of class instruction with tablet technology. Pre-service teachers recognized that being 

able to integrate tablet technology in a one-to-one tutoring session does not provide them with 

the skills they need to integrate technology for whole group or class instruction.   

Pre-service and in-service teachers demonstrating a reluctant to use tablet technology on 

the basis of student attitude or classroom behavioral issues can receive training to recognize the 

philosophical view that teacher authority in a classroom comes not from the person holding the 

most knowledge, but within a respectful, collaborative classroom, all can learn.  The knowledge 

to be learned from the Internet is infinite, which means that authority for the classroom learning 

stems from the qualified facilitator who can guide students to achieve their best learning 

outcomes by directing them in the right directions for their learning goals.   

Pre-service teachers who are disinclined to integrate technology because students (a) 

initiate inappropriate website searching; (b) gaming and social media usage; (c) overabundance 

of information availability; and (d) evaluative and pedagogical inexperience with tablet 

applications; can receive proper training in managing student behavior helping each student to 

maximized his or her growth in student learning.  A confident boldness in the mindset of the pre-

service and in-service teacher is required, one that will move forward undaunted in an 

environment where a seemingly endless wealth of new information than can ever be accessed or 

absorbed must be managed one lesson at a time. 

Often teachers perceive they cannot act as authority figures in their classrooms if they 

bring in tech tools (Hammonds, Matherson, Wilson & Wright, 2013).  This connection of 

maintaining and being the authority figure in the class is equated with having the knowledge is 

an attitude that must be dispelled in the information age.  Maintaining authority and control 

comes from becoming an outstanding facilitator for learning that sets the space and atmosphere 
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so that mutual and collaborative learning can occur in the classroom.  Proper use of authority 

does equate with banning technology or disapproving its use in education.   

Through research studies, it is forecasted that tablet technology will be in the hands of 

every student within the next five years (Internet World Stats, 2010), just as the handheld 

calculator became prolific and affordable with ready access for all mathematical courses, all 

network, economic and other challenges aside. Therefore, it is likely that pre-service and in-

service teacher must address their own assumptions about access and face and conquer reasons 

for reluctance in use and integration, if any such sentiment be present.  The values, biases, 

demands, and needs of this generation of students may be completely different from those as 

recent as five years ago. 

 Another recommendation for pre-service and in-service teachers is to begin, or at rapidly 

accelerated rates, continue collaborative communities of technology integration professionals.  

With TeacherTube, YouTube, SchoolTube, and countless websites such as Pinterest, or other 

blogging sites, pre- service teachers need only be pointing and clicking to gather up-to date and 

refreshing ideas.  Many of the great ideas and books, even entire libraries, are free or require 

little expense. The collaborative brain and partner in the classroom requires only to be plugged in 

to be consulted.  Collaborative conversions in blogging websites as well consultation of peer 

recommendations in trusted sources can help to alleviate the dilemmas of having an 

overabundance of choices, lack of time, and lack of experience with applications.  

 This study also revealed that the constructivist pedagogy resulted from a positive shift 

occurring for technology integration by teachers not already naturally inclined to use technology.  

Two ways in which this occurrence was noted in the study:  (1) the observations of the students 

the pre-service teachers tutored clamoring for using the tablet frequently caused the amount of 
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tablet time significantly; and (2) the realization that “this is the way the world is going” in 

describing a need to get the necessary training that will be required of them as a natural 

consequence of the global direction of technology.   

Maximizing Technological Advantages 

The positive themes of critical thinking and problem solving, self-generated learning, 

creative collaboration, and collective brain and partnership that emerged from the study create 

optimistic outlooks for continuing to recommend that tablet technology expansion continue to be 

proliferated in all schools.  Implications for this positive outlook reveal that creating 

transformative learning modules, cadre conferencing blogs, and the deep reflection that can be 

facilitated by requiring pre-service teachers to engage in online reading and writing can and will 

benefit students.     

Implications for Researcher as Instructor  

 The role and the interactions between the pre-service teacher participants and the 

instructor as researcher are potentially fraught with ethical dilemmas.  Awareness must be 

maintained of the potential of self-reports made by the participants as potentially being 

prejudiced in favor of pre-suppositions by the participants of the instructor goals or directives.  

The high potential for manipulation or coercion of participants to respond in certain ways must 

be factored into the dilemmas that might possible arise.  The instructor as researcher was charged 

at all times with maintaining the utmost vigilance, responsibility, and ethical treatment of all 

participants to prevent harm, bias, or the skewing of research data. 

 Accordingly care should be taken to continually present the safeguards delineated in the 

institutional review board’s guidelines for conducting research.  Providing reminders to 

participants at the outset of all interviews and during all interactions regarding self-reported data 
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collection is a safeguard that can be guarded by beginning the process with an interview of the 

interpretive researcher.  This interview is important to serve at the outset of the process that 

participants be made and kept aware at all times what the research study involves, what the 

expectations are concerning their role as participants, and what safeguards are in place to secure 

their freedom to act or discontinue as participants within a research context. 

 A recommendation for instructors as researchers to help ensure that institutional review 

board directives are maintained and followed throughout the course of the research might also 

include the neutral party selected be selected not only to present the information sheet and the 

informed consent, but to also return at the end of the course to the research participants  to 

inquire whether the pre-service teacher participants had any remaining questions, comments, or 

concerns regarding the method and manner of the research that may have arisen during the study 

for participants that they could not address or speak to about with the researcher/instructor.  This 

could help to further ensure and maintain ethical standards and safeguards for research 

participants, who receive a neutral person at the beginning and at the end of a course to express 

their thoughts, concerns, and comments about the research process and the researcher. 

Implications for Pre-Service and Teacher Educators    

 Because the need for providing up-to-date, quality instruction is necessary for every 

College of Education in an institution of higher education, a restructuring of courses and course 

requirements should be considered necessary. The workforce to lead this re-structuring is 

required to access, create and develop new instructional materials and instruction for existing 

face-to-face, and online instruction. The accelerated pace at which this must take place requires 

an immediacy that has not or ever been seen in past generations of course development.    



 

190 
 

 An implication for institutions of higher education is to issue an immediate challenge to 

all existing faculty to restructure their course offerings and create and develop integrated 

technology in all of their teaching to begin to meet the needs of 21
st
 century graduates.  The 

current implications for hiring practices require that newly acquired faculty be at the forefront of 

technological, pedagogical and content knowledge integration.  These new faculty can and 

should be expected to take the lead in providing direction to the existing faculty who may or may 

not have acquired the new skills in technology to impart them to the new generation of students.  

 Another significant realization for faculty at institutions of higher education is that the 

growing e-book and e-libraries satisfy the new generation of learners who prefer to have in-hand 

access to the data in contrast to previous generations who relied upon paper or hard back texts.  

This implication suggests transformational changes that must be made to district and college 

campus library systems across the nation.  As ecologically friendly libraries continue to make 

enormous in-roads into the ways that students now access information, resources must 

accommodate their changing needs.        

Implications for District and Campus Administrators 

A high need calls for district and campus administrators to get more technologically fit.  

The administrators must also acquire technology needed to start to keep pace with global 

competitors.  An implication for administrators is that they must revamp their currently existing 

computer labs, and outdated textbooks and textbooks purchases.  This calls for a change in 

infrastructure in terms of converting labs into classrooms that have SmartBoards that can be 

accessed by hand held tablet devices.  With the creation and implementation of district policies 

that previously called for confiscating students’ smart phones and devices, a new change must be 

made as district reconstruct or implement bring your own device policies to try to reach a higher 
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level of technological proficiency.  Administrators must not only look to new ways of bringing 

their campuses in line with 21
st
 century learning, they must also make progress towards a 

networking infrastructure that provides Internet access to every teacher and student on the 

campus. 

Administrators can no longer tolerate veteran teachers or hire new teachers who lack 

technological acumen.  This means they also must begin to look at the ways they can begin to 

train and provide professional development to meet the needs of new and existing professionals.   

Recommendations for In-Service Teachers and Professional Development K-12 

 On many K-12 campuses and in districts across the nation one basic professional 

development day at the beginning of each semester provides training, after which professional 

staff is expected to go into classroom and teach on the basis of the newly acquired skills or 

strategies.  Based on the implications that technological advancements become outdated within 

thirty days or less, creative ways must be sought and developed to provide the latest information 

on a daily and consistently on-going basis for teachers. This means that time must be allowed in 

the day for teachers use the Internet, to read e-books and texts, and to make significant and 

evaluative judgments of the type of e-books, apps and information that will meet the changing 

needs of state and national standards.   

 The implications of this study reflect that e-textbooks are sought after by students for 

their convenience and portability.  This means that providing for e-textbooks will require 

investment in the mediums to best be received by the students.   

Challenges for Integration of Technological, Pedagogical and Content Knowledge 

 Providing integration of technology into the curriculum and into all content areas requires 

that educational leadership at every stage see the need to remain in a status of technological 
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vigilance to provide students with the foundations they require in learning content and pedagogy, 

but that they also be provided with the latest in ways to integrate technological advances and 

strategies to change the way the students acquire and retain knowledge and information.  The 

challenges to educational leadership are to find ways to make existing knowledge be more 

streamlined and easier to navigate, and deliver to students. More studies are needed on the best 

ways to plan and conduct technological integration with the core content areas of reading, 

comprehension, and writing to maximize and fit the needs of 21st century learners. 

Linkages to Review of Literature 

 Chapter Two provided a comprehensive review of the literature for technological 

integration with reading, comprehension and writing instruction.  This section will link the 

review of literature to the findings which emerged in this study:  (a) pre-service teacher’ self-

efficacy, confidence, and literacy studies; (b) tablet technology integration by pre-service 

teachers in literacy instruction;  (c) tablet technology integration by pre-service teachers in 

content instruction; (d) phenomenology and technology integration studies, (e) transformative 

learning theory and technology integration studies; (f) technology integration in higher 

education; (g) technology integration in early childhood through secondary schools; (h)  

technology integration in reading instruction; (i)  technology integration in comprehension 

instruction; (j) technology integration and writing instruction; (k) technological, pedagogical, and 

content knowledge studies (TPACK); and (l) technology integration of educational games.  The 

few studies on pre-service teacher’s experiences in integrating tablet technology in the teaching 

of reading, comprehension and writing in a one-to one tutoring environment, and in small and 

whole group instruction require further research. 
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Components of Future Teacher Education Programs 

 This study confirms the research of Warren-Kring and Warren (2013), who found that 

pre-service teachers, because of feelings of inadequacy and discomfort, do not explicitly teach 

important content literacy strategies.  These findings align with the theme of technological 

disinclination, particularly concerning writing instruction and the disorienting dilemma of lack 

experience.  The findings also further confirm the research of Grote-Garcia (2009), and Williams 

(2013) in many areas.  Grote-Garcia (2009), found only one pre-service teacher in her study who 

providing writing instruction, and Williams (2013), similarly concluded that pre-service teachers 

either spent no time in providing writing instruction or marginally less time on writing than on 

reading instruction.   This study confirmed the reluctance of integrating technology with writing 

as the majority of pre-service teachers commented either the preference of using paper and pencil 

or if technology integration was made in writing, the beliefs were expressed about not forgetting 

the importance of pencil and paper writing.   

Second, concerning the majority of pre-service teachers in this study as with the literacy 

studies reviewed in the literature, transformational stages which were substantially experienced 

by five of the pre-service teachers in this study coincide with similarly few numbers of pre-

service teachers not undergoing the transformational aspects of  learning within Shulman’s 

(1987) Model of  Pedagogical Reasoning and Action stages that the pre-service teachers 

experienced in the Grote-Garcia (2009) and Williams (2013) studies.   

  The implication for this connection in literature regarding the lack of writing instruction 

by pre-service teachers with and without technology is a disturbing one and one that must be 

overcome for students to meet expectations and achieve 21
st
 century writing skills.  One 

recommendation that can be made is that teacher training programs partner with National 
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Writing Program (NWP) teacher consultants to provide the systematic and ongoing training for 

pre-service teachers in delivery writing instruction and to counter feelings of inadequacy as 

teachers of writing.  In order to become more comfortable with writing instruction, pre-service 

teachers need to become more comfortable as writers themselves.  The practice in writing they 

require can be afforded through attending specially designed NWP Summer Institutes followed 

by systematic and ongoing professional development. In addition to the models of exemplary 

writing instruction by the NWP, studies such as the Brannon and Fiene (2013) offer further 

direction to the need to study the impact that explicit structured participation (ESP) and how it 

can act as a catalyst to help increase pre-service teacher self-efficacy and content knowledge in 

writing instruction.  An implication that can be made is that pre-service teachers require not only 

practice in writing with the tablet, but also learning to write with a stylus.  Additional needs 

include access to a portable keyboard and a wireless printer.  Pre-service teachers, like their 

future students, need to learn to manage and embrace sustained writing times. 

This section also offers general considerations for pre-service teachers and in-service 

teachers. Because the Common Core State Standards and many state standards mandate 

integration of technology in all content areas by the year 2014, pre-service as well as in-service 

teacher must now plan lessons that implement technology for students throughout the 

instructional day.  Since meeting this requirement initiates during pre-service coursework (by 

virtue of field based assignments and student teaching) and continues into their teaching 

practices, pre-service teachers can and should expect that tablet technology be integrated as part 

of all pedagogical and content courses from the beginning of their educational foundational 

courses to concluding of field basing and student teaching praxis courses as part of their degree 

plan at institutions of higher education.  The current practice in institutions of higher education 
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requiring that only one to two educational technology courses be required during the middle or 

end of pre-service teacher programs is insufficient to prepare them for all of the experiences and 

access to technological applications they will be required to use on a daily basis both personally 

and professionally to grow as 21st century professionals. 

Movement to Align Research in Constructivist Frameworks 

  There have been many linkages to technological, pedagogical and content knowledge 

(Misra & Kohler, 2006, 2009) during the past two decades.  These studies provided guidance to a 

growing body of literature that indicates learners need collaboration, and can benefit from 

explicit reading, comprehension and writing instruction. Cilesiz (2012) recommended that 

technological integration in educational courses be aligned in phenomenological framework 

studies.  This recommendation is supported with the caveat that further richness and depth can be 

acquired by integrating phenomenological paradigms with frameworks of transformative 

learning theories and new literacies. Burke-Johnson (1997) also observed that qualitative 

research can be validated with theory triangulation to further analyze and explain qualitative 

data.   

Implications for Transformative Instructors and Teachers 

 The transformative learning studies arising from phenomenological experiences 

(Erichsen, 2009; Hamza, 2010; Heber, 1998; Keane, 1985; Lyon, 2001; Mwebi & Brigham, 

2009) was confirmed for approximately one third of the students in this study that experienced 

all of the transformative learning stages in varying degrees and at differing paces throughout the 

study. The implications are clear that transformative learning can be facilitated successfully for 

student growth.  If instructors and teachers are going to fully meet the needs of students and 

expect a different mindset that is not limited to the present knowledge of the learner at hand, but 
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a student who is required to surpass the knowledge and information threshold that currently 

exists, then the transformative instructor or teacher must be willing to dispense with authoritarian 

posturing. Transformative learning instructors and teachers must allow for creation of the 

democratic environment and Socratic inquiry based on the every teacher a learner, every learner 

a teacher model and allow for collaborative learning and sharing of higher order thinking 

questions that must be posed every day in the field of literacy and all content areas.  This means 

that transformative instructors and teachers must stay focused on learning the best ways to teach 

reading, comprehension and writing using tablet or other innovative technology.   

 Transformative instructors and teachers can undergo fundamental shifts in their own 

assumptions and thinking about what it means to be an instructor, teacher, facilitator and learning 

in technological age.  The implications for this require that the transformative instructor, teacher, 

facilitator, be always checking facts, figures and information on the date of a lesson and that they 

be willing to undergo transformations of their own.  This means working towards being the best 

at facilitating and collaboratively learning while adjusting for any limiting mindsets they may 

have.  This requires that the transformative instructor, teacher, facilitator be continually investing 

in blocks of time to acquire not only the new knowledge that has just been learned, but also learn 

and model new strategies in reading, comprehension, and writing with technological 

advancements that have been placed before the student market on an ongoing and continually 

changing basis, that can be achieved with discernment and flexibility.  In conclusion, 

transformative instructors and teachers must model the mindset students should be trained to 

have a self-assurance that allows an individual to both function and adjust in a rapidly changing 

world.   
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Future Research 

Many future research projects can be explored from this study.  One recommendation is 

for greater research studies to be made on best practices for teachers to use tablet technology in 

each component of literacy for reading, for comprehension and for writing.  Other research 

endeavors that require further exploration are the continued development of quantitative 

measures through analysis of researcher-created literacy and technology surveys that have been 

and are currently being developed to provided pre- middle and post- course to pre-service 

teachers in all geographical areas to determine their efficacy, attitudes and experience regarding 

integration of tablet technology and instruction of reading, comprehension and writing skills.  

Another research avenue to pursue is the extent of pre-service teacher implementation of 

integration of technology and comprehensive strategy based on self-reporting surveys. 

Future research questions emerged from this study:   How can teacher education 

programs and professional development programs be designed and developed that move pre-

service teachers to become digitally, pedagogically competent and proficient in all the content 

areas they teach? How can the technologically disinclined pre-service teachers and in-service 

teachers be moved to change from the traditional instructional models they learned? How can 

programs be created and designed to study and confirm the effectiveness of technologically 

integrated strategies for reading, comprehension and writing instruction.  Furthermore, what are 

ways the tablet or other technology may be innovated and taught to encourage more student 

writing in the digital age? 

Future research topics include a longitudinal study to determine if the finding concerning 

technological integration by the pre-service teachers continued into their teaching practices, the 

reason for in this study.  What are the best ways institutions of higher education can to place pre-
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service teacher in digitally sophisticated schools who offer multiple daily opportunities for 

integration of technology with reading, comprehension, and writing?  Since every teacher is 

required to teach with technology, educational institutions cannot be a place for teachers to 

remain technologically disinclined.  Thus, the ways that pre-service and in-service teachers can 

receive training and professional development that addresses their dilemmas and fears, increases 

their skill base, and provides them with future abilities to feel transformed and confident so that 

they can become the best teachers, not only in their chosen content, but also the best 

technologically and pedagogically prepared teachers.   

Technological Security 

Research efforts further include how teachers develop an organized accountability system 

and know where the tablets are and how they are being used at all times. Students can easily 

navigate to sites they should not be using.  Also, a few minutes of inattention can mean the 

difference between having a tablet misused, lost, or stolen.  Problems in late return of the tablets 

from one semester to another can result unless vigilance is maintained. 

Chapter Summary 

In this study, the lived experiences of pre-service teachers were explored as they 

integrated technology to provide reading, comprehension, and writing instruction to a student in 

a fall reading camp as part of diagnosis and correction of reading problems course.  

This study provided implications, challenges and recommendations for pre-service and 

in-service teachers, transformative learning instructors or teachers, teacher educators, campus 

and district administrators, and educational leadership at institutions of higher education. 

Because the integration of technology in the content areas in K–12 schools is now 

mandated across the nation through CCSS, effective instruction will continue to be needed to 
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stay current with the rapidly accelerating and evolving information.  Pre-service teachers’ 

technology integration success depends not only on their knowledge and understanding of tablet 

technology, but also on pedagogy, and content (TPACK), which can provide a foundation to 

improvement in the quantity and quality of pre-service teacher preparation programs. 

Based on this study and other studies currently being conducted, explicit instruction on 

how to best apply tablet technology in reading, comprehension and writing instruction is needed.  

The continuing technological improvements rapidly emerging and changing in reading and 

comprehension instruction can be reviewed for the current and best ways to help students engage 

and motivate students to become lifelong readers. A continuing and growing body of information 

in the field of digital writing being led by the National Writing Project can provide guidance to 

local, regional and statewide writing projects to change the way writing is currently viewed and 

to enhance and encourage writing in all genres and forms.  While technology is a tool that now 

contains all of the current and updated information available virtually instantaneously, the proper 

and most up- to-date teacher training is the greatest investment to be made for the world’s 21
st
 

century learners.   
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Appendix B - Research Information Sheet 

INFORMATION SHEET 

Transforming Literacy:  Exploring Pre-Service Teachers Integration of Tablet Technology in 

Reading, Comprehension and Writing Instruction  

Introduction 

The purpose of this form is to provide you information that may affect your decision whether or 

not to participate in this research study.  By taking a loan on an iPad 2, which is the property of 

Texas A & M University, Corpus Christi, you are consenting to participate in the study. By 

participating in this study, you are also certifying that you are 18 years of age or older. Please do 

not take loan of an iPad2 if you do not wish to consent to participate in the study.  

You have been asked to participate in a research project studying the integration of tablet 

technology with instruction on reading, comprehension and writing.  The purpose of this study is 

to determine the attitudes, perceptions and practices of pre-service teachers as they navigate 

integrating technology in a diagnosis and correction of reading problems course.   You were 

selected to be a possible participant because you volunteered and agree to be interviewed during 

this course at three intervals:  at the beginning of the course, during the middle of the course and 

at the end of the course.  Please be assured that participation is strictly voluntary and will not 

impact your grade in the course in any way.   

What will I be asked to do? 

If you agree to participate in this study, you will be provided with an iPad2, asked to provide 

three interviews during this course at three intervals:  at the beginning of the course, during the 

middle of the course and at the end of the course and then return the iPad to the instructor in the 

end of the course.   

What are the risks involved in this study? 



 

241 
 

The risks associated with this study are feeling coerced into this study by your instructor.  Being 

responsible for safekeeping and use of an iPad 2 and safely returning it without damage or loss to 

the university.  Otherwise, the risks associated in this study are minimal, and are not greater than 

risks ordinarily encountered in daily life. 

What are the possible benefits of this study? 

 The possible benefits of participation are helping higher education research personnel make 

decisions about including tablet technology in the teacher preparation program courses. 

Do I have to participate? 

No.  Your participation is voluntary.  You may decide not to participate or to withdraw at any 

time without your current or future relations with Texas A&M University-Corpus Christi being 

affected.   

Who will know about my participation in this research study? 

This study is confidential, and your name, identifying data and information will be kept strictly 

confidential.  All publications providing information about this study will carry pseudonyms to 

protect the privacy of the participants. 

The records of this study will be kept private.  No identifiers linking you to this study will be 

included in any sort of report that might be published.  Research records will be stored securely 

and only Instructor Lucinda Juarez and Faculty Adviser, Sherrye Garrett will have access to the 

records. 

Whom do I contact with questions about the research? 

If you have questions regarding this study, you may contact Lucinda M. Juarez, Texas A & M 

University – Corpus Christi, 6300 Ocean Drive, ECDC 240, (361) 825-3658 or Dr. Sherrye Dee 
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Garrett, Texas A & M University – Corpus Christi, 6300 Ocean Drive, ECDC 241, (361) 825-

3314. 

Whom do I contact about my rights as a research participant? 

This research study has been reviewed by the Research Compliance Office and/or the 

Institutional Review Board at Texas A&M University-Corpus Christi.  For research-related 

problems or questions regarding your rights as a research participant, you can contact Erin 

Sherman, Research Compliance Officer, at (361) 825-2497 or erin.sherman@tamucc.edu 
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Appendix C - Participant Informed Consent - Interviews 

Transforming Literacy Instruction:  A Qualitative Paradigm on How Pre-Service Teachers 

Integrate Tablet Technology to Assist Students  

Introduction 

The purpose of this form is to provide you information that may affect your decision as to 

whether or not to participate in this research study.  If you decide to participate in this study, this 

form will also be used to record your consent. 

You have been asked to participate in a research project:  Transforming Literacy:  Exploring  

pre-service teachers integration of tablet technology in reading, comprehension and writing 

instruction using iPads.  The purpose of this study is to determine if direct, explicit instruction, 

specific teacher training, and iPad use helps pre-service teachers and students improve their 

efficacy and practices.  You were selected to be a possible participant because you enrolled in 

READ3351 Diagnosis and Correction of Reading Problems as an undergraduate student at Texas 

A&M University-Corpus Christi. 

What will I be asked to do? 

If you agree to participate in this study, you will be asked to complete interviews, and self-report 

forms, as applicable.  This study will take place as part of the course hours of READ 3351 in the 

Fall, 2013 Semester.  You may be asked to be audio taped as you tutor a student and you may be 

asked to provide three interviews:  beginning, middle, and end of course.  These interviews may 

last up to one hour each. 

Your participation may be audio recorded.   

What are the risks involved in this study? 
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The risks associated in this study involve the potential of students feeling pressure or coercion to 

participate in the study.  Efforts to minimize this are having a third party provide the information 

from an Information Sheet and the Informed Consent to Interview Forms and be available for 

questions.   

What are the possible benefits of this study? 

The possible benefits of participation are that you will acquire tutoring skills in reading, 

comprehension, and writing using iPad/tablet technology.  The potential benefits to society may 

involve the possibility of you as a pre-service teacher better prepared to assist students in 

reading, comprehension, and writing and how to apply tablet technology to better provide 

reading, comprehension, and writing instruction. 

Do I have to participate? 

No.  Your participation is voluntary.  You may decide not to participate or to withdraw at any 

time without your current or future relations with Texas A&M University-Corpus Christi being 

affected. 

Who will know about my participation in this research study? 

This study is confidential and confidentiality will be maintained.  All forms and data will be kept 

confidential by the researcher.  All names and identifying information will be given pseudonyms 

to maintain participant confidentiality.  

 The records of this study will be kept private.  No identifiers linking you or the children to this 

study will be included in any sort of report that might be published.  Research records will be 
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stored securely in a locked cabinet in Lucinda Juarez’s, the primary researcher’s home, and only 

the primary researcher, Lucinda Juarez and Dr. Sherrye Garrett will have access to the records. 

If you choose to participate in this study, you may be audio recorded.  Any audio recordings will 

be stored securely and only Lucinda Juarez, and Dr. Sherrye Garrett will have access to the 

recordings.  Any recordings will be kept for 3 years and then erased.   

Whom do I contact with questions about the research? 

If you have questions regarding this study, you may contact Lucinda Juarez, (361) 825-3658 at 

Lucinda.juarez@tamucc.edu; or Dr.Sherrye Garrett,  (361)  825-3314 at 

Sherrye.garrett@tamucc.edu.  

Whom do I contact about my rights as a research participant? 

This research study has been reviewed by the Research Compliance Office and/or the 

Institutional Review Board at Texas A&M University-Corpus Christi.  For research-related 

problems or questions regarding your rights as a research participant, you may contact Erin 

Sherman, Research Compliance Officer, at (361) 825-2497 or erin.sherman@tamucc.edu 

Signature:_______________________________________________________________    

 Lucinda M. Juarez 

 

Please be sure you have read the above information, asked questions and received answers to 

your satisfaction.   You will be given a copy of the consent form for your records.  By signing 

this document, you consent to participate in this study.  You also certify that you are 18 years of 

age or older by signing this form. 

                    I agree to be audio recorded. 

mailto:Lucinda.juarez@tamucc.edu
mailto:erin.sherman@tamucc.edu
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                    I do not want to be audio recorded. 

Signature of Participant:__________________________________________________                                                                                                

Date:  ____________________________________                                

Printed Name: _________________________________________________________                                                                                                                                                     

Signature of Person Obtaining Consent:_________________________________________                                                                        

Date:____________________________________                               

Printed Name: __________________________________________________________ 
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Appendix D - Property Office – Office Campus Use Permit Form  
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Appendix E - Diagnosis and Correction of Reading Problems Course Syllabus 

 

Texas A&M University - Corpus Christi 

READ 3351.002 Diagnosis & Correction of Reading Problems 

ECDC 219B 

Fall 2012 - Monday 4:20 p.m.- 6:50 p.m. 

 

 

Instructor:  Lucinda Juarez      

Office:  ECDC 240 

Office Phone:  361 825-3658 

Cell Phone:  361 774 1710 

Email: lucinda.juarez@tamucc.edu  

USE Blackboard FOR ALL CORRESPONDENCE 

Office Hours: M, 7:00- 9:00 p.m. T 7:00-8:30 p.m., W – 4:20 p.m.- 6:50 p.m., or by appointment 

 

I. Course Description: This is an undergraduate diagnostic reading course. This course is 

an introduction to various formal and informal means to assess the reading and writing 

strengths and weaknesses of children. Students will have the opportunity to apply a 

variety of reading and writing assessment strategies and develop an instructional plan for 

young students. You will work one-on-one with a student for 8 weeks. During this time 

you will administer several informal diagnostic reading tests and plan a reading program 

to assist the student.   

 

II. Rationale: This course is an advanced course that presumes undergraduates have had 

some introductory reading experiences/courses. Students will learn various assessment 

techniques that can be applied in the classroom with individual students or with groups of 

students. 

 

III. Course Objectives: The student will be able to: 

A.  demonstrate knowledge of appropriate corrective techniques;  

B. demonstrate knowledge of informal techniques to assess reading and writing ability;  

C. adapt reading approaches and materials to meet the needs of the individual student; 

and  

D. develop an appropriate dynamic instructional literacy plan for a young student. 

 

IV. Instructional Methods and Activities:  Methods and activities for instruction include: 

A. Traditional experiences (lecture, discussion, demonstration, practicum).  Clinical 

Experiences (lesson planning, simulations, cooperative groups, student 

demonstrations and presentations, and experience working with elementary learners);  

B. Multi-modal experiences (Blackboard wiki page usage, cadre conference blogging, 

online journaling on wikispaces, tablet/ iPad usage and applications; Prezi, 

Powerpoint, Youtube videos; Teachertube videos, Edmodo, and other technological 

integration experiences. 

 

mailto:lucinda.juarez@tamucc.edu
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V.            Course Requirements: 

A. Case study portfolio and oral report: You will work with a student with reading 

problems. You 

will administer some informal reading, comprehension, and writing assessments and 

provide instruction based on the results of your assessments. The results of your work 

with this one student will be summarized in a case study - handout will be provided. 

It is expected that your work be well written, word-processed, spell-checked, 

grammatically correct and APA formatted. Points will be deducted if   major errors 

(grammatical/spelling, APA, etc.) are made on your paper. (75 points). All 

assignments have a grading rubric.   

 

 

B. Class attendance, activities and participation: Students are expected to attend all 

classes and be 

       punctual. Students should come to each class prepared to discuss assigned readings 

and make 

       contributions to the class/group discussions.  Twenty point (20) points will be 

deducted for each 

       absence during the class sessions. Students are considered absent if arriving late after 

10 minutes. 

Class periods before the tutoring sessions are important times to organize and learn 

about strategies and diagnosis.  This is a practicum, meaning young children are 

involved and you are responsible for being present.  You must be willing to be in 

attendance and on time for each class and each tutoring session. 

 

C. Bag of Books: You will put together a bag of books to use the first day of tutoring. 

You need to   

locate and present books that cover the different genres and different reading levels. 

Your bag must consist of 12 books. You should turn in a book list that includes the 

title of each book, the author, publisher, date of publication and a brief description of 

each book (20 points).  See appendix or assignment on Blackboard for detailed 

instructions. 

 

D. Cadre Conferencing Blog: (due before each tutoring session)  Each blog 

(beginning with the first 

tutoring session) will require that you post an important question(s) about your 

tutoring practices, readings, assessments, strategies, use of technology,  applications 

and answer the cadre conference blog of the students in your cohort. (20 points). 

E. Student Reading Profile:  You will prepare a preliminary report on your assessment 

findings on  the  Student Reading Profile.  Your scores and examples of student performance 

will be turned in at  the end  of the assessments with your student.  (25 points) See appendix 

or Blackboard for profile  form. 
F. Benchmark and Quizzes : You will have one major benchmark exam and two 

quizzes during the 

      Semester: these will cover comprehensive knowledge of course proficiencies, course 

readings and 
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      lecture notes. The benchmark exam and quizzes will be taken in the computer lab on 

Blackboard and 

      will be open only for the date and time scheduled. You will not be permitted to take 

the benchmark 

      or a quiz after the date of the quiz. (Benchmark 300 points, Quizzes 30 points 

each). 

G  Tutoring sessions:   You will have 8 tutoring sessions with a student. You are 

required to be present 

     for all tutoring sessions. If you can't make it you must ask a classmate to take your 

student for 

     that day. If you do not make up that missed day you will not receive credit for that 

tutoring session. 

     You will lose 50 points for each absence. So make sure you get cell phone numbers 

and any other 

     information you need from your classmates. 

1.  You will prepare a “Tutoring Plan” for each day you assess and instruction 

students.  The plan may be handwritten.  All plans will be turned in with the fAfter 

tutoring you are also expected to add to your journal writing with reflections on 

what you learn about assessment while with the students you tutor. These 

reflections must be typed online onto your tutoring lesson plansinal case study. 

2. You will develop hands-on activities based on children’s literature and other 

authentic texts for  the student you tutor. 

3. You are responsible to plan eight sessions.    If your student is not in attendance on 

the date the plan addresses, the missing REFLECTION is expected.  In the section 

for reflection, write student absent. 

See appendix or study guide on Blackboard for tutoring plan format and 

suggestions for activities as you break the session into small time periods. 

 

 

 

 

VI. Evaluation and Grade Assignment 

Grades will be assigned according to the professional level of the final submissions. 

A = Excellent-All work is 100% completed in a professional manner and contains evidence 

of significant effort and accomplishment.  The work is 100% professional in content 

and appearance. 

B = Good-All work is completed in a useful manner and contains evidence of   effort and 

accomplishment.  The work is complete in content and appearance but lacks professional 

polish. 

C = Average-The work is complete.  The work contains all required parts.  The work lacks evidence 

of time and effort. 

D = Passing-The work is not adequate in details, efforts, professionalism, or completeness. 

F = Failing-The work is inadequate or incomplete. 

 

Points 

 



 

251 
 

Benchmark Exam 300 points 

Case Study and Oral Presentation 75 points 

Bag of Books  20 points 

Cadre Conferencing Blogs 20 points 

Student Reading Profile 25 points 

Quizzes 60 points 

Each Missed tutoring session (-50) 

Each Missed class (-20) 

Total     500 points 

  

 Points       Grade 

92%-100%  A 

84%-91%  B 

76%-83%  C 

68%-75%  D 

60%-67%  F 

 
 

VII. Texts: 

 

Bader, L. A.  & Pearce, D.L. (2009) Bader reading and language inventory (7
th

 ed.). 

Boston: Pearson; Allyn & Bacon. 

Mariotti, Al.S. & Homan, S.P. (2005). Linking reading assessment to instruction.  

Mahwah, NJ: Lawrence Erlbaum Associates. 

These texts may be purchased as e-books. 

 

VIII.  Course Policies: 

 

• Class attendance and participation: In order to socially construct knowledge, I 

need all class participants to be present in class and actively involved in the 

course discussions. Class attendance is mandatory and absences will impact your 

course grade (See  Item B listed under Course Requirement). It is your 

responsibility to collect any missed handouts.  I do not make repeat performances. 

If you are absent, ask a classmate for their notes. However, if you have a question 

about course material, please feel free to ask me to clarify during office hours. I 

will be happy to meet with you during office hours. 

 

• Late assignments- I take pride in being fair to all students. It is not fair to students 

who are prepared and attend class when other students do not follow the due dates 

on the tentative schedule.  Therefore, late work will not be accepted and 

communicating an excuse for a late assignment does not constitute a waiver of the 

deadline.  *Please do not use class time to discuss your personal grade. Your 

grade is a private discussion between you and me. You are to schedule an 

appointment during office hours if you have any questions. 

 

• Cell phone / Electronics:  Cell phones, text messaging, and checking your cell 

phone, email, and text messages or any other form of social networking which do 

not support course instruction during class are all strictly prohibited. Come to 

class prepared to focus on class.  Violations may result in being asked to 
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withdraw from the course and/or failure of course.  If there is a potential rising 

emergency, then prior notification of such possibility must be made known to me 

before the start of class and phone set on vibrate. 

 

• Grading policy: I take the evaluation and grading of your work very seriously, and 

I know that you work very hard to do your best in your courses. While it may take 

me a little longer to read your work and return it to you, I write many comments 

on papers and read exams more than once before assigning a grade to them.   

 

• Academic Integrity/Plagiarism:   “University students are expected to conduct 

themselves in accordance with the highest standards of academic honesty.  

Academic misconduct for which a student is subject to penalty includes all forms 

of cheating, such as illicit possession of examinations or examination materials, 

falsification, forgery, complicity or plagiarism.  (Plagiarism is the presentation of 

the work of another as one’s own work.)  In this class, academic misconduct or 

complicity in an act of academic misconduct on an assignment or test will result 

in” a penalty or penalties as stated in the TAMUCC Undergraduate Handbook, 

page 40, which includes: 

 Written reprimand; 

 Requirement to re-do work in question; 

 Requirement to submit additional work; 

 Lowering of grade on work in question; 

 Assigning grade of “F” to work in question;  

 Assigning grade of “F” for course 

 Recommendation for more severe punishment, such as dismissal from the 

program or from the University. 

NOTE:  If a grade of “F” to the course is the appropriate penalty and this disciplinary 

action occurs prior to the deadline for dropping the courses, the student forfeits 

his/her right to drop the course in question. 

 

• Dropping a Class:  I hope that you never find it necessary to drop this or any other 

class.  However, events can sometimes occur that make dropping a course 

necessary or wise. Please consult with me before you decide to drop to be sure it 

is the best thing to do.  Should dropping the course be the best course of action, 

you must initiate the process to drop the course by going to the Student Services 

Center and filling out a course drop form.  Just stopping attendance and 

participation WILL NOT automatically result in your being dropped from the 

class.  (Friday, November 15, 2013) is the last day to drop a class with an 

automatic grade of “W” this term. 

 

• Preferred methods of scholarly citations:  APA Publication 6th edition 

 

• Classroom/professional behavior:  PLEASE NOTE:  Ground rules for discussions 

and assignments: Although I am certain most of us are clear about what 

democratic deliberation and civil discussion entails, I want to spell out in writing 
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how I expect our discussions to proceed, so that we may refer directly to my 

requirements if the situation arises.  

 

•          Respect-  

 We are not always going to agree or see everything the same way; each person 

has a right to and responsibility for his/her own feelings, thoughts and beliefs.   

 When speaking of an occurrence or relaying one’s experience outside the class 

refrain from disclosing identities of those involved. 

 Show courtesy and listen when others speak. 

• Comfort- 

 Students and professor should work together to make a safe, respectful and 

comfortable atmosphere for associating.  

 I will not ask you to take any risks in class (such as sharing your own 

experiences) that I am not willing to make myself. We are all in this together!  

 No question is unintelligent! We all learn at different paces and by asking 

questions. 

• Honesty-  

 You should feel comfortable and respected in the academic environment so that 

you speak honestly about your thoughts, ideas and opinions. 

 All work you submit must be your own. If you use someone’s words or work 

other than your own please use the appropriate citation (APA). -----even if found 

on the Internet.  

 World Wide Web – Any work you find on the web must be cited.  Provide the 

URL and the name of the website and the date it was accessed.  Lessons found on 

the Web must be adapted and modified (using proper citations) for your personal 

use. 

 Academic Honesty Statement:  Learning and teaching take place in an atmosphere 

of intellectual freedom and openness.  All members of the academic community 

are responsible for supporting freedom and openness through rigorous personal 

standards of honesty and fairness.  Plagiarism and other forms of academic 

dishonesty undermine the very purpose of the university and diminish the value of 

an education. 

 

 

• Statement of Civility: Texas A&M University-Corpus Christi has a diverse 

student population that represents the population of the state.  Our goal is to 

provide you with a high quality educational experience that is free from 

repression.  You are responsible for following the rules on the University, city, 

state, and federal government.  We expect that you will behave in a manner that is 

dignified, respectful, and courteous to all people regardless of sex, ethnic/racial 

origin, religious background, sexual orientation or disability.  Behaviors that 

infringe on the rights of another individual will not be tolerated. 

• Grade Appeals:  As stated in University Rule 13.02.99.C2, Student Grade 

Appeals, a student who believes that he or she has not been held to appropriate 

academic standards as outlined in the class syllabus, equitable evaluation 

procedures, or appropriate grading, may appeal the final grade given in the 
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course. The burden of proof is upon the student to demonstrate the 

appropriateness of the appeal.  A student with a complaint about a grade is 

encouraged to first discuss the matter with the instructor.  For complete details, 

including the responsibilities of the parties involved in the process and the number 

of days allowed for completing the steps in the process, see University Rule 

13.02.99.C2, Student Grade Appeals, and University Procedure 13.02.99.C2.01, 

Student Grade Appeal Procedures. These documents are accessible through the 

University Rules Web site at 

http://www.tamucc.edu/provost/university_rules/index.html. For assistance and/or 

guidance in the grade appeal process, students may contact the Office of Student 

Affairs. 

• Disabilities Accommodations:  The Americans with Disabilities Act (ADA) is a 

federal anti-discrimination statute that provides comprehensive civil rights 

protection for persons with disabilities.  Among other things, this legislation 

requires that all students with disabilities be guaranteed a learning environment 

that provides for reasonable accommodation of their disabilities.  If you believe 

you have a disability requiring an accommodation, please call or visit Disability 

Services at (361) 825-5816 in Driftwood 101. 

 

If you are a returning veteran and are experiencing cognitive and/or physical access 

issues in the classroom or on campus, please contact the Disability Services office 

for assistance at (361) 825-5816. 
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 ed.).  Boston: Pearson.   

Thomas G. Gunning (2005) Assessing and correcting reading and writing difficulties (3
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Ed.).  Boston: Allyn & Bacon. 

Johns, J. L., & Lenski , S. D.  (2005).  Improving Reading: Strategies and Resources  (4
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ed.)  Dubuque, Iowa:  Kendall/Hunt Publishing Company. 

McCormack, R.L. & Paratore, J.R. (Eds.). 2003). After early intervention, then what?  

Teaching struggling readers in grades 3 and beyond.  Newark, DE: International 

Reading Association. 

Rasinski, T. & Padak, N. (2004). Effective reading strategies.  Teaching children who 

find reading difficult.  Upper Saddle River, NJ: Pearson; Prentice Hall 
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X. State Adopted Proficiencies and Competencies 

State Adopted Proficiencies - The state-adopted proficiencies covered in this course 

include the following: 
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1. Equity in Excellence for All Learners - The teacher responds appropriately to diverse 

groups of learners. 

2. Learner-Centered Communication. While acting as an advocate for all -students and the 

school, the teacher demonstrates effective professional and interpersonal 

communication skills. 

3. Learner-Centered Instruction. To create a learner-centered community, the teacher 

collaboratively identifies needs; and plans, implements, and assesses instruction using 

technology and other resources. 

  

TExES Competencies 

 

Generalist, EC-6 

Standard I. Oral Language: Teachers of students in grades 4–8 understand the importance 

of oral language, know the developmental processes of oral language, and provide a variety 

of instructional opportunities for students to develop listening and speaking skills. 

Standard II. Foundations of Reading: Teachers of students in grades 4–8 understand the 

foundations of reading and early literacy development. 

Standard III. Word Analysis Skills and Reading Fluency: Teachers understand the 

importance of word analysis skills (including decoding, blending, structural analysis, sight 

word vocabulary) and reading fluency and provide many opportunities for students to 

practice and improve their word analysis skills and reading fluency. 

Standard IV. Reading Comprehension: Teachers understand the importance of reading for 

understanding, know the components of comprehension, and teach students strategies for 

improving their comprehension. 

Standard V. Written Language: Teachers understand that writing is a developmental 

process and provide instruction that helps students develop competence in written 

communication. 

Standard VI. Study and Inquiry Skills: Teachers understand the importance of study and 

inquiry skills as tools for learning and promote students’ development in applying study 

and inquiry skills. 

Standard VII. Viewing and Representing: Teachers understand how to interpret, analyze, 

evaluate, and produce visual images and messages in various media and to provide students 

with opportunities to develop skills in this area. 

Standard VIII. Assessment of Developing Literacy: Teachers understand the basic 

principles of assessment and use a variety of literacy assessment practices to plan and 

implement instruction. 

 

English Language Arts 4-8 

Standard I. Oral Language: Teachers of students in grades 4–8 understand the importance 

of oral language, know the developmental processes of oral language, and provide a variety 

of instructional opportunities for students to develop listening and speaking skills. 

Standard II. Foundations of Reading: Teachers of students in grades 4–8 understand the 

foundations of reading and early literacy development. 

Standard III. Word Analysis Skills and Reading Fluency: Teachers understand the 

importance of word analysis skills (including decoding, blending, structural analysis, sight 

word vocabulary) and reading fluency and provide many opportunities for students to 
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practice and improve their word analysis skills and reading fluency. 

Standard IV. Reading Comprehension: Teachers understand the importance of reading for 

understanding, know the components of comprehension, and teach students strategies for 

improving their comprehension. 

Standard V. Written Language: Teachers understand that writing is a developmental 

process and provide instruction that helps students develop competence in written 

communication. 

Standard VI. Study and Inquiry Skills: Teachers understand the importance of study and 

inquiry skills as tools for learning and promote students’ development in applying study 

and inquiry skills. 

Standard VII. Viewing and Representing: Teachers understand how to interpret, analyze, 

evaluate, and produce visual images and messages in various media and to provide students 

with opportunities to develop skills in this area. 

Standard VIII. Assessment of Developing Literacy: Teachers understand the basic 

principles of assessment and use a variety of literacy assessment practices to plan and 

implement instruction. 

 

English Language Arts 8-12 

Standard I. English language arts teachers in grades 8–12 know how to design and 

implement instruction that is appropriate for each student, that reflects knowledge of the 

Texas Essential Knowledge and Skills (TEKS), that integrates all components of the 

English language arts (i.e., writing, reading, listening/speaking, viewing/representing), and 

that is based on continuous assessment. 

Standard II. English language arts teachers in grades 8–12 understand the processes of 

reading and teach students to apply these processes. 

 

Special Education EC-12 

Standard IV. The special education teacher understands and applies knowledge of the 

characteristics and needs of individuals with disabilities. 

Standard V. The special education teacher understands formal and informal assessment 

procedures and knows how to evaluate student competencies to make instructional 

decisions. 

Standard VI. The special education teacher understands and applies knowledge of 

procedures for planning instruction and managing teaching and learning environments. 

Standard XI. The special education teacher promotes students’ performance in English 

language arts and reading. 

 

Bilingual Education EC-4 and 4-8 

Standard IV. The bilingual education teacher has a comprehensive knowledge of the 

development and assessment of literacy in the primary language. 

Standard V. The bilingual education teacher has a comprehensive knowledge of the 

development and assessment of multi-literacies. 

 

Technology Integration EC-6 and 6-12  

See Syllabus Appendix A.  
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X. Tentative Schedule – Fall 2013 

 

 

READ 3351.002 - Monday 4:20 -6:50 
September 9 

 

Introductions 

Course requirements 

MH book daily!!! 

Struggling readers 

 

Assess: Bag of Books 

Elementary Rdg Attit 

 

 
MH: 1, 2 

September 16 

 

Interviews 

Writing  

 

Assess: Interviews 

Cassidy Writing 

 

 
 
 

MH: 3,8 

September 23 

 

Running Records 

Oral Reading  

 

Assess: Concepts of 

Print 

 

 

 
 

MH: 7 

September 30 
 

Reading 

comprehension 

assessment 

 

Assess: Individual 

reading inventory 

 

 

 
MH: 6, BP: pp 1-28 

 

 
 

 

 

Quizzes 

coming! 
October 7 

First Day of Tutoring 

Informal reading 

inventories 

 

Assess: BADER IRI 

Practice 

BP: pp. 30-41 

Skim: pp. 42-77 

October 14 

Tutoring Day 2 

Quiz 1 

 

Getting Ready for 

Tutoring!! 

 

Parent Interview 

Student Interview  

Garfield 

 

BAG OF BOOKS – 
annotated bibliography 

October 21 

Tutoring Day 3 

 

 

Assessments: Cassidy 

and IRI 

 

Activities!! 

October 28 

Tutoring Day 4 

 

 

Cadre Meetings 

Strategy Presentation 

 

Turn in your reading 

notebook with the 

additional notes on 

actual assessment. 

 

 
 

What do your 

students need 

from you? 

November 4 

Tutoring Day 5 

Cadre Meetings 

 

 

Reading Profile DUE 

Online 

 

November 11 

Tutoring Day 6 

 

Quiz 2 

 

Cadre Meetings 

Case Study Reports 

Begin 

 

 

 

 

November 18 

Tutoring Day 7 

 

 

Cadre Meetings 

Case Study Reports 

Continue 

November 25 

 

 

No Tutoring 
No Class 

 

 

 
 

Case Study 

presentations

! 

December 2 

Benchmark Exam 

Cadre Meetings 

Case Study Reports 

Continue 

 

Celebration 

Tutoring Day 8(Last one) 

 

December 11 

 

Case Study Reports 

Completed 

December 18 

Final Case Study  

Report 

due. 

December 25 

Merry Christmas 

Happy Hanukkah 
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READ 3351APPENDIX 
 

READ 3351 Case Study Order of Presentation 
 

Item Possible 

Points 
Actual 

*Introductory elements 

Table of Contents 

Points will be based on the level of detail. 

10  

*Written Case Study 

(Start each section on a new page with its own bold heading. Do not use dividers for individual 

sections.) 

Student Introduction 

A synthesis of what you know about the student: background, 

interests, and attitude toward the tutoring experience. 

20  

Diagnostic Information 

Discuss by assessments. Each assessment should be introduced 

with a bold subhead. List student scores then discuss. 

Report specific scores for all levels of all assessments 

40  

Corrective Action 

Discuss the activities you did with the students by reading/writing 

area: word identification, comprehension, and writing. 

Identify specific strategies and activities you used. 

20  

Recommendations 

List and bullet recommendations you would make to parents or 

teachers regarding future activities for the student.  Identify and 

list recommendations by reading/writing area: word identification, 

comprehension, and writing. Include types of reading that appeal 

to the student. 

20  

Reflection 

This is a reflection on your experience in the tutoring situation.  

Discuss what you learned, what surprised you, and how you 

changed or refined your attitudes toward teaching and the practices 

you will use in the future. 

40  

*Documentation 
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Student Background page 5  

Student Interest page 5  

Diagnostic Assessment protocols 

Include your examiner’s copies of assessment tools and student 

performance pages. 

30  

Daily Lesson Plans/Strategies 

 

20  

Student Artifacts 

Include multiple samples of work your student did during the 

tutoring session. 

10  

Oral Report 

Case Study Presentation 10  

 

Total 

 

230 

 

 

 

Case Study Written Presentation Requirements 

1. Use dividers where indicated by  * 

2. Type (computer-print) and double-space 

3. Use correct grammar, punctuation, spelling, and usage 

4. Put Case Report pages and Lesson Plans on white paper and do not enclose in plastic 

sleeves. 

You may put divider pages, assessment documentation and student artifacts in plastic 

sleeves.  Divider pages may be on the paper of your choice. 

5. Select a standard readable and plain font for body copy: Times, Helvetica, Comic Sans.  

Headings and subheadings may be bold and/or in a font of your choice (if you want to be 

exotic). 
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READ 3351 Bag of Books Rubric 
 

The Bag of Books is an informal introductory assessment.  Your bag must contain 

at least 12 books.   Books should cover ALL grade levels and MANY genres and 

MANY topics.   

The Bag of Books is used at the first meeting with the student.  You CANNOT 

assume anything based on the student’s age or grade.  You may have a struggling 

reader, or you may have a student reading above level.  You will not know 

beforehand what the student’s interests are. 

You will turn in an annotated LIST of the books in your Bag of Books. 

Include these elements in your list: 

Component Points 

1. Full publication information on the book, using APA or MLA 

style:  

 Author  

 Year of publication 

 Title  

 City of publication  

 Publisher 

2 

2. The approximate reading level of the book: early reader, 

primary, intermediate, secondary 
.5 

3. The genre in which the book would be classified—indicate 

fiction/non-fiction and the specific genre 
.5 

4. A two-three sentence description of the contents of the book. 2 

5. A 50- to 75-word personal statement about why you think this 

is a good book to use with students. 
5 

  

  

 

 

NOTE: Do not use descriptions from book lists, reference books or Internet sites.  You may 

use books from your personal portfolios if you have taken READ 4380. 
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Tutoring Plan 
 

*Use the format, not the form 

Date ___________________   
Student’s Name                       Grade  

Tutor’s Name 

 
 

 My plans are… I Noticed…. 
(This is the most important part – include detailed reactions.) 

 

Poetry Warm-Up 
List book titles and 

poems 

 

 

Book or poem source: Note student’s reaction to the poem. 

Assessment 
Identify specific 

assessment 

 

 

Assessment: 

 

Indicate, briefly, findings from the assessment 

Interactive Reading 
List book/books used 

 

 

Book title: 

 

Objective: 

 

Activity: 

 

Indicate student’s reaction to and performance on the activity. 

Word identification Objective: 

 

Activity: 

 

 

Indicate student’s reaction to and performance on the activity. 

Writing 

 

 

Activity: Indicate student’s reaction to and performance on the activity. 

Read aloud 
List book title 

 

 

Book title: Indicate student’s reaction. 

Take Home Books 

 

List books: 

 

 

 

Reflections on your personal reactions about yourself in the tutoring session.  How has your thinking changed?  What more do you 

know about yourself?  (Note: The is not a place to discuss your student — only your professional growth.) 

 

(50 - 75 words) 
 

Do this as soon as possible after the tutoring session. 
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Ideas for Tutoring Plan Elements:  see www.adlit.org/strategy_library  
 

Poetry Warm-Up may include: 

 Poetry Warm-Up 

  Short poem is read (modeled, read together) 

  Enjoy/ Discuss, reread, etc. 

  Analyze for text features 

  What do you notice about the print? 

 Poetry –Text (Inspection  Decoding) 

Target key words or phonic elements for focused study from the warm up text. 

Practice phonological analysis, phonemic segmentation and blending with the keyword(s) 

Assessments may include: 

CLOZE 

Running Record 

IRI - word list/graded passages  

Miscue Analysis 

Comprehension 

Phonemic awareness, etc. 

Reading may include: 

Interactive Reading 

  Practice reading in an instructional level text. 

Use (as appropriate) walk through, predictions, and reciprocal questioning strategies. 

Use comprehension strategies: QARs, KWLs, Organization Mapping 

Practice reading for fluency and self-confidence 

Practice reading in an independent level text (98%+ accuracy) 

Use (as appropriate) modeling, choral reading, repeated reading, echo reading, impress reading, etc. 

Language Experience  

 Discussion 

Picture or object selected because it is interesting, relevant, provocative, etc. 

The discussion should be general, moving from description to interpretation, to connections, to 

creations… 

Pulled together by having the student come up with a story or a sentence word that captures the 

discussion. 

Are there any words in the sentence that has been dictated that the student can recognize in 

isolation? 

Sentence Study 

The student creates/dictates a sentence growing out of the language experience. The teacher or 

student records the sentence on a sheet of paper.  

Read the sentence, Track the text, 

Sentence analysis (punctuation, capitalization, etc.) are discussed. 

Sentence is cut up. More sentence and word analysis.  

Dictation 

Teacher dictates sentences or words.  Teacher works with student to apply strategies for spelling. 

Words may come from the word bank or patterns being studied. 

Word Identification 

Focus on words that are a part of the reading – whether it is from a story, a passage or a language 

experience chart. 

Phonemic Analysis (number of sounds, etc.) 

Tutor or student records the word 

on a card. 

Sound boxes might be used. 

Correct/Conventional spelling 

demonstrated. 

Word features (sound/symbol) 

analysis. 

Use Word Wall/decoding by 

analogy

Word Bank: Create a word bank.  Put words on 3x5 index cards.  Keep in a file box or on a ring. 

Word sort activities. 

http://www.adlit.org/strategy_library
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Review the words in the bank. 

Games : Word analysis games using word bank words, (sorting, classifying, bingo) 

Read Aloud may include: 
Read Aloud Response 

Picture book or chapter book 

Use a variety of literary genre 

Quick writes in journal. 

Share/discuss. 

Encourage critical thinking. 

Viewing: Bring in non-traditional texts, (newspaper articles, graphs, charts), Work with the student on how to use 

these texts. 

Comprehension: Use comprehension strategies: QARs, KWLs 

Take Home may include: 

 A book to take home with 

them to read 

 A copy of the comic/joke to 

share 

 A text for the child to share 

Remember:  Independent 

Reading Level 
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Other 

Other activities that may be appropriate based on the needs and interests of the student, e.g. textbook survey, note-

taking skills, content reading flag words, etc.:  Jokes, Riddles, Tongue Twisters – Try to make your students laugh 

with text! 

READ 3351 Verification of Understanding 
 

 

The following points are part of the syllabus.  The bulleted list below forms key points that the student must 

understand about READ 3351. 

 

 Participation is based on blackboard discussion, punctuality, class activities, and class discussion.  A 

participation grade is part of the grading for this class. 

 Two Course Quizzed will be opened for students on the dates posted on the syllabus announced/confirmed 

in class.  Students will have to take the quizzes online on the dates assigned.  These quizzes must be passed 

with a grade of 80% in order for the student to receive credit for passing them. 

 Cell phone / Electronics:  Cell phones, text messaging, and checking your cell phone, email, and text 

messages or any other form of social networking which do not support course instruction during class are 

all strictly prohibited.  Come to class prepared to focus on class.  Violations may result in being asked to 

withdraw from the course and / or failure of course.  If there is a potential rising emergency, then prior 

notification of such possibility must be made known to me before the start of class and phone set on 

vibrate. 

 

 

I affirm that I have read the syllabus for READ 3351 and understand all class policies and assignments. 

 

 

______________________________________________________          

Print Name            

 

 

 

______________________________________________________         _________________ 

Signature        Date 
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Appendix F- Interview of Interpretive Researcher Protocol Questions 

 

This is the Peer-Debriefing Script created by Dr. Lisa Wines, PhD used to conducted the 

interview of the Interpretive Researcher prior to the collection of any data, including 

interviewing. 

Good Afternoon, 

Thank you for joining me in this Interview of the Interpretive Researcher. The purpose of this 

interview is to increase the trustworthiness, authenticity, and legitimation of your research 

process, which covers data collection and analysis processes. It is designed to challenge you as a 

researcher, to connect with your potential researcher biases, and allows you to critically analyze 

your current dispositions and potential subjectivity.  

As a peer-debriefer, would you agree with the following statements: (1) that I am a trusted and 

knowledgeable person, (2) that I am not directly involved with your research process, (3) that 

this interview is being audio-recorded for your analysis, and (4) that I am not vested in the 

outcomes of this study in any way? Further, I am a counseling professional, trained in 

interviewing, and have had many experiences in conducting interviews and with qualitative 

research. Onwuegbuzie, Leech, and Collins (2008) suggested a specific process for interviewing 

the interpretive researcher, allowing for some adjustment in how the interview is conducted. I am 

accepting that invitation, thus creating an interview that takes more of a prebriefing approach and 

is conducted prior to the researcher conducting any interviews with the participants of this study. 

Do you acknowledge the information provided herein? If not, let’s agree to stop the interview at 

this time. If so, please respond to the following initial questions. 

Is your dissertation chair aware of this interview of the interpretive researcher taking place? 

Please tell me what is your research topic? 

Now, I will begin with prebriefing you as the interpretive researcher. 

Researcher interview or background experience 

1.     Please explain the qualifications you have that make you most eligible to serve as researcher 

for this study. 

2.     Please explain the qualifications that make you most eligible to serve as an interviewer for 

this research study. 

3.     How might your background experience impact or bias the research process? 
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4.     Before we go to the next section, is there anything else you would like to add regarding 

your background, experience, and potential for biases? 

Researcher’s perceptions of the participants 

1.     What are your current perceptions of pre-service teachers? 

2.     What could happen that might cause you to change your perception of the participants? 

3.     How might your biases affect the perceptions you have of the participants (pre-service 

teachers, their race, culture, sexuality, gender, class, status, or age)? 

4.     Before we go to the next section, is there anything else you would like to add regarding the 

researcher’s perceptions of the participants? 

Perceptions of nonverbal communication 

1.     Please describe your current understanding of nonverbal communication? 

2.     There may be a time in the research process that you perceive your participants’ nonverbal 

communication as negative. How do you plan to handle negative nonverbal cues? 

3.     To what degree do you think tone and pitch influence the research process? 

4.     Discuss your thoughts on eye contact? Please describe how you might respond if the 

participants demonstrate opposite of what is socially expected. 

5.     In your maximum understanding of self, how would you describe the pace in which you ask 

questions? Explain your preference and how it might influence the research process. 

6.     Before we go to the next section, is there anything else you would like to add regarding the 

researcher’s perceptions of nonverbal communication? 

Interpretations of findings 

1.     What potential biases or barriers is there that may impact how you analyze the data or 

interpret the findings? 

2.     How might the characteristics of your participants (such as race, culture, sexuality, gender, 

class, status, or age) influence your interpretations of the data or findings? 

3.     Do you think there might be findings that surprise you or make you react negatively? 

4.     Before we go to the next section, is there anything else you would like to add regarding the 

researcher’s potential interpretations of the findings? 
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Impact on the researcher 

1.     Think about how you might be impacted as a researcher interacting with the participants? 

2.     How might the methods established to collect your data impact you in a personal way? 

3.     How might the methods established to analyze your data impact you in a personal way? 

4.     What strategies do you have in place to prevent subjectivity and biases from occurring? 

5.     Before we go to the next section, is there anything else you would like to add regarding the 

potential impact the research process may have on you? 

Ethical or political issues 

1.     What type of ethical issues might you encounter during the interview process, if any? 

2.     How would you handle ethical issues or dilemmas? 

3.     What political issues might you encounter during this process? 

4.     How might political issues impact the study? 

5.     Do you feel that the participants may only provide socially or politically acceptable 

responses? If so, how do you plan to address this concern? 

6.     Finally, is there anything else you would like to add regarding any ethical or political issues 

you may encounter during the research process? 
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Appendix G - Interview Protocol – Beginning of Course Interview Questions 

 

At the beginning of the interview: 

Thank you so much for agreeing to participate in this study involving transformative learning.  

The interview is part of my doctoral dissertation study that I am conducing this Fall.  As an 

instructor/interviewer I will work to ensure that your experience as a participant is one that is 

authentic, that you are able to relate your experiences, freely, honestly and truthfully.  And that 

matters involving coercion, working to improve a grade or anything like.  Therefore let me ask 

you some preliminary questions.     

a.  Would you agree with me that your participation in this study is completely voluntary and that 

no one or any other person or force has impacted your willingness to participate in this 

interview? 

b. Do you also agree with me that you have a right to ask questions if you do not understand 

something or that you may stop the interview at any time?  

c.  Do you also agree with me that you may continue or discontinue your participation of the 

interviewing process at any time?   

 

1. What is your understanding of the study? 

2. State your full name for the interview. 

3. What year of study are you in at TAMUCC? 

4. What area are you planning to teach? 

5. What experiences do you have teaching? 

6. Have you had any experience teaching reading or writing? 

7. Have you had any experience in teaching with technology? 

8. What is your experience in using tablet technology? 

9. What are your thoughts on using an electronic tablet with your tutoring or teaching? 

10. How do you think you will be using the tablet in your tutoring, specifically? 

11. What things do you think will help you be most successful in using the tablet with 

instruction? 
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12. What things do you think might impact your being least successful in using tablet 

technology? 

13. What applications od you already know that you would plan to be using as a tutor or to 

teach a student? 

14. What type of preliminary instruction would you like or desire to help you to tutor or teach 

in this course? 

15. Describe any past experience you have generally had using technology? 

16. How do you think using the tablet will personally impact you? 

17. How do you think the tablet will impact the student that you teach? 

18. Is there anything you wish to add to the interview? 

19. Have I had your permission to conduct this interview and have the consent to conduct the 

interviews in the month of November and December? 

20. Thank you so much for your participation.  Beginning of Course Interview Questions 
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Appendix H - Interview Protocol - Middle of Course Interview Questions 

Can you state your full name for the interview? 

State the following to remind them of informed consent safeguards:  This is the second interview 

of the study that I am conducted entitled Transformative learning.  I wanted thank you and 

remind you of the safeguards that you have -- 

a.  Agreeing with me that your participation in this study is completely voluntary and that no one 

or any other person or force has impacted your willingness to participate in this interview? 

b. Agreeing with me that you have a right to ask questions if you do not understand something or 

that you may stop the interview at any time?  

c.  Agreeing with me that you may continue or discontinue your participation of the interviewing 

process at any time?   

1. What experiences in integrating technology have shaped your practice as a tutor or 

teacher? 

2. What have been your experiences in integrating tablet technology with reading? 

3. What have been your experiences in integrating tablet technology with comprehension? 

4. What have been your experiences in integrating tablet technology with writing? 

5. What qualifications, if any, do you now have that you did not have prior to integrating 

tablet technology? 

6. Can you please explain what are the things that qualify you more than prior to the 

integrating of technology? 

7. Do you perceive that your tutoring plans have impacted your abilities as a tutor? 

8. Do you have any perceptions on how the reflections have impacted your tutoring? 

9. Have the learning modules impacted your tutoring or teaching? 

11. Have you had conversations in the course with your peers that may have impacted your 

tutoring or teaching? 

12. How has the cadre conferencing blogging impacted your tutoring or teaching? 

13. Have you had an event or episode in your tutoring or teaching that has positively 

impacted your tutoring or teaching? 
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14. Have you had an event or episode in your tutoring or teaching that has negatively 

impacted your tutoring or teaching? 

15. How has use of your tablet impacted your teaching of reading? 

16. What is your current perception of yourself as a pre-service teacher of reading? 

17. How do you perceive yourself as a pre-service teacher of reading comprehension? 

18. How do you perceive yourself as a pre-service teacher of writing? 

19. What factors do you consider have impacted your skills as a pre-service teacher? 

20. Can you describe your process of using tablet integration in tutoring or teaching? 

21. What actions or reactions have you taken as a result of using tablet technology? 

22. What challenges do you think you have encountered as a result of integrating tablet 

technology? 

23. What interactions have you had with your student that impacted your tutoring or 

teaching? 

24. What have been your experiences-positive or negative- in integrating technology? 

25. Do you perceive that here has been a personal change from the beginning of the course to 

the present? 

26. What do you perceive could have been done to help you more in the course, if anything? 

27. What is that you have learned in the course that you did not expect to learn? 

28. Are there any questions, comments, or issues that you would like to add to this interview? 
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Appendix I - Interview Protocol - End of Course Interview Questions 

 

Thank you for agreeing to participate in this third and final interview. 

I want to remind you about the safeguards that protect your interests as a participant in the study: 

That your participation in this study is completely voluntary and that no one or any other person 

or force has impacted your willingness to participate in this interview? 

That you have a right to ask questions if you do not understand something or that you may stop 

the interview at any time?  

That you may continue or discontinue your participation of the interviewing process at any time?    

Questions-- 

1.  Can you tell me about how you have integrated technology with your tutoring? 

2. Can you tell me about how you have integrated technology with reading 

instruction? 

3. Can you tell me about how you have integrated technology with comprehension? 

4. Can you tell me about how you have integrated technology with reading writing?  

5. How do you think integration of tablet tech changed the way you teach or tutor? 

6. How did integrating tablet technology change the relationship with student? 

7. How has tutoring with technology changed your own perceptions of teaching or 

tutoring? 

8. Can you describe the process you used to find apps for reading, comprehension 

and writing for your tutoring sessions?   

9. How do you think integrating technology changed the way you teach overall? 
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10. How do you think it will impact ability to teach in the future?   

11. Have you had an opportunity to fully explore integrating technology with tutoring 

and teaching? 

12.  Has the integrating of table helped your tutoring or as a teacher? 

13. What is your current perception of yourself as a tutor or teacher? 

14. Has integration of tablet tech hindered your abilities as a tutor or teacher? 

15. What skills or problems do you think you have encountered in integrating tablet 

technology with you tutoring? 

16. Do you feel you acquired a perception or role as a tutor or teacher? 

17. How do you perceive your abilities or competence after completing the course? 

18. How do you believe the integration of technology is going to help you student? 

19. How do you believe impact your future teaching? 

20. Do you have any questions or comments you would like to add to this interview?   

Thank you very much.   
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Appendix K - Timeline/Data Inventory to begin Fall, 2013 after IRB Approval 

Transforming Literacy Instruction:  Pre-Service Teachers Assist Students with Reading 

Comprehension and Writing Skills Using iPads 

     Once a participant for the multiple case study proposed has been selected, he/she will be 

presented with a consent form (See Appendix F) to either decline or agree to sign.  Further, times 

for interviews will be discussed and agreed upon.  From there, the process will proceed in the 

approximate manner and time frame as shown below: 

Time (in days, 

weeks, months) 

Duration of activity Description of activity Participant’s role 

Week 1 Obtain Consent 

Forms: Begin First 

4/10 Interviews 4 

days, approximately 

2-4 hours each day. . 

Give reading, writing 

tests. 

Journal:  Daily, except 

Sundays, Mondays 

this semester. 

Interview participants 

(approx.. 1 hour), 

followed by transcription 

of data.  Begin journaling 

immediately.  Request 

relevant artifacts, 

observation forms, plans 

and pictures deemed 

relevant to the study. 

Sign two consent 

forms:  

Participation and 

Interview forms 

Participate in  

interviews.  

Begin cadre 

conferring. View 

online tutorials. 

    

Week 2 

 

4 days, 2-4 hours each 

day, Continue 

collecting inventory 

data, interviewing 

8/10, analyzing data.  

Run one-way 

ANOVA on pre-

course survey. 

Analyze between and 

within group 

differences for pre-

experimental 

equivalence. 

Continue collecting 

inventory assessment 

data, review lesson plans, 

observation forms and 

continue interviewing, 

transcribing. 

Participants  con- 

tinue tutorials, 

using iPads  cadre 

conf.  first week of 

tutoring—begin 

assessments of 

students. 
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Week 3 4 days, 2-4 hours each 

day, Complete first set 

10/10 interviews, 

analyze data, Begin 

reviewing audiotapings. 

Continue review of 

lesson plans, 

observation  time 

forms.  Complete first 

round of 

interviewing, audio 

taping, transcribing. 

Participants  continue 

tutorials, begin using 

iPads,. Cadre conf..  

second week of 

tutoring-complete 

assessments. 

Week 4 4 days, 2-4 hours each 

day,Continue reviewing 

audiotaping, Begin  

theming and coding 

Continue review of 

lesson plans, 

observation , time 

forms.  Continue, 

transcribing. 

Participants complete 

tutorials, using iPads . 

Cadre conf.  third 

week of tutoring. 

Week 5 4 days, 2-4 hours each 

day, Begin 2d set 

interviews4/10, 

analyzing data, Cont. 

audiotaping, 

transcribing. 

Continue review of 

lesson plans, 

time,observation 

forms.  Continue 

reviewing, audio- 

taping, transcribing. 

Participants review 

tutorials, complete 

second set of 

interviews,using 

iPads Cadre conf.  

fourth week of 

tutoring. 

Week 6 4 days, 2-4 hours each 

day,  Continue 8/10 

interviews, analyzing 

data, Continue 

transcribing,audiotaping. 

Continue review of 

lesson plans, time, 

observation forms.  

Continue inter-

viewing, audio-

taping, transcribing. 

Participants  con- 

tinue reviewing of 

tutorials, ,using iPads  

Cadre conf.  fifth 

week of tutoring. 

Week 7 4 days, 2-4 hours each 

day, Complete second 

set of interviews, 

Continue analyzing data, 

Cont. audiotaping,trans-

cribing. 

Continue review of 

lesson plans, time 

observation forms.  

Continue inter-

viewing, audio- 

taping, transcribing. 

Participants complete 

second round of 

interviews continue 

tutorials, ,using iPads 

or traditional 

instruction.  Sixth 

week of tutoring. 

Week 8 4 days, 2-4 hours each 

day, Begin exit  

interviews, 

4/10,analyzing data, 

Cont. review of 

Continue review of 

lesson plans, 

observation forms.  

Continue inter-

viewing, audio- 

Participants  con- 

tinue tutorials, 

providing exit inter-

views,using. Cadre 

conf. Seventh week 
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audiotaping, 

transcribing. Begin 

theming, coding. 

taping, transcribing. 

Begin Drafting chps. 

4 , 5. 

of tutoring. 

Week 9 4 days, 2-4 hours each, 

Conplete. exit inter-

views  admin. reading, 

and writing tests., Finish 

Trnscr,theming, coding. 

Continue review of 

lesson plans, time 

observation forms.  

Cont transcribing. 

drafting Chaps 4, 5. 

Participants  complete   

exit interviews and 

post-tests. Eighth 

week of tutoring, com 

plete assessments. 
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Appendix L - Technology Applications for Reading, Comprehension, and Writing 

 

LITERACY APPLICATIONS WITH Tablets 

 

 
Reading Applications 

Reading Comprehension Applications 

Writing Applications 

Websites 

 

Lists of applications that were downloaded and uploaded to pre-service teachers during the 

course: 

Reading Comprehension Applications (Grades 2-6) 

 

Details: 

 

Aesop’s Quest (based on Aesop’s Fables) Reading for details. $0.99 on iTunes 

 

Reading Comprehension – Solar System 17 nonfiction stories about the solar system $0.99 

 

By Abitalk  Version 1.01 

 

Vocabulary Word Meaning: 

 

Opposite Ocean (searching for antonyms) Free 

 

Same Meaning Magic (searching for synonyms) Free 

 

Same Sound Spellbound (understand homophones) $0.99 on iTunes 

 

WordWeb (free)  good dictionary 

 

Dictionary.com (free) 

 

KidscanSpell.com (free) 

 

Kid Editor 

 

Fact or Opinion: 

 

Professor Garfield Fact or Opinion Free 

 

Sequencing 

 

Speech with Milo: Sequencing $3.99 iTunes 
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eReading Apps 

 

Greek Myths (http://itunes.apple.com/us/app/ereading-greek-myths/id430731994?mt=8#) $1.99 

 

 iTunes 

 

Writing Applications (Grades 2-6) 

 

Evernote  for simple note taking or as a full-blown editor(free) 

 

Pages: The Word Processing App 

 

ABC Cursive Writing  $0.99 on iTunes 

 

Open Source for iPad Word (free download) Free Microsoft word 

 

Toontastic  --kids can draw, animae and share stories 

 

Dragon Dictation 

 

Poetry Creator 

 

Visual Poet 

 

Instant Poetry 

 

Children with dyslexia 

 

Gulliver’s Travels (http://itunes.apple.com/us/app/ereading-gullivers-travels/id389968781?mt=8)          

$1.99 iTunes 

 

Applications for Pre-K- 1st Grade 

 

http://www.schools.utah.gov/CURR/star/Documentation/AppsforEarlyLiteracy-final.aspx 

 

This website of over 34 pages is has sixty (60) very good apps for teaching pre-reading, 

emergent readers and contains letter sounds, phonics, pre-writing and early writing skills. 

50 Fun iPhone Apps to Get Kids Reading and Learning: 

http://onlineultrasoundschool.com/2009/50-fun-iphone-apps-to-get-kids-reading-and-learning/ 

http://itunes.apple.com/us/app/ereading-gullivers-travels/id389968781?mt=8
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This site has a variety of categories (not just literacy) and even has some study tools, such as 

make-your-own flashcards. 

6 iPhone, iPad, iTouch Apps for Teaching Children How to Read: 

http://www.iphoneandkids.com/2010/09/6-iphone-ipad-itouch-apps-for-teaching-children-how-

to-read.html Specifically for young children. 

There's a Special App for that - Apps for Literacy Instruction: http://www.inov8-

ed.com/2011/03/theres-a-special-app-for-that-part-7-apps-that-support-literacy-instruction/ This 

site breaks literacy down into categories, such as phonics and reading fluency. 

http://www.teachthought.com/apps-2/20-ipad-apps-to-teach-elementary-reading/ 

iCanWrite  $0.99 iTunes for letter tracing 

Kids Writing Pad $0.99 iTunes 

Library Resources 

 www.gutenbert.org   

also google free ebooks 

iPad Technology Applications 

www.comprehensivereadingsolutions.com 

Apples’s iWork suite for iPad 

Apple’s iMovies for iPad  

Apple’s iBookstore   

 This app is perfect for reading books online.  The Apple iBooks app is free so download 

it to the iPad.You can see a beautiful bookshelf with book covers artfully displayed.  ePub books 

has an excellent list of sties that offer ePub books for sale and or free download.   

http://www.gutenbert.org/
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You can have ipad books read to you and to students.  Use ipads Voice Over screen to operate 

the features.   Go to iPad’s home screen and tap settings; then chose general arrowaccessiblity 

arro voiceover.  Tap ripple –click home- toggle voice over.  Return to your books in iBooks .  

Triple-click th Hme button, a andpop up will appear.   Tap Turn voice Over on. 

iBooks ahas a powerful dictionary look-up feature. That gives you the definition of a word on the 

book’s page.   

You can use different color for notes and highlighting.  This is an especially good feature to use 

for students with dyslexia. 

Sadun’s whiteboard for $0.99 givesyou a whiteboard that you can use red, blac, blue and  green 

marker to write with. 

Take iPad notes on the notepad – email the data to archive it. 

Keep you iPad calendar in one place.   

Contacts keeps your electronic address book.   

You may work with maps and even get street views of places. 
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Appendix M - Cadre Conferencing Blog Protocol 

 

These blog posts were assigned on Blackboard in the Collaborative Tools section and required 

that each student in the course post as per the instructions provided for the eight week sessions of 

tutoring. 

Cadre Conferencing  Week 1 

Blog from September 23-September 30- You will submit 2 multimedia/technology tools you can 

use to integrate into your tutoring/classroom.  You will also provide a ranking for the tools from 

1 star to 5 stars 

1 star * means highly unlike to use 

 

2 stars ** unlikely to use 

 

3 stars *** would use again 

 

4  stars **** likely to use again 

 

5 stars***** highly recommended and most likely to use again. 

 

After you have completed you blog post, you will review only (1) one of the tools listed of a 

fellow classmate using the same rating system and provide constructive feedback. 

Here are my two examples. 

1)  Prezi -  www.prezi.com-  Free online web tool that allows teachers to create presentations 

using simple to complex templates for class and meeting presentations  Ranking: 5 stars *****. 

2)  Flipsnack books -  www.flipsnack.com -- Free online web tool that allows teachers to create 

individual, group, and class flipbooks.  This is an engaging activity that is fun and easy to use 

and can be colorful, fun and be creative in all three important categories of reading, 

comprehension, and writing.  Ranking 5 stars ***** 
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Cadre Conferencing Blog Week 2 

 

As you prepare for your first week of tutoring, what question(s) do you have concerning any of  

 

the following: 

 

Student and Parent Interviews 

 

Bader Reading and Language Inventory 

 

Bag of Books 

 

Garfield Reading Attitude Survey 

 

Garfield Writing Attitude Survey 

 

Cassidy Informal Writing Inventory. 

 

Post your question(s) and provide one response to another classmate's question(s). 

 

Cadre Conferencing Blog Week 3 

 

After reviewing the two course modules on the Reading Comprehension Skills of Predicting and 

 

Visualizing, analyze your tutoring lesson plan and discuss two ways you will incorporate these 

 

strategies for your own tutoring skills.  Then review the blogs of your cadre and comment 

 

on one other discussion.  This blog is due for completion by Monday, October 14, 2013. 

 

Cadre Conferencing Blog Week 4 

 

After viewing all four course modules on the reading comprehension skills of (1) predicting, (2) 

Visualizing, (3) Schema Connecting, and (4) Summarizing,  analyze your tutoring lesson plan for 

the coming week and discuss two ways you might incorporate these strategies  in your own 

tutoring session.  Review how you might find new apps or websites that specifically address 

some of the challenges your student may be facing and how these tools might best fit your 

student’s needs.  Then review the blogs of your cadre and comment on one peer's posting.  This 

blog is due for completion by Monday, October 21, 2013. 
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. 

Cadre Conferencing Blog Week 5 

At this beginning of this week, you are half way through the tutoring sessions.  This week post 

any questions, comments, insights, technology sharing or other information you deem important 

to inquire about, share or discuss in this forum. Then comment on the blog posting of at least one 

peer. 

Cadre Conferencing Blog Week 6 

1) Select and describe a reading or writing strategy you have used in your tutoring this semester 

that you determine has been successful in helping your student improve his/her reading.  Explain 

why you think it successful and how it works.  

2)  Select and describe a reading or writing strategy that you have used in your tutoring this 

semester that you determine has not been successful in helping your student improve his or her 

reading. Explain why you believe it did not work and how it might be improved upon. 

3)  Read your cadre peer's blogs and select one that you feel you can add to the blog in a positive 

way. 

Cadre Conferencing Blog Week 7 

Think about your practice as both a teacher and a learner, and reflect on your tutoring practice by 

analyzing your own growth and work from the preceding weeks and answer the following 

questions: 

1) What experiences, if any, in the classroom and in your tutoring have caused you to develop 

new skills or learning? 

2)  What changes, if any, have you experiences in the way that you think about your tutoring and 

teaching? 

3) Have cadre conferencing blogs, if any, made an impact on you personally or as a tutor?  
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After answering the three questions find cadre conferencing blog(s) of a peer(s) and schema 

connect or evaluate what a peer(s) is/are saying in comparison to your blog.    

Cadre Conferencing Blog Week 8 

Describe at least 2 new technology applications or strategies that you have researched or tried 

this semester you found particularly successful.  Then review the submissions of your peers in 

the cadre conferencing blog and commit to trying one new application or strategy with your 

student on Tutoring Week 8.  Provide a comment to a peer's blog for the application or strategy 

you will be using with your student and explain why you think it might be helpful for your 

student.    

  



 

245 
 

Appendix N - Common Core State Standards for Integration of Technology and Literacy 

 

Reading  

Key Ideas and Details  

CCSS.ELA-Literacy.CCRA.R.1 Read closely to determine what the text says 

explicitransformative learningy and to make logical inferences from it; cite specific textual 

evidence when writing or speaking to support conclusions drawn from the text. 

CCSS.ELA-Literacy.CCRA.R.2 Determine central ideas or themes of a text and analyze their 

development; summarize the key supporting details and ideas. 

CCSS.ELA-Literacy.CCRA.R.3 Analyze how and why individuals, events, or ideas develop and 

interact over the course of a text. 

 Craft and Structure  

CCSS.ELA-Literacy.CCRA.R.4 Interpret words and phrases as they are used in a text, including 

determining technical, connotative, and figurative meanings, and analyze how specific word 

choices shape meaning or tone. 

CCSS.ELA-Literacy.CCRA.R.5 Analyze the structure of texts, including how specific sentences, 

paragraphs, and larger portions of the text (e.g., a section, chapter, scene, or stanza) relate to each 

other and the whole. 

CCSS.ELA-Literacy.CCRA.R.6 Assess how point of view or purpose shapes the content and 

style of a text. 

Reading Comprehension: 

The following are the Common Core State Standards for reading comprehension: 

 •Reading Standard 1 - Inference and Evidence from Text 

•Reading Standard 2 - Main Ideas and Details 

•Reading Standard 3 - Situation Models 

•Reading Standard 4 - Meaning of Words and Phrases 

•Reading Standard 5 - Structure of Texts 

•Reading Standard 6 - Point of View and Purpose 

•Reading Standard 7 - Multiple Modes of Representation 
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•Reading Standard 8 - Argumentation 

•Reading Standard 9 - Analysis and Comparison 

•Reading Standard 10 - Independent Reading and Comprehension 

(CCSS, National Governors Association Center for Best Practices and Council of Chief State 

School Officers, 2010). 

Writing  

Text Types and Purposes  

CCSS.ELA-Literacy.W.K.1 Use a combination of drawing, dictating, and writing to compose 

opinion pieces in which they tell a reader the topic or the name of the book they are writing 

about and state an opinion or preference about the topic or book (e.g., My favorite book is...). 

CCSS.ELA-Literacy.W.K.2 Use a combination of drawing, dictating, and writing to compose 

informative/explanatory texts in which they name what they are writing about and supply some 

information about the topic. 

CCSS.ELA-Literacy.W.K.3 Use a combination of drawing, dictating, and writing to narrate a 

single event or several loosely linked events, tell about the events in the order in which they 

occurred, and provide a reaction to what happened. 

 Production and Distribution of Writing  

(W.K.4 begins in grade 3) 

CCSS.ELA-Literacy.W.K.5 With guidance and support from adults, respond to questions and 

suggestions from peers and add details to strengthen writing as needed. 

CCSS.ELA-Literacy.W.K.6 With guidance and support from adults, explore a variety of digital 

tools to produce and publish writing, including in collaboration with peers. 

 Research to Build and Present Knowledge  

CCSS.ELA-Literacy.W.K.7 Participate in shared research and writing projects (e.g., explore a 

number of books by a favorite author and express opinions about them). 

CCSS.ELA-Literacy.W.K.8 With guidance and support from adults, recall information from 

experiences or gather information from provided sources to answer a question. 

 (W.K.9 begins in grade 4) 

Range of Writing  
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(W.K.10 begins in grade 3) 

(CCSS, National Governors Association Center for Best Practices and Council of Chief State 

School Officers, 2010). 

 


