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ABSTRACT 

This multi-case study focuses on a pre service teacher 

education program and four of the teacher candidate 

participants. It is important to the field as the focus is 

on teacher candidates at a mid-point in their professional 

coursework and also provides an in depth description of the 

learning experiences provided in a constructivist teacher 

education program. 

The teacher education program known as "the whole 

language block" consists of undergraduate methods 

instruction in reading, language arts, and social studies 

and an apprenticeship experience on-site at Borton Primary 

Magnet School in South Tucson, Arizona. The philosophy of 

whole language guides the instruction of the block. The 

case studies focus on the personal beliefs about learning 

and teaching of four teacher candidates and provide a 

"window" into the block experience. 

The data consists of two participant interviews, 

participants journals, daily field notes, participant exit 

cards, participant mid/final reflections, interviews with 

faculty instructors, and personal reflections of the 

researcher. The data was used to construct and critically 

analyze two "typical" days of the whole language block; and 



to construct four case studies of the experiences of the 

participants. 

18 

The results of the study demonstrate a change in the 

teacher candidates' personal beliefs after participating in 

the whole language block. Additionally, the results speak 

to the importance of the use of a constructivist philosophy 

like whole language in teacher education programs. The 

critical role of an apprenticeship experience for teacher 

candidates is also supported. 
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CHAPTER 1 

THE "WHYS" OF THE STUDY 

My Interest in the Study 

My professional interests include holistic 

instruction, mainly the philosophy of whole language, early 

childhood education and the professional development of 

preservice/experienced classroom teachers. As an early 

childhood classroom educator for approximately 11 years, 

and a curriculum coordinator of early childhood programs 

for the last three years, I am interested both in authentic 

instruction for young children and in the most viable way 

to implement that authentic instruction through 

professional development for classroom educators. 

During the spring semesters of the first and second 

years of my doctoral program, I participated as an intern 

and subsequent instructor in a whole language block, for 

pre service teachers, that integrates reading, language 

arts, and social studies methods courses. My interest in 

designing and implementing this research study grew out of 

my participation in the whole language block. In this 

study, I examine the personal beliefs about learning and 

teaching of preservice teacher candidates participating in 



the block. Additionally, I examine the impact that 

immersion in the philosophy of whole language has on the 

teacher candidates' personal beliefs about learning and 

teaching. 

20 

This study combines two areas I am quite passionate 

about. The first is my interest in the field of teacher 

education. I believe that most teacher education programs 

could be more successful in graduating teachers who have 

developed a strong personal philosophy of education that 

will serve as a lifelong guide in their classroom practice. 

In many current teacher education programs, bits and pieces 

of a variety of learning and teaching philosophies are 

offered to teacher candidates without an in depth 

exploration of anyone philosophy. 

The role of personal beliefs about learning and 

teaching that preservice teacher candidates bring to their 

education programs are rarely acknowledged in those 

programs. Personal beliefs formed through experiences as a 

student in schools or in the social community outside of 

school provide a lens through which new knowledge or 

experience is filtered. In order to assimilate new 

knowledge, existing beliefs or schema have to be challenged 

creating tension or disequilibrium for learners. Through 

this challenge, the learning process becomes uncomfortable 
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for the learner as new knowledge or experience is filtered 

through existing beliefs, forming new or expanded schema in 

the student's head. The identification of personal 

beliefs, working as the filter to new knowledge and 

experiences, is a integral to working with both both 

preservice and inservice teachers. 

The second area I am passionate about is my personal 

belief in the philosophy of whole language. Through whole 

language, learners of all ages are provided with 

opportunities to construct their personal educational 

philosophy and belief system that underlies their classroom 

practice. Whole language programs support the learner's 

personal invention and social convention (Goodman & 

Goodman, 1990) of knowledge through active participation in 

authentic learning activities incorporating the learner's 

previous experiences. 

The cornerstone and context of my belief system about 

learning is that students of all ages learn in the same way 

and should be provided with the same types of experiences 

to facilitate that learning. I see no discernable 

difference in the kinds of experiences that best promote 

learning for elementary and high school students or for 

preservice and inservice classroom educators. My beliefs 
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apply to learners of all ages whether in the context of the 

university classroom or the school community for perservice 

and inservice professional workshops. 

Importance of this study to the Field 

In the literature review necessary for the grounding 

of this study, I searched for descriptions of 

constructivist teacher education programs. While many 

educators discussed with me programs that they knew existed 

at universities across the United states, no information 

about those programs was available in the literature. The 

research literature about students who enter teacher 

education programs focus on either entering teacher 

candidates, those in their first professional education 

course, or on those candidates involved in student 

teaching. There is no research literature available about 

teacher candidates at a mid-point, or the semester prior to 

their student teaching. This study is the first to focus 

on teacher candidates at the mid-point of their programs. 

One of the current debates in the field today is that 

of the role and importance of constructivist teacher 

education programs. This study provides a rich description 

of a teacher education program built on the constructivist 
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philosophy of whole language. Through the documentation of 

the study, a viable program for preservice teacher 

candidates is available in the literature, hopefully, 

providing support for the establishment of other similar 

teacher education programs. 

The study supports the use of the philosophy of whole 

language as a philosophy for older learners. This study 

also documents the impact that immersion in a consistent 

philosophy of instruction has on the beliefs teacher 

candidates bring to that learning experience. Currently, 

the professional literature in teacher education highlights 

research studies that both confirm and deny the importance 

of the role and identification of the beliefs of preservice 

teacher candidates. This study adds to that body of 

literature. 

In this chapter, I introduce rationale and procedures 

of the study. I introduce the participants and setting of 

the research study and examine the related professional 

literature. 

Goals of the study 

The purpose of the study is two fold. Firstly, this 

study examines the role of preservice teacher candidate's 
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beliefs and the impact on those beliefs by an immersion in 

a teacher education program organizing instruction and 

apprenticeship experiences around a strong whole language 

philosophy. The impact on and changes of the candidate's 

beliefs is highlighted and chronicled through the eyes of 

four teacher candidates as constructed by individual case 

studies (see Chapters 5-9). 

Secondly, the study provides a landscape of a teacher 

education program organized and implemented through the 

philosophy of whole language. The characteristics and 

experiences of the whole language teacher program is 

documented and discussed as are the perceptions the teacher 

candidates have about their roles as apprentice teachers 

and university students within the whole language block. 

The four case studies also work as a window into the block 

experiences for the teacher candidates. 

The specific questions I investigate are as follows: 

1. As preservice teacher candidates engage in an 

immersion in the philosophy of whole language, how Will 

their individual beliefs about teaching and learning be 

impacted? 
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2. What perceptions do the teacher candidates have 

about their roles as apprenticeship teachers and university 

students? 

3. What are the characteristics of an undergraduate 

whole language teacher education program? 

4. What experiences are provided to the teacher 

candidates in a whole language teacher education program? 

Organization of the study 

For the purpose of the study, I functioned in a dual 

role. I participated in the block as one of the university 

faculty as well as a participant observer (Spradley, 1980) 

researching the undergraduate whole language teacher 

education methods block and its participants. 

I also functioned as the block coordinator. I 

provided instruction on a daily basis and helped to 

facilitate the apprenticeship experiences and personal 

needs. As an observer, I documented, collected and 

organized daily field notes, collected additional data, and 

interviewed the student participants. The procedures and 

data analysis is presented in Chapter 2. 
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Setting for the Study 

In the semester prior to their student teaching 

experience, University of Arizona preservice elementary 

teacher candidates participate in five methods courses: 

reading, language arts, social studies, math, and science. 

The current study focuses on the whole language block 

integrating language arts, reading, and social studies 

methods courses taught on-site at Borton Primary Magnet 

School in South Tucson, Arizona. 

The University of Arizona whole language undergraduate 

methods block is organized so that the teacher candidates 

participate methods instruction on Monday and Tuesday 

mornings from 8:00 am until 12:00 noon for an entire 

semester (15 weeks). An apprenticeship experience in the 

primary classrooms at Borton are scheduled for a full day 

on Wednesday and half a day on Thursday. In the primary 

classrooms, the teacher candidates work with a mentor 

teacher. Undergraduate instruction in science and math 

methods which are not the focus of this study occurs on 

Tuesday and Thursday afternoons from 12:30 pm to 3:15 pm on 

the University's main campus. 

The current study chronicles the fifth year of the 

whole language block. In the 1995 block, Dr. Yetta Goodman 
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provided the primary instruction and was assisted by me. A 

smaller pilot study is referenced at points during the 

larger main study to support the data collection, analysis, 

and construction of case studies. The pilot study focused 

on the 1994 block where Dr. Ken Goodman provided the 

primary instruction with Ruth Saez-Vega, a teaching 

assistant. The pilot study was used to design this study. 

Professional Literature in Teacher Beliefs 

In the research on teacher thinking and on teacher 

behavior, there is agreement that personal beliefs are the 

best indicators of the decisions individuals make 

throughout their lives (Bandura, 1986; Dewey, 1933; Nisbett 

& Ross, 1980; Rokeach, 1968) and the beliefs teachers hold 

influence their perceptions and judgements which affect 

their behavior in the classroom (Fenstermacher, 1979, 1986; 

Nespor, 1987; Wilson, 1990). In 1979, Fenstermacher 

predicted that the study of beliefs would become the focus 

for teacher effectiveness research and recently, Pintrich 

(1990) suggested that beliefs will prove to be the most 

valuable psychological construct to teacher education. 
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Definition of Beliefs 

Due to the plethora of studies on beliefs in a variety 

of fields, no one definition of beliefs has emerged for use 

by all. In this study, the term beliefs is defined based 

on the research of Nisbett and Ross (1980). Nisbett and 

Ross (1980) suggest that knowledge is composed of a 

cognitive component organized schematically, and a belief 

component, containing elements of evaluation and judgement. 

The researchers provide the example of a teacher's 

knowledge of the faculty handbook as instances of cognitive 

knowledge while the knowing of particular students as 

trouble makers as an example of beliefs. Beliefs are what 

the researchers refer to as "a second kind of knowledge" 

(p. 310), so belief is suggested to be a kind of knowledge. 

Personal Beliefs as a Filter or Screen 

In their research, Calderhead and Robson (1991) 

studied the knowledge about teaching, learning, and 

curriculum that was held by 12 student teachers upon their 

entry to the field of education and the impact that 

knowledge had on the interpretation of their practice. The 

researchers found that the positive images of teaching the 

student teachers held worked as models for the kinds of 
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teachers that they would become. The images also worked as 

a framework for the interpretation of "the practice of 

their supervising teacher in school and their own early 

attempts at classroom teaching" (p. 2). Calderhead and 

Robson concluded that the "different conceptions of 

teaching and of professional development held by students 

can influence what they find relevant and useful in the 

(professional education) course and how they analyse their 

own and others' practice" (p. 7). 

J. Goodman's (1988) research explored the entering 

perspectives of students enrolling in a large state-

supported teacher education program. The goal of the study 

was to delve deeply into the "thinking and actions" of the 

perservice candidates as well as "explore the ways in which 

they organized their perspective into a practical 

philosophy of teaching" (p. 122). 

The results of Goodman's (1988) study suggested 

. that early childhood and school experiences had 
a significant impact on the informant's professional 
perspectives . • . their pre-professional images 
formed an "intuitive screen" through which they 
interpreted their professional education. When exposed 
to new ideas or experiences, stUdents tended to act 
first on an intuitive rather than an intellectual 
level. No matter how logical or sound an idea seemed, 
if it directly contradicted a student's intuitive 
screen, it was usually rejected. (p. 130) 
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In this study, building on the research conducted by 

Calderhead and Robson (1991) and J. Goodman (1988), I 

document the beliefs or knowledge of teaching and learning 

held by teacher candidates. 

Deyelopment of Personal Beliefs 

Lortie (1975) points out that the education teacher 

candidates receive at a university or college is 

outdistanced by the hours spent as a student in elementary 

and secondary classrooms while Rokeach (1968) hypothesizes 

that those hours spent as an elementary and secondary 

student provide grand opportunities for developing beliefs 

of all types that are then brought to teacher education 

programs and taken into classrooms. Those beliefs 

developed as elementary and secondary students about 

teaching are well established by the time teacher 

candidates get to college (Florio-Ruane & Lensmire, 1990). 

Calderhead and Robson (1991) believe that the vivid images 

of teaching gleaned from experiences as a elementary and 

secondary student influence the preservice students' 

interpretations of teacher education courses that translate 

into classroom practices used as a teacher. 
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In addition to the development of beliefs through 

previous schooling and instructional experiences 

(Lortie,1975; Rokeach, 1968), personal experiences as well 

as experiences with formal knowledge can also impact the 

development of beliefs. Personal experiences shaping 

beliefs consist of background, geographic location, gender, 

and religion. Clandinin and Connelly (1986) feel that 

personal experiences form images that ultimately affect 

teaching practice. 

Formal knowledge is experienced by students from the 

first years of their lives. Through Sunday school, 

reading, television, and family life, students are exposed 

to a variety of formal knowledge. Important in these early 

experiences is the teacher candidate's view of subject 

matter and how it is learned. This view is referred to as 

pedagogical content knowledge (Clandinin & Connelly, 1986). 

Another type of formal knowledge experienced by teachers is 

pedagogical knowledge refering to the practices of teaching 

including classroom discipline and management. 

Impact of Personal Beliefs on Classroom Practice 

The beliefs about teaching developed as an elementary 

and secondary student could be one possible reason for the 
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slow to change nature of classroom practice. Florio-Ruane 

and Lensmire (1990) feel that the beliefs teachers develop 

as students reflect the status-quo rather than state-of

the-art practice. As a contrast, in fields outside of 

education, when most students enter their discipline, they 

are unlikely to have well-developed theories and 

preconceptions about their field of study (Posner et al., 

1982). Beliefs and conceptions about entering new fields 

of study are reconstructed based on the information 

presented in university classrooms or apprenticeship 

experiences. Unfortunately, this is not the case for the 

teacher candidate entering a high school or elementary 

classroom. These schools and classrooms may not differ 

substantially from the schools and classrooms experienced 

as students. Therefore, as Pajares (1992) claims, no 

reconstruction of beliefs is required of teacher 

candidates, ". the reality of their everyday lives in 

the classroom may be largely unaffected by higher education 

as may their beliefs" (p. 322). 

Role of Beliefs in Learning 

Personal beliefs play two important roles in the 

learning process. Personal beliefs about learning and 
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teaching held by teacher candidates may serve as filters or 

screens to the acquisition of the new knowledge presented 

in teacher education program. 

Additionally, in constructivist education programs, 

learners actively construct knowledge based on prior 

beliefs or experiences. Those beliefs, therefore, playa 

role in how students learn as well as what they learn. 

In 1971, Green suggested that beliefs are the focus of 

teaching in that teaching aims to assist students in 

reconstructing beliefs based on reason. Fenstermacher 

(1979) stated that the goal of teacher education was to 

help teacher candidates identify and reconstruct their 

personal beliefs about learning and teaching so that their 

beliefs were objective and reasonable. 

Changes in Beliefs in Learning and Teaching 

Within the literature in teacher change, there is 

great controversy over the possibility of changing teacher 

beliefs. Some researchers find that beliefs are impossible 

to change while others suggest that beliefs can be changed 

through teacher education and inservice programs. 

Nisbett and Ross (1980) concluded that there was 

nothing to suggest that teacher candidates would change 



their beliefs even when their beliefs were not "accurate 

representations of reality" (p. 214). The researchers 

found no literature to suggest that teacher candidates 

looked for any strategies that could assist them in 

changing their beliefs even when their beliefs were not 

longer accurate. 
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Posner et ale (1982) concluded from their study that 

beliefs change only when individuals are no longer 

satisfied with their prior beliefs and that the new b~liefs 

are possible and intelligible. The researchers suggest 

that the students in their study "rejected new information, 

considered it irrelevant, compartmentalized their 

conceptions to prevent it from conflicting with existing 

beliefs, or even forcefully assimilated it in the face of 

conflicting logic, reason, and observation before they 

would consider accommodation" (Posner et al., 1982, as 

reported in Pajares, 1992, p. 321). 

"While knowledge of entering teacher education 

students' beliefs i~ interesting, it becomes useful to the 

teacher education process only through an understanding of 

the relationship between these beliefs and learning to 

teach" (Richardson, 1995, p. 17). In examining the studies 

exploring this relationship, the role of refection and 



constructivist teaching philosophies is noted in many of 

the studies. 
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Hollingsworth (1989) studied the entering beliefs of 

teacher candidates in a program designed to develop a 

constructivist philosophy of learning and teaching. Many 

of the teacher candidates believed that the role of the 

teacher was to feed knowledge to students through direct 

instruction. Hollingsworth concluded that all the teacher 

candidates believed that students construct their own 

meaning, but the beliefs of some of the teacher candidates 

were stronger than others. 

In a study of beliefs about reading held by teacher 

candidates entering a course where instruction was guided 

by a constructivist philosophy, Holt-Reynolds (1992) found 

that the teacher candidate's prior beliefs interfered with 

their openness to the course's content. 

In their course designed to develop reflective 

practitioners, Ross, Johnson, and Smith (1991) examined the 

preservice teacher candidates' entering perspectives on 

learning to teach. They concluded that there are many 

factors influencing how and what the teacher candidates 

learned, but most important was the candidate's entering 

perspectives on learning and teaching. 
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McDiarmid's (1990) research in analyzing student work 

found that some entry-level students resisted changing 

their beliefs. Schommer (1990) explored student's beliefs 

about knowledge and found that students will even distort 

presented information in order to preserve the consistency 

of their beliefs. Kalaian and Freeman (1989) concluded 

that the beliefs about instruction that teacher candidates 

possess does not change from their entry and exit in 

teacher education programs. 

Black and Ammon (1992) suggested that teacher 

candidates move from a behaviorist philosophy of classroom 

practice to a constructivist philosophy based on classroom 

experience. Morine-Dershimer (1989) used concept mapping 

to study the changes in the teacher candidate's beliefs in 

a course designed to practice models of teaching. She 

found differences in the maps of undergraduate and master's 

students. The master's students used the mapping to look 

to the future in their teaching lessons while the 

undergraduate used the mapping as a form of critique for 

their previously taught lessons. 

In 1993, Bird, Anderson, Sullivan, and Swindler 

designed an introductory preservice teacher education 

course to challenger the beliefs of the participants. 
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"Their (beliefs) significance is that prospective teachers 

use their 'beliefs' to 'read' situations, to interpret new 

information, and to decide what is possible or realistic or 

proper" (Anderson & Bird, 1992; Bird et al., 1993, p. 254). 

Bird, the course instructor, attempted to both engage the 

students' existing beliefs about teaching and learning and 

to encourage their consideration of alternative beliefs in 

the educational literature. 

In the course Bird emphasized that the intent of the 

activities of the class was to help students acquire 

"options" for thinking and talking about teaching and for 

acting as teachers. He hoped that through a combination of 

materials, activities, and interaction among the students 

about their current ideas about teaching, the ideas 

encountered in the reading and in classroom activities 

would be organized and conditions for change would be ripe. 

In examining the success of Bird's course, the 

researchers concluded that "the attempt to teaching in a 

way that could engage and alter their (students') beliefs 

was fraught with problems . these problems are likely 

to accompany the dual tasks of cultivating students' 

beliefs and promoting beliefs written in educational 

literature" (p. 265). 
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Bolin (1990) concluded, based on his case study of a 

student teacher, that not all students become reflective 

when participating in teacher education programs 

emphasizing reflection. His student teacher resisted the 

use of reflection during teaching. 

In her work with two teacher candidates, Olson (1993) 

concluded that the teacher candidates demonstrated no 

changes in their entering beliefs about teaching during 

their professional coursework. She suggested that the lack 

of change in the teacher candidates' prior beliefs may be 

due to the lack of opportunities for confrontation of their 

beliefs. 

Feiman-Nemser and Buchman (1989) presented a 

longitudinal study of six elementary education students 

participating in two different teacher education programs 

through the two years of their undergraduate courses. 

Conclusions about the study demonstrate that at least one 

student used the content of her coursework to reinforce her 

entering beliefs which clearly reversed the ideas presented 

in her assigned readings. 

The case studies show how elementary education 
students interpret their courses and field experiences 
through the ideas they bring to teacher preparation. 
Left unchallenged, those entering beliefs can lead to 
mislearnings . teacher educators must pay 
attention to the incoming beliefs and attitudes of 
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their students and check for understanding. (pp. 375-
376) 

In his work with inservice teachers, Guskey (1986) 

suggests that most staff development programs are not too 

successful in changing teachers' beliefs or attitudes. 

However, he found that when teachers are persuaded to use a 

strategy and find that the strategy is successful in 

raising student achievement, teachers will often make a 

change in their beliefs or attitudes. Unfortunately, if 

the teacher cannot be persuaded to use the strategy or if 

the attempt at use is not successful, then no change in 

beliefs occur. 

Changing Personal Beliefs 

Using Piaget's concepts of assimilation and 

accommodation, Posner et al. (1970) suggested how new 

information changes prior beliefs. Assimilation occurs 

when new information is incorporated into existing beliefs 

while accommodation occurs when the new information cannot 

be assimilated and existing beliefs must be restructured or 

reorganized. Accommodation requires a deeper alteration 

but both assimilation and accommodation result in belief 

change. 
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Prior to any change taking place, the individual must 

be dissatisfied with their existing beliefs and the new 

beliefs must appear to be plausible. Beliefs must be 

challenged in order to be changed. 

In their study, the researchers found that students 

would go to the extreme of rejecting or compartmentalizing 

new information to stop it from conflicting with existing 

beliefs, or even forcibly assimilate the new information 

even if it conflicted with the logic and reason of the 

existing beliefs rather than accommodate. Belief change is 

the last to occur. 

Posner et ale (1982) found that several conditions 

must be in place for the accommodation of new information 

into existing beliefs. Students must first find that the 

new information presents a deviation from their existing 

beliefs. They must feel that the new information needs to 

be made a part of their existing beliefs. They must feel 

the need to reduce the discrepancies between the new 

information and their existing beliefs. Prior assimilation 

of the new information must have been unsuccessful. The 

researchers also reported that if change in existing 

beliefs does take place, the new beliefs must be tested and 

found to be effective or the new beliefs may be thrown out. 
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Personal Beliefs in Teacher Education Programs 

Some researchers present evidence that efforts to 

change beliefs are not a component in teacher education 

programs. This lack of inclusion may be partly due to the 

lack of agreement among education faculty about what 

desirable beliefs about teaching are (Freeman, 1988). 

Another possible source for the identification of 

preservice teacher candidates beliefs could be their 

required undergraduate methods courses. Those vivid images 

about teaching gleaned from experiences as a student 

(Calderhead & Robson, 1991) could be accessed in the 

dialogue of methods courses. 

In corning full circle, research in the beliefs of 

teacher candidates and professional educators is crucial in 

developing strong teacher preparation programs as well as 

in supporting the change of classroom practices for current 

professional educators. As Kagan (1992) speculates, "The 

more one reads stUdies of teacher beliefs, the more 

strongly one suspects that this piebald of personal 

knowledge lies at the very heart of teaching" (p. 85). 
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Apprenticeship Experiences 

in Teacher Education 

In acknowledging the importance of the role of 

culture, Brown, Collins, and Duguid (1989) state, 

The activities of many communities are unfathomable, 
unless they are viewed from within ,the culture. The 
culture and the use of a tool act together to 
determine the way practitioners see the world; and the 
way the world appears to them determines the culture's 
understanding of the world and of the tools ... to 
learn to use the tools as practitioners use them, a 
student, like an apprentice must enter the community 
and its culture. (p. 33) 

Brown, Collins, and Duguid (1989) state: 

Many of the activities students undertake are simply 
not the activities of practitioners and would not make 
sense or be endorsed by the cultures to which they are 
attributed. Classroom tasks, therefore, can 
completely fail to provide the contextual features 
that allow authentic activity. (p. 34) 

An important framework which supports the concept of 

apprenticeship is that of the cognitive apprenticeship 

(Brown, Collins, & Duguid, 1989). In the cognitive 

apprenticeship, learning is embedded within activity and 

makes conscious use of the social and physical context. 

"The activity in which knowledge is developed and deployed 

. . . is not separable from or ancillary to learning and 

cognition" (p. 32). This viewpoint is congruent with the 

understanding of learning and cognition that is emerging 
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from research that challenges the separation of what is 

learned from how it is learned. 

"Activity, concept, and culture are interdependent. 

No one can be totally understood without the other two. 

Learning must involve all three" (p. 33). The authors use 

the acquisition of words within the context of ordinary 

conversation in contrast to the learning of words from 

"abstract definitions and sentences taken out of the 

context of normal use" (p. 32) as an example of learning 

that is successful. The authors point about language 

learning parallels closely K. Goodman's (1986) statements, 

" . . language is easy to learn when it is whole, used in 

an authentic, relevant context, and driven by the learner's 

desire to learn it" (p. 26). Brown, Collins, and Duguid 

(1989) continue, "All knowledge is, we believe, like 

language. It's constituent parts index the world and so 

are inextricably a product of activity and situations in 

which they are produced" (p. 33). 

They also say, 

. . . it may be more useful to consider conceptual 
knowledge as, in some ways similar to a set of tools. 
Tools share several significant features with 
knowledge. They can only be fully understood through 
use. People who use tools actively ... build an 
increasingly rich implicit understanding of the world 
in which they use the tools and of the tools 
themselves. (Brown, Collins, & Duguid, 1989, p. 33) 
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Brown, Collins, and Duguid (1989) also use the term 

apprenticeship to reference "the paradigm of situated 

modeling, coaching, and fading" (p. 39). In the paradigm, 

the teacher models their personal strategies for working 

with students in an authentic activity. The teacher then 

works as a coach in supporting the apprentice in their 

efforts at working with students. Finally, the apprentices 

are empowered through the modeling and coaching by the 

teacher to continue their own learning in working with 

students. 

In the current study, the use of the term "cognitive 

apprenticeship" (Brown, Collins, & Duguid, 1989) is used 

describe the activities of the teacher candidates enrolled 

in the whole language block. The teacher candidates enter 

the university classroom to acquire and develop the 

knowledge or cognitive tools needed to work as apprentices 

in authentic activities in elementary classrooms. The 

university faculty and other professionals model 

strategies, provide opportunities for the teacher 

candidates to practice those strategies, and provide 

feedback empowering the teacher candidates to independent 

use of the strategies. 



constructivist Teacher Education Programs 

Constructivist teaching and teacher education has 
clearly arrived. Discussion of these topics dominate 
scholarly and practitioner journal in most subject 
matter areas . . . constructivist approaches are 
r~flected in nation and state level policy documents 
designed to influence the curriculum and pedagogy of 
American classrooms. (Richardson, in press, p. 1) 
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Within constructivist learning theory posits the view 

that learners construct their knowledge based on their 

background experiences as well as the experiences within 

the learner's classroom or educational program. Knowledge 

is constructed from learner's personal invention of prior 

experiences and the social convention of the new 

experiences provided by teacher, peers, or others (Goodman 

& Goodman, 1990). 

Richardson (in press) suggests that there are 

conflicts within the educational community about 

constructivist learning theory. She suggests that the 

"conflicts relate to the difficulty in translating a 

descriptive theory of learning into the practice of 

teaching" (p. 1). She describes two different 

constructivist approaches, those of the Piagetian approach 

and the situated social constructivist approach. 

In the Piagetian approach to constructivism, meaning 

making is viewed as a process that is individual, as 
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opposed to social, and "the purpose is to lead toward 

higher levels of understanding and analytic capabilities" 

(Richardson, in press, p. 3). 

The situated social constructivist approach concerns 

two aspects, that of situated cognition and socio-cultural. 

The situated cognitive aspect 

. • . suggests that knowledge is constructed by a 
person in transaction with the environment; that is, 
both the individual and environment change as a result 
of the learning process ... knowledge is socially 
constructed, because meaning can only be constructed 
through the use of language in a social content. (p. 
5) 

Therefore, in situated cognition, learning and action 

cannot be separated. This viewpoint is congruent with 

Brown, Collins, and Duguid's (1989) cognitive 

apprenticeship. 

The socio-cultural aspect of the situated 

constructivist approach suggests that "the development of 

the individual relies on social interactions. It is within 

this social interaction that cultural meanings are shared 

within the group and then internalized by the individual" 

(p. 5). This aspect comes mainly from the work of L.S. 

Vygotsky (1978). 
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Richardson suggests that both approaches are in 

practice today. One is that of teaching students how they 

should teach. The other 

. . . involves working with teachers and preservice 
teachers to help them understand their own tacit 
understandings, how these have developed, and the 
effects of these understandings on their actions, and 
to introduce new conceptions and premises as potential 
alternatives to those held by the students. 
(Richardson, in press, p. 7) 

The 1995 whole language block is an example of both 

approaches. Through the philosophy of whole language, 

teacher candidates utilize their prior educational 

experiences in combination with the new understandings to 

construct personal theories of learning and teaching. 

Through their dual roles as university students and 

apprenticeship teachers, the teacher candidates acknowledge 

their previous schooling experiences and work toward an 

understanding of whole language classrooms. The block also 

focuses on "how to teach" as they learn from elementary and 

university faculty through demonstration, discussion, and 

critique. 

Professional Literature on Whole Language 

In What's Whole in Whole Language, Ken Goodman (1986) 

states that 
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Whole language is clearly a lot of things to a lot of 
people; it's not a dogma to be narrowly practiced. 
It's a way of bringing together a view of language, a 
view of learning, and a view of people, in particular 
two special groups of people: kids and teachers. (p. 
5) 

Dorothy Watson (1989) suggests that, 

Whole language is a perspective on education that is 
supported by beliefs about learners and learning, 
teachers and teaching, language and curriculum . . . 
whole language is not a program, package, set of 
materials, method, practice, or technique; rather, it 
is a perspective on language and learning that leads 
to the acceptance of certain strategies, methods, 
materials, or techniques. (p. 322) 

Brian Cambourne(1988) believes that, 

In a teaching-learning context, a whole language 
approach means that the literacy act or artifact being 
demonstrated need to be sufficiently 'whole' to 
provide enough information about the various systems 
and sub-systems of language, so that learner, if they 
decide to engage, will have the data available for 
working out how all the pieces fit together and 
interact with each other. The notion of 'wholeness', 
as I see it applying to whole language, is linked to 
the demonstrations with which the learner is expected 
to engage. (p. 204) 

Lee Gunderson and Jon Shapiro (1987) state, "The term 

whole language has nearly as many definitions as it has 

advocates" (p. 22). Constance Weaver (1994) hypothesizes 

that 

Though indeed there is no one true definition of whole 
language, there are many principles that together form 
a core of beliefs characterizing the essence of a 
whole language philosophy ... it (whole language) 
requires that teachers understand learners and 
learning in new ways, that they interact with students 
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and develop curricula in new ways, that they modify 
their roles as teachers, and that they hold new 
expectations for students and develop new means of 
assessment congruent with these expectations. (p. 332) 

K. Goodman (1986) delineates four humanistic-

scientific pillars that support whole language. "It has a 

strong theory of learning, a theory of language, a basic 

view of teaching and the role of teachers, and a language-

centered view of curriculum" (p. 26). 

The learning theory that informs whole language, the 

first pillar, states that 

. . . language is easy to learn when it is whole, used 
in an authentic, relevant context, and driven by the 
learner's desire to learn it. Language is also both 
personal, as it is based on the need to communicate, 
and social, as it must be shaped by the "norms of 
society. (p. 26) 

K. Goodman believes that learners also learn language 

and learn about language simultaneously through authentic 

use. Language development is empowering as the learner 

"'owns' the process and makes decisions about when to use 

it, what for, and with what results" (p. 26). Language 

development is also 

. learning how to mean . . . how to make sense of 
the world in the context of how our parents, families, 
and cultures make sense of it. Cognitive and 
linguistic development are totally interdependent: 
thought depends on language and language depends on 
thought. (p. 26) 
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Finally, "language development is a holistic and personal-

social achievement" (p. 26). 

Important to the learning pillar is the concept o'f the 

tension between invention and convention., 

Both invention, personal creation of language, and 
convention, the socially established systems and 
norms, are necessary for learning. Language ... is 
invented by each individual, and in the context of its 
social use it is adapted to the social conventions .. 
· the child keeps inventing rules and trying them out 
until they work-until they come into balance with 
social convention. (Goodman & Goodman, 1990, p. 23) 

Ken and Yetta Goodman (1990) use the metaphor of 

centrifugal and centripetal force in physics to provide a 

vehicle for the 

· . . opposing forces shaping the development of 
language in individuals and in communities. Although 
they are opposing in a sense, they operate in an 
integral fashion. If a ball is twirled on a string, 
there is a centrifugal force pulling it away from the 
center. If the twirler lets go, the ball flies off in 
a straight line. The string transmits an opposing, 
centripetal force pulling it back toward the middle. 
As long as these are in balance, the ball will orbit 
the center. (p. 231) 

They state: 

In language, the centrifugal force is the ability of 
people individually and collectively to create 
semiotic systems, to invent new language, to deal with 
new experiences, feelings, and ideas . . . the 
centripetal force that provides the counterbalance and 
relative stability is the social nature of language 
· .. in social transactions with others. learners 
experience the conventions of the social language 
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between the creative force and the need to 
communicate. (p. 232) 

The second pillar is focusses on language and is 
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"firmly grounded in scientific knowledge and theories about 

language .... Whole language is whole. It does not 

exclude some languages, some dialects, or some registers 

because their speakers lack status in a particular society" 

(p. 27). The language used in schools must be authentic, 

purposeful, functional, and "in the context of whole, real 

language texts that are a part of real language experiences 

of children" (p. 28). 

A view of teaching, the third pillar, includes the 

professionalism of whole language teachers. 

They draw constantly on a scientific body of knowledge 
in carrying out their work; they know about language, 
learning, kids, curriculum, and methodology . . . they 
are confident of their teaching and in their decision
making because they are confident in the humanistic
scientific bases of their practice. (p. 29) 

Whole language teachers are "convinced that teachers guide, 

support, monitor, encourage, and facilitate learning, but 

do not control it .... They expect and plan for growth 

but do not impose arbitrary standards of performance" (p. 

29) . 
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The fourth pillar of whole language is that of the 

dual nature of the curriculum. In whole language, 

curriculum is viewed as 

language development and content . . . for 
learners it's a single curriculum focusing on what is 
being learned, what language is being used for. But 
for teachers there is always a double agenda: to 
maximize opportunities for pupils to engage in 
authentic speech and literacy events while they study 
their community, do a literature unit, . . . speaking, 
listening, writing, and reading are all happening in 
the context of the exploration of the world of things, 
events, ideas, and experiences. The content 
curriculum draws on the interests and experiences 
children have outside of school, and thus incorporates 
the full range of oral, and written functions. (p. 30) 

In addition to integration, the curriculum is also 

guided by authenticity, choice, ownership, and relevance. 

students need to feel that "what they are doing through 

language they have chosen to do. They need to own the 

processes they use .... What they do ought to matter to 

them personally" (p. 30). 

The fifth of K. Goodman's (1986) pillars, added at a 

later point to the four original pillars, is that of the 

community. The social community of the classroom supports 

and enhances the learning of its participants just as the 

community outside the walls of the elementary school 

supports the learning of the students within. The 

community also provides for the authenticness that support 
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the application of reading, writing, listening, and 

speaking by the students within the learning environment. 

Brian Cambourne (1988) also believes that "in order to 

maximize learning, teachers should base their teaching of 

literacy on demonstration of wholes of language rather than 

fragments. This is how I would define what I mean by whole 

language" (p. 203). Cambourne advocates eight conditions 

of learning: immersion, demonstration, engagement, 

expectation, responsibility, use, approximation, and 

response. 

Cambourne (1986) discusses the critical need for 

authenticity in the learner's environment. He feels that 

learners need to be immersed in print of all kinds. 

Cambourne (1986) states, "It is important to appreciate 

that what does saturate them, that which is available and 

in which they are immersed, is always whole, usually 

meaningful and in a context which makes sense or from which 

sense can be construed" (p. 34). 

Through demonstrations of all kinds, students are 

offered the knowledge of how text is both constructed and 

used. Demonstration can be both actions and artifacts. 

Cambourne (1988) states: 

I've come to believe that demonstrations are the raw 
material of nearly all learning, not only language 
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learning .•. demonstrations are necessary conditions 
for learning to occur. Without them, learning will 
not occur. However, while necessary, demonstrations 
are not in themselves sufficient. Before learning can 
occur, a process labeled 'engagement' must occur. (p. 
34) 

The process of engagement, according to Cambourne 

(1988), is critical to learning. Before engagement begins, 

Cambourne feels that learners must feel that the 

demonstrations viewed are "learn-able" and that by trying 

to mimic the demonstration, their lives will be enhanced. 

Additionally, the learner must know that should they 

attempt to mimic the demonstration, no negative 

ramifications will be felt. 

In The Whole story, Cambourne(1988) compares the 

engagement of the learner with the clutch of an automobile. 

While the car's clutch is compressed, the engine can be 

reved up and accelerated, yet the car will not move. When 

the clutch is let out, the engine is then engaged and the 

car moves. Similarly, when the learner is not engaged, the 

demonstration can go on and on without any learning taking 

place. However, once the learner is engaged in the 

demonstration, learning occurs. 

Expectations in Cambourne's conditions can reflect 

several perspectives. The learner holds certain 

expectations about what he/she is capable of learning. In 
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schools, the communicated expectations of teachers or 

others critically impacts the performance of the learner. 

"We achieve what we expect to achieve; we fail if we expect 

to fail; we are more likely to engage with demonstrations 

of those whom we regard as significant and who hold high 

expectations for us" (p. 33). 

Within the learning process, the learner has two basic 

responsibilities. First, the learner is expected to master 

the process at hand, be it talking, reading, writing, etc. 

and secondly, it is the learner's decision about which part 

of the witnessed demonstration to engage. Cambourne feels 

that should this decision-making responsibility be taken 

away from the learner, then the learner is "depowered" (p. 

33) . 

Approximation, or the attempt at duplicating the 

demonstration, must be accepted unconditionally by those 

close to the learner. "Without the condition of ready 

acceptance of the approximations, the whole hypothesis/ 

test/modification cycle would not occur. Neither would 

learning" (p. 38). 

The learner must be provided with time and opportunity 

to use the self-selected parts of witnessed demonstrations. 



The opportunities provided to learners should be both 

public and private. 

56 

The last of Cambourne's conditions of learning is that 

of response. Response of the learner's approximation must 

be "readily available, frequently given, non-threatening, 

and with no strings attached" (p. 40). Also, there should 

be "no penalty for not getting the conventional form 

correct the next time it is produced. There is not limit 

to the number of exchanges which are offered and given" (p. 

40) . 

Both Ken Goodman's (1986) pillars of whole language 

and Brian Cambourne's (1988) conditions of learning are 

used to provide a framework for discussion of the whole 

language block in subsequent chapters. 

I use the term "immersion" to refer to the teacher 

candidates' dual roles in the philosophy of whole language 

as both university students and as apprentices within their 

elementary classrooms. 

Organization of the Dissertation 

The dissertation is divided into 10 chapters. In the 

first chapter, I introduced and discussed both the personal 

and professional importance of the study to preservice 
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teacher education. The goals and inquiry questions guiding 

the research study were delineated. A framework for the 

research study was offered through a review of the 

appropriate literature. 

In Chapter 2, the case study method of inquiry is 

delineated. The data sources and collections methods are 

outlined and related to the study's inquiry questions. The 

analyzation of the data is explained and the chapter 

concludes with suggestions for the organization of the data 

presentation. 

Chapter 3 presents a comprehensive view of the 

University of Arizona whole language block. The history of 

the organization of the whole language block is outlined as 

is a typical schedule for a day of the whole language 

block. Chapter 4 is an ethnographic description of a set 

of days of the 1995 whole language block and concludes with 

a critical analysis including challenges I faced in the 

teaching and researching of this study. The analysis 

answers two of the inquiry questions guiding this research 

study. 

Chapters 5, 6, 7, and 8 consist of case studies of 

four of the teacher candidates. Chapter 9 provides a 

comparison of the teacher candidate's earlier and later 



beliefs about learning and teaching and answers the other 

two inquiry questions guiding this research. 

Chapter 10 contains conclusions and implications. 

58 
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CHAPTER 2 

METHODOLOGY AND DESIGN OF THE STUDY 

I begin with the spring 1994 pilot study of the Whole 

Language Block because it provided me with an opportunity 

to focus and define the main study of the dissertation. 

Additionally, I talk about my role as a participant 

observer and my decision to use case study methodology 

after an overview of the setting and the participants of 

the main study. I describe the data sources, the methods 

of analysis and the organization of categories. 

Pilot Study of the 1994 Whole Language Block 

In the spring 1994, three doctoral students or interns 

worked with Dr. Ken Goodman in the Whole Language Block. 

One served as a teacher assistant and "coordinator of the 

block" and was primarily responsible for organizing the 

ongoing block experience, documenting the daily plans, and 

ordering of supplies. 

Two doctoral interns filled diverse positions in the 

block. One intern provided much of the undergraduate 

instruction in social studies while the other intern 

provided assistance in planning and instruction on a "one 
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day a week" basis and provided support on an "as needed" 

basis. All three doctoral interns and Ken Goodman engaged 

in correspondence through journals with a group of the 

teacher candidates. 

As the !lone day a week" intern, I participated in both 

the instructional sessions each Monday morning as well as 

the Monday planning sessions. My attendance on Tuesday was 

on an "as needed" basis. I also journaled with four of the 

block apprentices. I took field notes, worked with small 

groups during discussion, and occasionally provided large 

group discussion of topics such as classroom planning, sign 

systems, etc. 

I took extensive field notes every Monday morning in 

the methods course session and during the weekly planning 

sessions. My field notes included the daily agenda and a 

record of the dialogue and discussion. All documents 

handed out to the teacher candidates such as calendars, 

articles, syllabi, etc. were collected. 

I interviewed four teacher candidates in two 

interviews at both the mid-point and end points of the 

methods block. I selected two candidates to be highlighted 

as case studies. These two case studies provide a 

historical perspective for the current study. 
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The two candidates chosen for the case studies were 

Ann and Cindy. Ann was a post-baccalaureate student with a 

degree in semiotics and film. Her mother and grandmother 

were both teachers. Ann moved to Kansas City after she 

finished her degree and took a job where she was 

responsible for the organization of a family literacy 

program. She said that, "Basically for about a year and a 

half, I was responsible for recruiting adults and families 

to be in these programs, for teaching them like three times 

a week, bilingually." After discovering that she enjoyed 

teaching, Ann moved to Tucson and enrolled in the Master's 

program for bilingual education at the University of 

Arizona. 

After her participation in the Whole Language Block, 

Ann's beliefs and conceptions about whole language were 

comprehensive but not necessarily well defined. Her 

beliefs about whole language from a teacher's point of view 

encompassed planning, interactions with students, classroom 

decisions, discipline, grading and evaluations, the use of 

resources, and trust. Whole language was "making sense" 

and Ann felt that whole language also complimented 

bilingual education in the same way. Ann also articulated 

that whole language has scholarly and academic foundations. 
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Ann used the philosophy of whole language to give 

herself permission to trust herself and her experiences. 

Her self-confidence and her ability to engage in peer 

relationships with the other adults in the classroom grew 

through her trust in herself. She came to realize that 

student risk-taking was a part of trust. Student choice, 

inquiry, and reflection were all part of the many facets of 

whole language experienced by Ann. 

The second case study highlighted Cindy, an African

American university senior. Cindy's reflections on her 

struggle with her identity as a Black woman; her questions 

about her past family experiences and the view of her race 

within her home; and her search for her role in education 

and society were themes that dominated Cindy's journal 

throughout the semester. Cindy chose an African American 

Teacher as her placement for her apprenticeship experience. 

Cindy believed that whole language includes creativity 

and facilitation, theme cycles and inquiry, and the child 

and community. Cindy expressed definite feelings about the 

role of reflections in the whole language classroom. In 

essence, Cindy saw whole language as "the whole and not the 

parts." 

She identified strategies that she associates with 

whole language. Cindy discussed the ideas of small groups, 
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literature groups, discussion of student concerns, outside 

resources, and input from students. Her own personal areas 

for inquiry included both curriculum negotiation and 

discipline within the classroom community. 

The case studies of Ann and Cindy provide many 

contrasts. Ann's entry into whole language came through 

the practical experience of the Kansas City literacy 

program and the Master's program at the university. On the 

other hand, Cindy was attracted to the block when she began 

to hear about it in her other teacher education classes. 

After looking into whole language, and thinking that it 

would allow her more flexibility, Cindy decided to enroll 

in the whole language teacher education methods block. 

Ann's view of whole language focuses on its underlying 

philosophy while Cindy looked more to the activities of 

whole language. Similarities in Ann and Cindy's discussion 

of whole language included the practices they participated 

in either the methods classroom or the elementary classroom 

and included reflection, use of outside resources, and the 

student-initiated discussions. 

Ann and Cindy identified personal areas of inquiry. 

Ann's inquiry centered around bilingual education and its 

integration with whole language while Cindy's inquiry 



investigated how whole language influences discipline and 

curriculum integration. 
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One of the biggest strengths that emerged from the 

pilot study was the importance of a cognitive 

apprenticeship for preservice teacher candidates. The 

opportunity for instructional practice was viewed as 

another strength. The third strength was the building of 

the whole language community within the block and the 

larger Borton community providing the teacher candidates 

with an environment of trust and support. The forum the 

Whole Language Block provides for the construction of an 

emergent philosophy of whole language. The use of doctoral 

student interns was also considered a strength. 

Suggestions for change include: a consistent 

educational philosophy of whole language in daily 

instructional practices; additional time for personal 

reflection; and additional opportunities for the 

articulation of their beliefs. 

The pilot study provided me with the opportunity to 

apply my emerging research skills to my area of personal 

inquiry as a precursor to the current study. I narrowed 

and focused the inquiry questions guiding the current 

study. Through the interviews conducted as a part of the 

pilot study, I developed an interview style and format that 



allowed me to strengthen my rapport with study 

participants. By analyzing transcripts of the recorded 

interviews, I ferreted out emerging categories and themes 

contributing to the categories and themes in this study. 

The 1995 Whole Language Block 
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The research study chronicles the fifth year of the 

Whole Language Block and is based in part on the successful 

execution of the previously discussed pilot study. Dr. 

Yetta Goodman was the primary instructor, I was the 

teaching assistant, and five interns assisted with planning 

and teaching. 

The 30 participant preservice teacher education 

candidates at the University of Arizona enrolled in the 

Whole Language Block for the purpose of fulfilling the 

requirement for reading, language arts, and social studies 

methods courses as well as a practicum component. The 

comparative case studies of four students who are the focus 

of this study are selected from the 30 participants. 

Use of the Case study Format 

Merriam (1988) describes the qualitative case study as 

"an ideal design for understanding and interpreting 

observations of educational phenomena" (p. 2). Yin (1994) 
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states, "In general, case studies are preferred when 'how' 

or 'why' questions are being posed, when the investigator 

has little control over events, and when the focus is on a 

contemporary phenomenon within some real-life context" (p. 

1) • 

The design of the proposed study allows for a pair of 

nested case studies. The case studies of the four 

apprentices are nested in a descriptive case study of the 

Whole Language Block which is nested in the larger Borton 

community. The nesting of the case studies in the Borton 

community provides a context for study of the block. 

Using Yin's definitions, the design of the current 

study is a multiple-case design that are used when more 

than one site of inquiry exists. In the proposed study, 

several different sites of inquiry exist including the 

methods classroom as well as the teacher candidate's 

specific elementary classrooms. Yin (1994) suggests, "The 

evidence from multiple cases is often considered more 

compelling and the overall study is therefore regarded as 

being more robust" (p. 45). 

The qualitative case study approach allowed me to 

understand the whole language methods block experience in 

its entirety. I was able to understand the meaning that 



each participant derived from their educational 

experiences. 

Validity and Reliability 

of the Research study 
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The criticism of case study research is that it is 

difficult to ensure that the research produces valid and 

reliable knowledge. Merriam (1988) states "To have any 

effect on either the theory or the practice of education, 

these studies must be believed and trusted; they need to 

present insights and conclusions that ring true to readers, 

educators, and other researchers" (p. 164). One way to 

ensure that case studies can be believed and trusted is 

through validity and reliability. 

Merriam (1988) suggests "six basic strategies an 

investigator can use to ensure internal validity" (p. 169). 

Those six strategies include: 

1. Triangulation-using multiple sources to verify 

emerging categories. 

2. Member checks--asking participants to review 

research findings for plausibility. 

3. Long-term/repeated observations-gathering data 

over a period of time. 



4. Peer examination-asking peers to comment on 

emergent findings. 

5. Participatory modes of research-involving 

participants in research. 

6. Researcher's biases-clarifying researcher's 

assumptions and biases at beginning of the study. 
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I utilize Merriam's six strategies to establish the 

validity of the case studies. Six sources of data, 

including journals, interviews, exit cards, mid/final 

reflections, and field notes, triangulate emerging 

categories and themes. The four participants who are the 

focus of the individual case studies read and reviewed 

their individual case studies for accuracy of information 

and the plausibility of the interpretations. During the 

scope of the research study, in interviews with the teacher 

candidates as well as Whole Language Block classes, the 

research study was discussed with the participants. The 

gathering of the data from the six sources, journals, 

interviews, exit cards, mid/final reflections, and field 

notes, over a period of approximately eight to nine months 

ensured opportunity for repeated observations. Several of 

my peers, graduate students in teacher education, read and 

commented on a draft of this research study. My personal 
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assumptions and biases about teacher education were 

described and explained at the beginning of Chapter 1. 

Merriam (1988) refers to reliability as the "extent to 

which one's finding can be replicated" (p. 170). Guba and 

Lincoln (1981) suggest that researchers focus on internal 

validity rather than reliability. "Since it is impossible 

to have internal validity without reliability, a 

demonstration of internal validity amounts to a 

simultaneous demonstration of reliability" (p. 120). The 

researchers also suggest that in qualitative research, 

instead of concern with the replication of results by 

others, concern should focus on getting research results 

that others consider to be dependable and consistent. 

Goetz and LeCompte (1984) suggest three techniques 

available to the researcher to ensure dependable, 

consistent results. Those techniques are: 

1. The investigator's position-that the 
assumptions and theories behind the research be 
explained completely. 

2. Triangulation-use of multiple data sources 
to verify emerging categories. 

3. Audit trail-compared to the auditor 
authenticating the results in an audit, an independent 
researcher could follow the trail of the researcher to 
authenticate the results of a study. (pp. 214-216) 

I engaged in the three techniques to ensure 

reliability. I explained my assumptions and theories of 
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teacher education in the opening of Chapter 1. I 

triangulated the multiple sources of data and explained the 

collection and analysis of that data. 

"External validity is concerned with the extent to 

which the findings of one study can be applied to other 

situations" (Merriam, 1988, p. 173). In general, there is 

disagreement among researchers as to the possibility of 

external validity in case study research. On the one hand, 

some researchers believe that is not possible to generalize 

the results from a single case study so they tend to see 

generalizibility as a drawback to case study research. On 

the other hand, to strengthen the external validity of 

their study, researchers may use a multiple case design to 

study the same phenomenon. 

The external validity of the research study is 

strengthened through the use of thick descriptions so that 

"anyone else interested in transferability has a base of 

information appropriate to the judgement" (Lincoln & Guba, 

1985, pp. 124-125). Thick description provides 

information about the phenomenon so that possible 

comparisons by other researchers can made. 

Merriam (1988) also suggests the use of a cross-case 

analysis as a factor in improving generalizibility. 
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Cross-case analysis differs little from analysis of 
data in a single qualitative case study . . . it can 
build categories, themes, or typologies that 
conceptualize the data from all cases; or it can lead 
to building sUbstantative theory offering an 
integrated framework covering multiple cases. (p. 156) 

Chapter 9 of the current study provides a cross-case 

analysis of the teacher candidates' beliefs about learning, 

teaching, and whole language as well as the categories that 

emerged from each case study. 

Choosing the Participants 

The participants in the study consisted of 30 teacher 

candidates who selected the Whole Language Block. The data 

gathered from this group presented in Chapter 4 provides a 

case study of the Whole Language Block in its entirety. 

Four teacher candidates were selected for in-depth 

case studies. Two seemed to be supportive of whole language 

and two were students the university faculty wondered about 

(Allen, Michalove, & Shockley, 1993, p. 5). These views 

were supported by data from journal entries, conversations 

with interns/faculty, and class comments. 

Data Sources and Collection Methods 

The data collected for the study includes: 
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1. Typed transcriptions from the two semi-structured 

interviews with 11 of the student participants, each Dr. 

Goodman, and Bob Wortman. 

2. Journals from each of the thirty student 

participants. 

3. Fields notes from each Monday and Tuesday session 

of the Whole Language Block including each planning 

session. 

4. Written course materials including handouts from 

the university faculty, the Borton faculty, and student 

presentations 

5. Five sets of exit cards completed over the course 

of the semester. 

6. Mid/final-term evaluations from each of the 

thirty student participants. 

7. Sixteen personal reflections completed weekly. 

Interviews 

Two interviews were conducted at both the mid-point 

and end point of the methods block with 11 teacher 

candidates. Of those eleven interviewed, case studies were 

constructed to highlight the change in the personal beliefs 

four of the teacher candidates. The interviews were 

deliberately scheduled at the mid-point rather that the 
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beginning of the semester to allow for building rapport and 

trust between the participants and me. 

The purpose of the two interviews is to construct 

picture of the teacher candidates' personal beliefs as a 

basis for the case studies. The first interview provided 

me with information about the candidate's: choice of 

education as a field of study; image of a successful 

teacher; a view of learning prior to the block experience; 

and a profile of his/her favorite elementary teacher to 

provide a glimpse of prior beliefs about learning. The 

second interview focused on the same types of questions 

about teaching and learning after immersion in a whole 

language philosophy. 

An interview was held with Ken and Yetta Goodman 

during the semester prior to the beginning of the 1995 

block. Additionally, an interview was also held with Bob 

Wortman during the summer following the 1995 whole language 

block. 

Journals 

Each of the 30 teacher candidates submitted their 

journal to one of the five instructors every two weeks or 

more often if the student desired. The journals were 

divided among the instructors and each teacher candidate 
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"journaled" with the same instructor for the duration of 

the course. The teacher candidates were encouraged to use 

their journals to make connections between their 

observations in Borton's classrooms, the block readings, 

and presentations and discussion in the block class. 

Journal entries also included the connections made between 

the apprenticeship activities in the elementary classroom 

and the apprenticeship classroom. 

Field Notes 

Field notes were collected each day during the 

semester and during each planning session from November 

199-5 through May 1995. The field notes also included the 

daily agenda and dialogue between faculty, interns, and 

participants. 

Documents 

All documents such as course objectives, expectations, 

apprenticeship assignments, articles, etc. were also 

collected. The collected documents included "hand-outs" 

from student presentations or from guest faculty 

presentations. Wall charts or webs generated by the 

students in large and small groups during the block 

instruction were also part of the documentation. 



Exit Cards 

Exit cards, short written statements from 

participants, were completed roughly every two weeks 

excluding mid-term and final examinations. Participants 

were asked to use the exit card as an opportunity to 

reflect on their thoughts and feelings, or to raise any 

questions or concerns. 

Mid/final Reflections 
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A specific format, built around the course 

expectations, was used for both the mid-term and final 

reflections for each participant. The format required each 

participant to complete at least a paragraph about each 

course expectation. The form was submitted to the faculty 

member with whom each individual participant journaled for 

comments by the faculty member. An individual face to face 

conference was then held between the faculty member and 

participant and a copy of the completed form was signed by 

each party. The exit cards and reflections were used to 

cross-verify categories that emerged from the data 

analysis. 



Personal Reflections 

I completed weekly refections about my personal 

feelings and observations. The reflections were used to 

focus my attention on issues I needed to address in 

subsequent sessions. 

Using the Data Sources 
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I restate the questions which focus this study and the 

data sources which support the investigation of each 

question. 

1. As preservice teacher candidates engage in an 

immersion in the philosophy of whole language, how will 

their individual beliefs about teaching and learning be 

impacted? 

Interviews with teacher candidates, journals, field 

notes, exit cards, mid/final participant evaluations. 

2. What perceptions do the teacher candidates have 

about their roles as apprentice teachers and university 

students? 

Interviews with teacher candidates, samples from 

participant journals, exit cards, mid/final participant 

evaluations. 

3. What are the characteristics of an undergraduate 

whole language teacher education program? 
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Field notes from 1994 and 1995, samples from 

participant journals, interviews with teacher candidates, 

written course materials, mid/final participant 

evaluations, exit cards, personal weekly reflections, field 

notes from planning sessions. 

4. What experiences are provided to the teacher 

candidates in a whole language teacher education program? 

Field notes from 1994 and 1995, samples from 

participant journals, interviews with teacher candidates, 

written course materials, mid/final participant 

evaluations, exit cards, personal week reflections, field 

notes from planning sessions. 

Data Analysis 

Merriam (1988) states, 

Data collection and analysis is a very simultaneous 
activity . . . analysis begins with the first 
interview, the first observation, the first document 
read. Emerging insights, hunches, and tentative 
hypotheses direct the next phase of data collection, 
which in turn leads to refinement or reformulation of 
one's questions, and so on. (p. 119) 

In my on-going analysis, I sorted, categorized, and 

most of all, questioned and interpreted the data I 

collected. As Merriam suggests "Without an ongoing 

analysis one runs the risk of ending up with data that are 
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unfocused, repetitious, and overwhelming in sheer volume of 

material that needs to be processed" (p. 124). 

I examined and reexamined the data for the emergence 

of categories and patterns. "Devising categories is 

largely an intuitive process, but it is also systematic and 

informed by the study's purpose, the investigator's 

orientation and knowledge" (Merriam, 1988, p. 132). 

The categories, both "homogeneous and heterogeneous" 

(Merriam, 1988, p. 135), and the patterns discovered were 

used to develop a rich description of the Whole Language 

Block and to construct the four case stUdies. The results 

of the analysis of the data were used to verify the 

contrast of the four case studies. 

Guba and Lincoln (1981) suggest three different steps 

in the emergence of categories in data analyzation. The 

steps include: 

1. Patterning or searching the data for specific 

patterns. 

2. Prioritizing the categories that emerge for which 

may be most suitable for further exploration. 

3. Determining whether the categories are complete 

through internal and external plausibility. 

Analyzing the data for patterns suggests that the data 

sources be examined for the emergence of similar thoughts 



or feelings. From patterning, the researcher creates 

categories of broad concepts or ideas. 
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Prioritizing usually occurs when the amount of the 

data becomes too cumbersome to manage. The decision to 

prioritize is based on a careful review and evaluation of 

the emerged categories for relevance to participants or to 

issues that are unique. 

In the discussion of the internal and external 

plausibility of the completeness of categories, Guba and 

Lincoln (1981) state, "Viewed internally, the individual 

categories should appear to be consistent; viewed 

externally, the set of categories should seem to set forth 

a whole picture" (p. 96). 

To ensure both the internal and external plausibility, 

I worked with the major and minor chairs of my doctoral 

committee in the review and verification of my categories. 

I worked with other doctoral students who were also 

completing their dissertations to establish plausibility 

and completeness of the categories. 

Data Analyzation from Specific Sources 

The data gleaned from each data source was 

meticulously analyzed and utilized in the construction of 



the written landscape of the Whole Language Block and the 

four comparative case studies. 

Interyiews 
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I did two semi-structured interviews with 11 of "the 

teacher candidate participants. Each interview was audio 

taped and transcribed verbatim. Each interview transcript 

was meticulously reviewed and categories formed as 

particular patterns emerged. 

The semi-structured interviews held with Ken and Yetta 

Goodman and Bob Wortman were audio taped and transcribed. 

The transcription was analyzed to provide historical data 

and instructional philosophy as well as to provide for a 

cross-verification of the categories that emerged from the 

participant interviews. 

Journals 

The teacher candidates' personal journals were 

collected, photo copied, and stored under each 

participant's name in a set of four notebooks. The 30 

participant journals were continuously reviewed to compare 

to categories that emerged from the participant 

interviews. Written samples from the journals provided a 

view of the block through the eyes of the participants. 
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The journals from each of the four case studies' 

participants were analyzed and sampled to provide a window 

on their changing beliefs. 

Field Notes 

The field notes were sequentially ordered and stored 

in notebooks according to the specific date. The notes 

were reviewed and analyzed to enhance and enrich the 

categories that emerged from the participant journals as 

well as the participant interviews. Samples from the 

dialogue of the participants and the instructors were used 

to support the categories. 

Documents 

The documents were labeled, dated, and stored in 

notebooks. Each document was used to verify categories 

that emerge from the other data. 

Exit Cards 

The exit cards were dated and stored in notebooks. 

Each card was read and reviewed to see if any new 

categories emerged. Sample quotations from the 

participants in support of their thoughts and feelings were 

used in the construction of the four case studies. 
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Mid/final Eyaluations 

The participants' mid/final evaluations were stored 

under in notebooks under each specific participant's name. 

Careful reading and rereading provided the validation of 

the emerging categories from the other data sources. 

Personal Reflections 

My personal reflections were stored sequentially in 

notebooks with the daily field notes. These were also 

examined to discover the consistency of categories. 

Organization of the Categories 

As Merriam (1988) suggests I have been "simultaneously 

collecting and analyzing data" (p. 119). Because of the 

pilot studies, I organized the categories using K. 

Goodman's (1986) pillars of whole language. 

In Chapter 4, the case study of the Whole Language 

Block, the categories were used to describe two "typical" 

days. The pillars (K. Goodman, 1986) provide a 

triangulation of the categories. 

Chapter Summary 

I have presented the design and methodology of the 

research study. I reviewed and discussed two case studies 



from my 1994 pilot research and explained how the pilot 

study informed this present research. I stated my 

rationale for case study methodology and discussed data 

collection. 

Chapter 3 includes a fairly complete description of 

the 1995 Whole Language Block. 

83 
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CHAPTER 3 

THE UNIVERSITY OF ARIZONA WHOLE LANGUAGE BLOCK 

In this chapter, I describe the setting, participants, 

and curriculum of the 1995 University of Arizona whole 

language teacher education block. I set the historical 

context for the block and conclude with a framework for 

daily planning. 

Setting of the 1995 Whole Language Block 

The location of the study is Borton Primary Magnet 

School in South Tucson, Arizona. Located in the largest 

school district in Tucson, Borton was designated, by 

federal court order, as a desegregation school in 1979. 

Under this court order, Borton's staff and students are 

provided with more support personnel and programs than 

other non-desegregated schools in the district. Full-time 

teacher assistants are available in every classroom. A 

full-time fine arts teacher, physical education teacher, 

and librarian are part of the faculty. A speech and 

language therapist, a school psychologist, a counselor, a 

teacher of gifted children, a Spanish teacher, and a 

Chapter 1 Reading teacher are also part of the school's 
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support services. The students and parents of Borton's 

community enjoy a before and after-school program at no 

additional expense. The school has a computer lab open for 

the entire student body in addition to individual 

computers/printers in each classroom. A complete audio

visual center including a stereo, VCR, and television is 

also found in each classroom. 

Of the 235 kindergarten through second grade students 

who attend Borton 49% live in the immediate neighborhood of 

the school and 51% come from other surrounding 

neighborhoods. The ethnic backgrounds of the students 

attending Borton represent the diversity of their 

communities. About half of the students are Anglo while 

the other half is comprised of 37% Hispanic, 9% African

American, and 8% Native American students. The Anglo 

children who attend Borton, under the desegregation order, 

are bussed from working or middle class neighborhoods from 

the rest of Tucson. 

The neighborhood surrounding Borton is predominately 

industrial. The school is located on a major traffic 

thoroughfare and is bordered by an aluminum recycling 

collection center, a Coors beer distribution center, and a 

manufacturing plant. Auto resale businesses and parking 

lots, metal processing plants, and a restaurant supply 



company are located close by. The rest of the school's 

neighborhood is composed of barren fields and empty lots. 
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A city park and soup kitchen located nearby provide a large 

population of homeless people with a place to congregate. 

Students attending Borton come from three major areas 

of the school neighborhood. One area, located to the west 

of the school, is mostly Hispanic and bilingual. Many of 

the residents are low income families living on welfare and 

in subsidized government housing. Two large housing 

projects and multiple family dwellings, hotels and small 

apartment complexes, compromise this area. Some gangs and 

gang-related activities in this area have involved some of 

Borton's kindergarten through third grade students. 

To the north of the school is another area that is 

less populated and includes mostly business and industrial 

sites. The few families living in this area tend to be 

Hispanic and bilingual. 

The third area is located east of Borton. The 

majority of the African American population as well as many 

recent arrivals from Mexico live in this area. This 

section has a history that includes drug dealers and is now 

patrolled by the police on a regular basis. Primarily 

single family and extended families live together in the 

homes in this area. 
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Borton's popularity in the school district is well

documented by the lengthy waiting list of children whose 

parents would like them to attend the school. Many parents 

place their children on the waiting list at birth. 

Borton Primary Magnet School enjoys an excellent 

reputation in the community. In 1986, Borton was 

recognized as a "Center of Excellence" by the National 

Council of Teachers of English and by the Arizona State 

Board of Education as an "A+ School" in 1987. In 1991, 

Borton was named the winner of the International Reading 

Association's Exemplary Reading Program Award. 

The programs at Borton, including the bilingual 

program, have been recognized as innovative, holistic, and 

process-oriented. Borton is also well-known in the 

district and in the nation as an active whole language 

school. Dr. Robert Wortman, the principal, was the recent 

recipient of the National Association of Elementary School 

Principals award for "Principal of the Year" for the state 

of Arizona. Many of the faculty members are invited 

speakers and published writers in the field of whole 

language. 

Some of the faculty teach college classes as well. 

The Borton teachers are a strong knowledgeable group. Some 

of the faculty members have been at the school since it 
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attained its magnet status. The faculty is known for its 

holistic, child-centered philosophy. 

History of the Whole Language Block 

Five years ago, Ken and Yetta Goodman with then 

doctoral student, Rick Meyer; Bob Wortman, principal of 

Borton Primary Magnet School; and the faculty of Borton 

Primary Magnet School began a conversation about pre service 

teacher education and whole language. The result was the 

organization and implementation of the University of 

Arizona whole language undergraduate methods block. 

Philosophy of the Whole Language Block 

In addressing the philosophy that serves as a basis 

for the whole language block, Y. Goodman (1994) states, 

And then the knowledge base has to include the things 
that have become known as whole language but basically 
it's knowledge about teaching, knowledge about 
learning, knowledge about language, knowledge about 
curriculum, knowledge about the social community, and 
then how those interrelate with each other within a 
content area. (unpublished interview) 

The whole language philosophy discussed by both Ken 

and Yetta Goodman is reflected in the composition of 

experiences for the teacher candidates in the whole 

language block. In discussing her thoughts about goals for 
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the teacher candidates in the whole language block, Dr. 

Yetta Goodman (1994) stated, 

What I began to realize was that first of all, they 
have a history of being a teacher themselves . so 
they've got a whole mess of history related to the 
role of teaching and what we need to do is immerse 
them in as good a role as, as good a situation as we 
can find for them. (unpublished interview) 

The acknowledgment of the importance of the past 

experience and previous knowledge of a preservice teacher 

candidate brings to the educational experience is a 

beginning point in the whole language philosophy. 

Additionally, in reflecting on the beliefs that the 

teacher candidates bring to the block experience, Y. 

Goodman (1994) adds that, " ... They can begin to either 

extend what they already believe or be pushed into 

disequilibrium and change their belief system" 

(unpublished interview). The role the block plays in this 

enhancement of preservice teacher candidate's beliefs is 

through the provision of a setting for whole language 

experiences. Y. Goodman (1994) comments, 

. . . I think that if I believe in learning by doing, 
I believe it for them, too, but they have got to be in 
a setting in which they're doing things. And so the 
whole concept of on-site student teaching and 
preservice experiences becomes very important. 
(unpublished interview) 

Several other aspects of whole language discussed by 

K. Goodman in What's Whole in Whole Language include the 
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concepts of ownership, authenticity, and the role of 

thematic units. 

Authenticity is essential .... They (students) need 
to own the processes they use: to feel that the 
activities are their own. . . . Whole language 
teachers organize the whole of or a large part of the 
curriculum around topics or themes .... It involves 
pupils in planning, and gives them choices of 
authentic, relevant activities within productive 
studies. (po 31) 

Y. Goodman (1994) extends the role of authenticity 

within the perspective of the whole language block. She 

explains, " ... that environment has to be established by 

the authenticity of the school system because . that's 

what I want them{teacher candidates) to have is an 

authentic situation, an authentic teaching situation" 

(unpublished interview). The teacher candidates 

participate in elementary classroom experience at Borton 

for a full day and a half each week. 

Y. Goodman (1994) also feels strongly about the role 

of reflection in preservice teacher education programs and 

specifically in the whole language block. She concludes, 

"One of the things that I think we hope we do is use self-

reflection in a way that they can begin to do that" 

(unpublished interview). Opportunities for reflection are 

supported through the use of a daily journal where the 

teacher candidates are encouraged to make connections 
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between their reading, block instruction, and the authentic 

experiences in Borton's primary classrooms. The journals 

also provide a place for a private dialogue between one of 

the instructors and the teacher candidates. 

Participants of the Whole Language Block 

The 30 participants of the study are preservice 

teacher education candidates enrolled in the block for the 

purpose of fulfilling certification requirements for 

reading, language arts, and social studies methods courses. 

The four in-depth comparative case studies were selected 

from the 30 participants. 

The teacher candidates includes those students who 

have received a baccalaureate degree in another discipline 

and have decided to return to school to pursue elementary 

certification in teaching or students who have pursuing a 

degree in elementary education. 

Instruction in the Whole Language Block 

Instruction within the whole language block is 

provided by either Drs. Ken or Yetta Goodman. Graduate and 

doctoral stUdents work with the Drs. Goodman to assist with 

the organizational structure, facilitation of the 

instructional program, and program planning of the block. 



Block planning occurs over lunch in various locations in 

the University/Borton area. 

In the 1995 whole language block, three doctoral and 

two Master's students or interns worked with Dr. Yetta 

Goodman. As one of the doctoral interns, I am a teaching 

assistant whose role is to be "coordinator of the block" 

and have primary responsibility for the ongoing block 

experience. The other interns attended the block on one 

day of instruction and participated in planning sessions, 

journaling, and small group activities. Their 

participation in the block was part of a university 

graduate level internship course. Everyone presented to 

the students based on their own expertise. 
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The two Master's students participated in both of the 

morning sessions at Borton. One of the Master's students 

joined the block a few weeks after the beginning of the 

semester so she did not journal with a group of teacher 

candidates as did the other Master's student. Both interns 

participated in the weekly planning sessions and worked 

with small groups of teacher candidates. 

Framework for Daily Planning 

A typical day in the whole language block begins at 

8:00 am as each apprentice enters the "Wildcat room", the 
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classroom at Borton designated for use by the whole 

language block. All of Borton's classrooms are named, such 

as the Wildcat room, to encourage the building of the 

Borton community of learners. The apprentices sign-in, put 

away their book bags, and help themselves to coffee and 

donuts or sweet rolls. Early in the semester, one of the 

organization activities that occurs is the implementation 

of a calendar for the sign-up by each apprentice 

responsible for the each day's coffee and goodies. 

After everyone has coffee and the morning's greetings 

have been exchanged, one apprentice begins the day with an 

"opening" experience. The opening usually consists of the 

reading of a children's book or the singing of a song 

followed by a brief discussion of the connection that the 

book or song may play in the classroom life of the 

apprentice. Another organizational activity that occurs at 

the beginning of the semester is the completion of a 

schedule of "openings." 

At about 8:30, all of the instructors and apprentices 

leave the block classroom to move to Borton's outside 

courtyard located in the center of the building structure. 

In the courtyard, all of Borton's students and teachers 

open each day with the Pledge of Allegiance, songs, and 

announcements. Each week, the responsibility for the 
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school's morning's opening rotates to a different class at 

Borton. As the university group joins the Borton faculty 

and student body, each apprentice is welcomed by the 

students from their classroom. Together we celebrate the 

opening of the day. 

Upon the completion of the opening ceremonies, the 

apprentices return to the Wildcat room. The day's agenda 

is reviewed with the apprentices by the doctoral student 

coordinator and the morning begins. The rest of the day 

consists of integrated instruction in the methods areas by 

any of the faculty members or a guest speaker providing 

specific information. The guest speakers presenting in the 

block are from the Borton faculty, the faculty at the 

University, or alum from one of the previous four years of 

the block. 

Typically, the morning's instructional period 

consists of two sessions, based on the day's agenda. The 

first session would be from approximately 8:45 am to 

approximately 10:00 am, with a break following the first 

session. 

Typically, after the break, the group comes back 

together for another instructional session. During this 

second session, additional instruction or discussion takes 

place, or the teacher candidates work in small groups for 
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literature discussion, theme studies, or whole language 

documentation. The morning ends at 12:00 noon with a wrap

up of the morning's activities as time permits. The clean

up committee puts away the left over food or juice. 

Another of the learning experiences that engage each 

apprentice is that of a literature discussion group. Early 

in the semester, the apprentices visit the Tucson Teachers 

Applying Whole Language bookstore and purchase a 

professional book based on each individual's area of 

interest. Sometimes, two or three books are purchased and 

membership in more than one discussion group is 

facilitated. The groups organize themselves and time is 

provided during Monday or Tuesday mornings for meetings. 

At the beginning of the semester, a broad theme cycle 

for integration of the language arts and socials studies 

curriculum is initiated. The theme for this semester was 

"Schooling." The apprentices organize themselves for study 

of the various facets of the schooling. 

In addition to the theme study, Borton is also a topic 

for inquiry. One of the block assignments is the 

compilation of a classroom profile describing each 

participant's apprenticeship classroom. 

A calendar of each day's instructional topics is 

presented to each apprentice on an almost monthly basis. 
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The planning of the day's instructional topics is based on 

the weekly planning sessions of the instructors as well as 

the input from the apprentices as to their expressed needs 

for committee or group meetings. 

Chapter Summary 

In this chapter, I described the University of Arizona 

whole language block from its inception to the present 

including a framework for the daily planning. 

In Chapter 4, an ethnographic description of the whole 

language block is presented and analyzed in order to answer 

two of the study's inquiry questions. 



CHAPTER 4 

"TYPICAL" DAYS IN THE 

1995 WHOLE LANGUAGE BLOCK 
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"Good morning, good morning, good morning to you" sang 

the voices of the university faculty and teacher candidates 

on the first day of the whole language block at Borton 

Primary Magnet School. EVen though the weather outside 

revealed one of Tucson's winter rain storms, Borton's 

cafeteria was bright with the expectation of whole language, 

apprenticeships, and a semester of methods instruction. 

As Yetta circled the tables and played the guitar, she 

pointed to faculty members and students to sing verses of 

the song in different languages. "Buenos dias, buenos dias, 

buenos dias to you. . . boker tov, boker tov, boker tov to 

you ... bon dia, bon dia, bon dia to you," and the verses 

continued in Japanese and German. When the verses stopped, 

Yetta held up a copy of My Great Aunt Arizona and began to 

talk about meeting the author and the location of Henson 

Creek. "Do you know what a blab school is?" As Yetta read 

the story, questions and comments were interspersed with the 

text. As she finished reading the book, the introductions 

began. 



"We are part of a powerful profession with a strong 

public perception. My name is Yetta Goodman and I've been 

teaching longer than anyone is this room." So the 1995 

whole language block begins. 
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In this chapter, I describe one set of "typical" days, 

as exemplars, in the whole language block and the methods I 

used in choosing those days. A critical analysis of those 

days follows in order to answer inquiry questions 3 and 4. 

Finally, the chapter ends with conclusions drawn from the 

critical analysis of the two days. 

Choosing the Days 

The whole language block met over the course of the 

1995 spring semester and included the Monday and Tuesday of 

each week beginning January 12 and 13. Our last two meeting 

days were May 8 and 9. In totality, 16 weeks of Mondays and 

Tuesdays, or 32 meeting days, comprised the entire spring 

block. 

To provide a full view of the whole language block, I 

need to describe not just one day but to consider each 

Monday and Tuesday as a pair or set of days. In planning 

for the whole language block, we frequently planned for as 

two day block of time in order to focus on a single theme. 
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In describing a set of days as a unit, the reader will glean 

a better view of the whole language block as an entity. 

Choosing a set of two days to discuss and analyze in 

depth began as a process of elimination and encompassed 

quite a few variables. Webster defines typical as 

"exhibiting the essential characteristics of a group." The 

essential characteristics that I want to describe and 

discuss are those of the whole language undergraduate 

methods block. 

The characteristics identified as being representative 

of a "typical" day in the whole language block are as 

follows: 

1. Dr. Yetta Goodman is present as a faculty member. 

2. Class is held in the Wildcat Room on-site at 

Borton Primary Magnet School. 

Monday and Tuesdays that did not meet the two conditions 

were eliminated from my choice as "typical" representatives 

of the essence of the whole language block meetings. 

The field notes from some days were "richer" and more 

in depth than others. Very often the richness and depth of 

the descriptions depended on the teaching contribution that 

I was able to make on that particular day; the amount of 

preparation time I needed to find supplies or schedule guest 

speakers; the needs of a particular student or students. 



Due to time in the role of participant/observer, I 

eliminated February 7, 27, and 28; March 7; April 3 and 4 

due to insufficient field notes for those days. 
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On several occasions, Dr. Goodman was not available for 

class due to her participation in meetings on campus or 

speaking engagements at professional conferences. May 1 and 

2 were eliminated from choosing as a "typical" day. 

Other days were eliminated because the block could not 

meet on-site at Borton. For construction purposes, due to 

the move of Borton, the first several sessions of our block 

were outside of our own classroom as well as outside of the 

school's routine. Borton moved to their park site during 

the week of January 20. Therefore, I eliminated January 12, 

13, and 17. 

Another reason for our inability to meet on-site at 

Borton was due to the differences in the calendars of Tucson 

Unified School District and the University of Arizona 

causing the block to meet on campus for two days of the 

semester. Those two on-campus days were February 23 and 

April 17 and they were eliminated. 

Similarly, we did not meet on-site at Borton due to 

field trips into the neighboring community or to other 

school sites. January 21 the block met briefly at Borton 

and then moved out into the community for a tour. On April 
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24, the block visited Warren Elementary School and met on 

the Warren campus for the entire meeting time. Therefore, 

the days of January 21 and April 24 were eliminated. 

After taking into consideration the conditions 

discussed previously and looking to my field notes for 

richness of detail, I selected February 13 and 14 as 

"typical" days reflecting the essence of the whole language 

block. The quotations embedded in the following case study 

are taken from my field notes, so the language is not 

verbatim. 

Monday, February 13 

At 8:04 am, from the back half of the portable building 

known as the teachers' lounge of the newly relocated Borton 

at the Park came the melody of the guitar. Voices were 

raised singing "I live in the city, yes I do," while Yetta 

Goodman played the guitar. After the first verse, she asked 

"OK, who wants to make up the next verse?" Larry raised his 

hand and began to sing "I use an umbrella, yes, I do." 

On Monday and Tuesday mornings, the teacher's lounge is 

transformed into the Wildcat Room, home of the University of 

Arizona undergraduate whole language reading, language arts, 

and social studies classes. Brightly colored construction 

paper tracings of each teacher candidate's hands form a 
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boarder decorating the top of the walls of the portable 

building. Small colorfully decorated brown paper "mail 

boxes" hang from the back wall taped above the yellow vinyl 

couch. Two chairs located on each side of the couch and the 

couch are occupied by "laid back" teacher candidates. The 

table in front of the couch holds the day's refreshments 

supplied by the teacher candidates who signed up on the 

semester's calendar for bringing goodies for that day. The 

rest of the floor space is crowded with mismatched tables 

and chairs full of teacher candidates. 

Part of the front wall of the classroom is covered by a 

medium-sized chalkboard. A tall locker is located to the 

right of the chalkboard. The other half of the wall is 

filled with a "bulletin board" of announcements. The wild 

geometric boarder is taped to the neon orange expanse of 

paper which is also taped to the wall. Next to the orange 

paper is a piece of lined chart paper advertising the poem, 

"Ain't Got it No More," that Veronica, one of the Master's 

student interns, taught the class the previous week. 

Each day, an agenda is posted on the front board. 

Today's agenda reads: 

opening 

announcements 

the reading process 



wildcat literature groups 

schooling 

journals due 
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Exact times are listed on the agenda only when a guest 

teacher comes to meet with the block and then we manage our 

schedule to meet their schedule. 

Five foot dividers lined up perpendicular to the front 

wall of the classroom provide the right "wall" of the 

classroom. Behind the wall are more cabinets forming an 

aisle to the classroom door. A soft drink machine, 

refrigerator, and snack machine as well as a trolley of 

bulletin board paper and other assorted cabinets are located 

on each side of the classroom door. 

Opening and Announcements 

As the last notes of the song die away, Yetta asks if 

anyone has any requests before the class goes outside for 

the school opening. Somebody loudly suggests "Singing in 

the Rain." The rain motif reflects the day's weather. 

Yetta madly motions to Amy who has been self-consciously 

standing towards the back of the class. Amy moves to the 

front of the class and begins to do the Borton stUdent body 

hand motions while the class stands up and begins to sing. 

When the song is over, Yetta introduces Amy as a post-



baccalaureate Master's student who just completed her 

student teaching and who is "going to hang out with us." 
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Yetta then points to a women who is sitting in one of 

the yellow chairs in the back of the classroom. "We have a 

guest here who is a professor from Hunter College. She's 

going to hang out with us today and maybe she'll come down 

another time. Carmen, do you want to say anything?" Carmen 

waves and says, "Not really." "Any questions for Carmen or 

Amy?" announces Yetta. 

Tammy half-heartedly raises her hand and says, "Are you 

going to be here for awhile, Carmen?" "I'm on sabbatical 

and I'm actually staying in Phoenix," responds Carmen. 

Yetta looks around the room and says, "Who's opening 

today?" "I am," says Allison moving to the front of the 

room. Yetta moves into the crowded group of tables and 

chairs and sits down. 

"I am going to read a book. It's called Love Your 

Foreyer. It's part of my personal text set." She opens the 

book and begins to read. 

As she finishes the book, Yetta adds, "Robert Munsch 

was here four or five years ago for a teachers conference." 

Other teacher candidates chime in and the discussion turns 

lively with talk of books and authors. Allison moves back 

to her seat. 
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Focus on content; The Reading Process 

Yetta begins to talk about the reading process. "I 

think one of the biggest weaknesses teachers have is 

knowledge of language processes. I'm always surprised that 

you take courses in history, etc. but not in language 

processes. What did I ask you to do about the reading 

process?" 

Gaby pipes up "I read too slow to handle all the 

reading in this course." "What makes you a slow reader, 

Gaby?" Gaby talks about the fact that English is her second 

language and that she also pays attention to all of the 

detail in the text. Yetta smiles "I don't know what we're 

going to do with you guys. We need to give you some basal 

reading." 

Larry suggests "I read the Boat in the Basement in .'rh.e. 

Whole Language Catalog and I didn't see a single mistake. I 

read too fast and I think I'm predicting." 

Lesley raises her hand, "Everybody needs to read it 

(The Boat in the Basement) if they haven't. The first thing 

I did was look back." Yetta states, "You look back to 

evaluate your reading. I call these strategies as you are 

using written language. You're involved in the language 

process so the question is 'why do some of you think they're 

bad and some of you think they're good?'I mean, you think 
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you're a good writer and you make mistakes. Why do we have 

editors?" 

Rosie answers, "You can't see your own mistakes." 

Yetta responds, "Think about yourself as a listener. 

You're listening to someone you love and they're talking and 

talking and talking while you are also trying to read the 

paper. How much of what they're saying do you really hear? 

At 8:25, Terry motions to Yetta that it's time to go 

outside for the school opening. "Let's continue when we 

come back in," says Yetta as she begins to move toward the 

back of the room and then outside. We join Kay Stritzel's 

kindergartners who have their own classroom in the other 

half of our portable as we walk toward the office. In front 

of the portable that houses Borton at the Park's office is a 

large asphalt-topped "courtyard." 

Unlike Borton's permanent building, the courtyard is 

without plants and trees but does provide a large group 

meeting space for the faculty and students to assemble as 

needed. We join the faculty and students each Monday and 

Tuesday morning in singing and opening the day as a total 

school community. On the ramp leading up to the office door 

stands Kathy Lohse's second/third grade bilingual class. 

One of her students is holding the flag while be all begin a 

rousing rendition of "Singing in the Rain." Bob Wortman, 
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Borton's principal, is also standing on the ramp and his 

voice echoes loudly as he sings and follows with the 

appropriate hand motions. After the song is over, the 

students in Kathy's class lead the Pledge of Allegiance and 

then the whole school in a rousing version of "This Land is 

Our Land." 

Once the last notes have died down, Bob asks, "Are 

there any adult announcements?" Yetta immediately raises 

her hand saying, "I'd like to introduce Carmen Mercado. 

She's a professor at Hunter College and she's hanging out 

with us today." Bob leads the group in saying "Hello, 

Carmen." More adult announcements follow and then Bob asks, 

"Any student announcements?" The school opening ends with 

Pat Young, Borton's physical education teacher, and several 

helpers holding up book bags and backpacks. The backpacks 

and book bags were left behind by students joining Pat's 

morning line dancing group who meet in Borton's courtyard 

prior to school starting. Pat loudly announces, "Who do 

these belong to?" Several students approach Pat and claim 

their belongings. Kathy's class then begins to dismiss each 

class in the courtyard and the classes begin to stream back 

to their classrooms. 

It's about 8:40 as the teacher candidates drift back to 

the Wildcat room and stop by the refreshment table to grab a 
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bagel or donut. The coke machine is spitting out diet cokes 

while the level of conversation rises. As Yetta moves 

towards the front of the class, the teacher candidates begin 

to claim their seats and listen. "Go ahead and keep getting 

your coffee. I want to go ahead and talk about reading." 

"Our eyes do not read, our brains read. Our brains 

tell our eyes to see and our ears to hear. Our brain tells 

us to do it and that's why two people can go to the movie 

and hear two different things. Our brains control our 

language process. In the research, the faster you read, the 

more you comprehend, according to certain tests. Maybe we 

read things differently. What else makes us do that? 

"context . . . purpose" contribute a few of the teacher 

candidates. Yetta changes the focus, "Instead of fast and 

slow, there's the issue of what are you reading and why. 

Let's talk about linguistic structure and let me add another 

one, author's style." Yetta continues talking about the 

reading process. 

"What do you do when you come to a word you don't know? 

Someone is the group yells out "Skip it." Yetta nods and 

then notices Ruth shaking her head with a rather pained 

expression on her face. "Ruth, you skip over it. Why'd you 

make a face?" Ruth answers, "We were told in school that we 



shouldn't do that." "It's important to help Ruth realize 

that skipping words is a good strategy," suggests Yetta. 
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"One of the things that I'm going to ask you to do is 

to keep track of your own reading. Keep track of what can't 

you listen to and what can't you read. I'd say you're in 

the top 15% of literate people in the United states." Gaby 

interrupts, "How do you know that?" Yetta responds, "I 

don't know, I'm making it up. I figure that only 25% of the 

population goes to college and that includes junior college 

so maybe about 15% go to the university. Then I'd say about 

50% drop out in year one or two so that makes you guys the 

other half of the 15%," explains Yetta. It's 8:54. 

As Yetta is speaking, in the front of the room, 

Veronica and Terry set up the overhead projector and tape up 

the large sheet of white poster paper that serves as an 

overhead screen. Yetta asks the teacher candidates, "Any 

other influences on your reading? About what you read? I 

can think of two other influences on what we read ... " 

Monica queries, "The setting?" Yetta also suggests, 

"Also mind set, if you're not ready to read, you can't." 

Someone brings up the issue of time and the impact of time 

on reading. Yetta listens and says, "OK, so time is an 

issue. So where are we? I was going to do Boat in the 

Basement but we won't. I'd like all of you to read page 98 
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and what goes with it. We will do this one." As she 

speaks, Yetta puts an overhead called the Lines of Print on 

the projector and immediately covers it up with another 

sheet of paper. The Lines of Print is ten lines of print 

comprised of all kinds of symbols such as letters, symbols, 

numbers, etc. 

"I want you to write down exactly what you read when I 

say ready." Yetta uncovers the first row of the overhead 

and quickly turns the overhead on then off. Someone yells 

out, "You didn't say ready." "I'm trying to get your 

attention. WORK INDEPENDENTLY, BOYS AND GIRLS. No comments 

if it's possible for this group to do." Monica challenges, 

"Is it possible for you?" The class laughs. 

Yetta works her way down the overhead turning the 

switch on and off. As she finishes, she says, "Before I 

talk about anyone of these, I want you to say it again and 

I want everyone to argue if they don't agree." 

Yetta works down the overhead asking different students 

what they had written down for each line. Laughter rings as 

different students say what they thought they saw. Jolene 

says, "I got z." "I got an a," argues Gaby. "Did you get a 

z? I got a Z," pleads Larry. After each discussion, Yetta 

turns on the overhead and shows what the line of print 

actually was. In the middle of the discussion, Yetta makes 
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a number of points, "That's another thing I'd like for you 

to do is jot down how you learned how to read. You see what 

you know. You don't know what you see. Piaget. That's not 

for reading, that's for everything what we believe is 

socially constructed." It's 9:07. 

Rosie comments, "You do not have to read every letter 

to get the word." Yetta asks, "Can you be specific about 

any of the items you saw on this?" Rosie responds, "I 

processed the whole thing simultaneously without looking at 

each letter." 

Larry pipes up, "When I found something that was 

unfamiliar, I tried to find patterns." "Did you find any 

patterns in any of these?" "No." 

"I didn't read from left to right. I looked in the 

middle so I got more letters," adds Lesley. "Where's the 

beginning? It's culturally constructed. We yell at little 

kids who don't know where the beginning is and I get upset," 

muses Yetta. 

Yetta summarizes, "I believe that the brain works very 

hard to make sense of your world. Do you realize how fast 

Larry's brain had to work to get ship (really it says S L P) 

on one side and letters on the other? People are doing 

interesting things, wonderful things, that's how our brain 

works. The brain works the same for everyone." 
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Elizabeth adds, "I think that culture originates in the 

brain." 

Yetta responds, "I'm not going to say that culture and 

linguistics doesn't originate in the brain. It's our need 

for organization. It's very important if you're working 

with Yaqui kids. Have you guys read Five Clocks by Martin 

Joos? He makes important concepts simple, like everybody 

speaks in five different registers. We reflect our being 

when we set up standards rather than reflecting our 

children. We begin to reflect ourselves. Martin Joos says 

whenever you change your hat socially you change your 

language. When you walk into a bar you talk differently 

then when you walk into your classroom and you do it 

intuitively." It's 9:53. 

Yetta continues to talk and the subject of censorship 

comes up. "One thing you can't do is become a teacher and 

not know how you communicate. The bottom line question is 

'how far are you willing to shift and lose your job?' Your 

actions are very embedded in what you do as a teacher. 

Serious concerns in our society are the things we're afraid 

to talk about. Do you remember ever talking about death in 

your twelve years of schooling?" 

As Yetta's talk draws to a close, she reminds the 

teacher candidates that tomorrow they'll be listening to the 



tape of a child reading and will be marking the child's 

miscues. Then on Monday, a child from Kathy Lohse's 

classroom will be coming in to read for us. It's 10:10. 

Wildcat Literature Groups 
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"OK, time for literature groups. We're not going to 

have as much time today to meet but next week we'll meet for 

about 45 minutes." The students move into literature groups 

that have been formed based on the topic and book that each 

teacher candidate chose to read. 

Some of the groups are investigating one book, such as 

Harste/Short/Burke's Creating Classrooms for Authors (1988), 

while another group is investigating one topic such as theme 

immersion and are reading several different books on that 

one topic including Theme Immersion (1994). Another group 

is investigating the topic of community through the reading 

of Peterson's Life in a Crowded Place (1992) and yet another 

group is examining the role of phonics and spelling in whole 

language programs through the reading of Goodman's Phonics 

Phacts (1993) and Wilde'S You Kan Red This (1992). 

Most of the groups remain inside the Wildcat Room and 

decide upon an area to meet while the theme immersion 

focusing on the arts group always meets outside. They have 
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resources. 
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While the groups are meeting, Jean, Amy, Veronica, 

Yetta, and Terry each join a group. Yetta and Terry float 

between several groups while Veronica, Amy, and Jean join 

one group and stay for the duration of the meeting time. 

Although each of us spend as much time as possible 

listening, we interact by answering the questions groups are 

raising, suggesting where groups could find more information 

to answer their questions, or promising to bring in 

additional reference books from our own personal libraries. 

About 10:35, Yetta stops the discussion and begins to 

talk about the presentations that the groups will be making. 

Yetta stresses that each group should assume responsibility 

for scheduling their specific presentation and the amount of 

time that each group will need. "OK, let's take a break and 

be back in about nine minutes." The noise level suddenly 

escalates as questions are asked, stories are told, and the 

talk continues. 

Theme study on Schooling 

During the break, Jean, Veronica, and Terry set out the 

large text set on schooling that Yetta and Jean have put 

together. The text sets of children's books will be used to 
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generate questions about schooling that the teacher 

candidates have. About nine minutes later, Terry and Jean 

begin to pass out the books to each table while Yetta 

begins to speak. "One of the expectations we have for this 

semester is a theme study on schooling. We are going to be 

looking at these books, I want you to know that there are 

some awful books . . • I hate this book (holds up a copy of 

a book on money). I'll pass it around and see if you can 

see why I hate it." 

The rooms grows quiet as the teacher candidates begin 

to look at the books on each of their tables. Yetta, Jean, 

Veronica, Amy, and I all begin to look at books. Soon it's 

11:15 and Yetta stands up and says, "How come you're so 

quiet?" Larry snaps, "It's a library and we're reading." 

Yetta continues, "I want to shift your heads so I'm going to 

read to you." She begins reading. 

"What I'd like to know ... spend a few weeks and then 

I'm imposing this on you. I'd like you to think about 

schooling in a broad way. I brought these books in to make 

you think about schooling in a lot of ways, the same as you 

will do in a unit. Spend 20 minutes right where you are, 

write on paper with magic markers, ask questions, put your 

name there, we're going to start with small questions and 

then work out groups around the questions. Focus on 
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schooling and keep that word in your head. When does it 

become formal?" Terry and Veronica begin to dig out the 

chart paper and pass around markers to the tables of teacher 

candidates. The noise in the room grows as questions fly 

between and among groups and individuals. As the time grows 

close to stopping for the day, Yetta and Terry circulate 

handing out tape and asking each group to put their charts 

up on the wall. As charts go up, book bags and backpacks 

are filled, and groups of teacher candidates drift out of 

the classroom. Their places are quickly taken by faculty 

and staff members with lunch trays as the Wildcat room fades 

into the teacher's lounge. 

The Block Planning Session 

Jean, Amy, Yetta, and Terry begin the usual discussion 

of where to eat lunch. The location of the planning session 

that always happens over lunch is quickly negotiated. Today 

it's going to be the little Mexican cafe on fourth street 

down from Borton at the Park. By the time we arrive, place 

our order, and sit down, it's 12:45. 

The conversation quickly turns to those students that 

we wondered about for a variety of reasons. "She seems like 

she's not really getting into this ... her journal never 

comes in, maybe she should meet with Yetta . . . she seems 
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to be standing back ... she is absent so much." 

Collective minds collaborate on suggestions that might help 

the students to focus, or commit to the whole language 

block. 

We ease into the next topic we're worried about and 

that is the grading of student journals that the math 

instructor is doing. The issue of grading had come up 

earlier during conversation with some of the teacher 

candidates. 

As our lunch arrived, we began to talk about the 

expectations or assignments we had for the teacher 

candidates. "We need to spend time talking about the 

classroom introductions and pushing to get those done by 

mid-term. Let's talk about the case study. Do we want 

those to be presented to the whole group? When should they 

be due? Let's brainstorm ... what should go in the case 

studies? Writing samples . partial miscues . kinds 

of literacy . . . individual interviews . . . other kids 

. teacher . parents." 

Yetta suggests that we also need to talk about Brian 

Cambourne's conditions of learning with the teacher 

candidates. As the discussion continues, we set the agenda 

for tomorrow's and next Monday's class. Tomorrow, we'll 
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continue with the miscue tape, guided reading by steve, and 

schooling. We'll do literature groups next week. 

Planning: 

tomorrow 

Yetta--miscue 

Steve--guided reading 

Monday, Feb. 20 

child from Kathy's class 

Stonecutter--Yetta 

Spanish--Amy 

We also begin to brainstorm about having a basal 

reading day ... maybe we should do Spanish basal, too. 

. . . We could invite David Schwarzer in to talk about 

basals in Hebrew. . . . We could either do a real basal 

lesson . . . to extend the activities, we should get Ken in 

to talk about the history of basals . . . play twister with 

new words. 

On February 23, we will meet on campus. We'll watch 

Passion for Life, a film about the French progressive 

educator, Frenet. We'll each bring a video that we think 

represents a view of education and then we'll take a look at 

parts of our films. We'll start the day brainstorming about 

schooling in movies and television. Point of discussion: 

Why parents have the view of schooling that they do? How do 

we socially construct our view of education? It's 1:24. 

Later maybe we'll ask Fenstermacher to corne in and talk 

about philosophical issues about schooling. 



Tomorrow, we want to talk about the answers to the 

questions that were generated today. 
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What about having a panel of Bob, Myna, and Anabel, 

whole language principals, to talk about discipline one day. 

We finish at 1:45. 

Tuesday, February 14 

The agenda on the front board announces: 

opening 

announcements 

discuss classroom observations 

reading process and miscue 

guided reading 

schooling 

Ruth arrives first and after claiming a seat at the 

round back table, walks over to one of the cabinets located 

along the right wall and gets out the can of coffee, cups, 

sweetener, and Coffeemate. After measuring the required 

amount of coffee, she picks up the pot and heads out the 

back door of the classroom to fill the pot with water. As 

the teacher candidates fill the room, valentine cookies, 

bagels and cream cheese, donuts, and juice materialize on 

the refreshment table. The hum of conversation grows 



progressively louder as class readings and classroom 

observations are discussed. 

Opening and Announcements 
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At 8:04, the familiar strands of "I live in the city, 

yes I do" fill the air as Yetta provides the melody on her 

guitar. When the song is over, Gaby jumps up and 

enthusiastically begins her opening. Each table is strewn 

with play dough, colored construction paper, scissors, and 

glue. Gaby says, "OK, everybody, move up to the front 

please," She motions with her hand and those teacher 

candidates on the couch move up and fill in the spaces at 

the tables. Gaby holds up the book The Zillion valentines 

by Frank Modell, "I thought while I was reading you might 

want to make some valentines." Even before she finishes 

speaking, the teacher candidates are squashing, smashing, 

rolling, tearing, and fingering the play dough. 

After the reading is over, Terry pops up. "Don't move 

any body. Keep doing what you're doing and I have a 

valentine book for you. Terry reads another valentine book 

while the sounds of working with play dough, scissoring, and 

coloring mingle with the words of the text. "Any 

announcements?" 
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Terry announces that Veronica is out today with a bad 

headache. The book order spokesperson, Tammy, holds up a 

copy of the Troll book order and says, "Troll orders are due 

on Thursday. Please make out your checks to Troll." Monica 

displays a binder, liThe three article binders are available 

for your check out. The check-out sheet is posted on the 

front bulletin board. II Yetta suggests that Monica tell 

everyone the purpose of the binders again. liThe binders are 

filled with articles or newspaper clippings that we bring in 

so that everyone can read them if they're interested. You 

all have given me lots of clippings and articles and our 

committee has stored them in the binders. We thought maybe 

a week for check-out. If you have any questions, see me 

after class." Elizabeth smiles and says, "I brought in an 

article on linguistics that goes along with what we were 

talking about yesterday." She hands the article to Monica. 

It's about 8:25 and Terry suggests, "It's time for us 

to go out. We'll finish the announcements when we come back 

in. II Everyone moves out of their chairs and heads out to 

opening. Along the way, conversations continue. Some of 

the teacher candidates immediately join their apprenticeship 

classrooms for the opening. The rest of the Wildcats tend 

to stand toward the back of the courtyard behind the classes 

already gathered and singing. 
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Kathy Lohse's classroom is again lined up on the ramp 

leading to the office. One of the kids is holding the flag 

and the rest are leading the group in "Singing in the Rain," 

a favorite at Borton. The song also reflects the rainy 

nature of the weather for the last several days. The 

outside school opening is only canceled if is actually 

raining at the 8:25-8:30 time. As we join the courtyard, 

the classes are singing and motioning and we follow their 

lead. The Pledge of Allegiance follows and then we're 

singing "This Land is My Land." After a few announcements. 

we head back to the Wildcat classroom. 

Focus on Content: Classroom Observations 

and the Reading Process 

As the teacher candidates get coffee, cokes, and 

goodies, Amy displays the Borton post office guide that was 

"written by the students at Borton." Each classroom has a 

mailbox and Caryl Crowell's second/third grade bilingual 

classroom serve as postmasters. The only rule for the 

students is that every letter received must be responded to. 

Yetta turns and looks at the teacher candidates, "What did 

they have to do to put it out?" Tammy offers, "They had to 

edit it." Yetta queries, "Did they have to do research?" 

Frances answers, "Yes, did they go to a post office or just 



look it up?" Yetta responds, "What do you think?" The 

discussion begins. 
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It's 8:50 when Yetta shifts the discussion toward the 

observations the teacher candidates have made of their 

classrooms. Tom begins, "I noticed that they have dances as 

a part of physical education." Tammy noticed, "My classroom 

had a visit by one of our favorite children's authors and it 

was wonderful. He talked to the kids and then read one of 

his books." Tom jumps in again, "Tracy and I discussed the 

theme unit with our teacher, Ms. Crawford. She really 

believes in negotiation and in developing literature groups 

as a part of her theme units too." Rachel interjects, "Our 

teacher, the one that Karise and I work with, also does 

classroom themes. We're going to be doing research and 

working with the teacher to develop it." Yetta states, "I'm 

much more concerned about how teachers respond to kids. I 

also want to talk about your assignments next week." Ginger 

asks, "Is there flexibility within curriculum themes?" 

Yetta responds, "Where do standards come into this?" 

Allison tells, "When we went into Kathy's classroom, she 

said they were studying two themes." Lesley asks, "I was 

wondering what the themes were?" Tammy interjects, "At 

Warren, my teacher also does themes and the kids help to 

plan them." Yetta asks, "why are kids involved?" Yetta 
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then talks about her family trip to Hawaii to make the point 

about the critical involvement of kids in planning. 

Allison asks, "What about classroom themes around things 

like snow when there isn't any snow here? Is that OK?" 

Yetta responds, "We need to talk about metapedagogy. What's 

metapedagogy? It's the study of teaching. We'll talk more 

about that later. Right now we need to talk about reading." 

It's 9:23 as copies of The stonecutter are passed out 

to each student. Yetta says "Read the story and then when 

you're finished, write down in your own words what you think 

happened in the story." The room grows quiet as the teacher 

candidates read. Soon, the sound of paper rustling and the 

scratching of pencils and pens signals that the retelling of 

the story are in progress. "It's been seven minutes since 

the last person stopped reading. This is a big issue in 

classrooms. Most teachers would tell you to take it home 

and finish it. You can't be slow and thoughtful. I believe 

that homework is family abuse times two. Abusive towards 

kids and parents. I do miscues often to understand how kids 

read. I do it in a more general way. Also Amy put the 

pages on the board from The Whole Language Catalog that are 

about miscue." It's 9:35. 

Yetta continues, "Pretend when you hear a child read 

that you're a football coach and remember that coaches never 
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get on the field. LET THE READER DO IT." Lesley raises her 

hand and Yetta nods at her. "You don't use positive 

reinforcement. It's as bad as negative reinforcement." 

"Right," Yetta agrees. "You don't sit there and every time 

a child reads you say, 'oh, good.' I'm saying to watch the 

talk of teachers. Watch your teacher talk." More 

discussion ensues as personal stories are told about reading 

in elementary school classrooms. 

Finally, Yetta steps in and brings the discussion back 

to reading and miscues. "I would say there are lots of 

teachers who have never listened to a whole story without 

interrupting. Who has never heard a kid read a whole story 

without interrupting? How many of you have sat quietly and 

heard a child read a whole story without interrupting? 

We're going to listen to a tape of Gary reading ~ 

stonecutter and I want you to mark his miscues." She 

motions to Terry to turn the tape recorder on. Within 

seconds, the sound of Gary's reading is all you can hear. 

It's 9:52. 

When the tape stops, Yetta immediately says, "I want 

you to take two minutes and write down what you think Gary 

will remember about the story." Two minutes later, Yetta 

starts again, "I want you to commit yourself to evaluation. 
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I want you to gather evidence .... I want evidence. What 

did Gary do that you do as a reader when you read it? 

Karise says, "He said building horses. I did that when I 

read it and I had to go back." Yetta asks, "Why did you 

make that miscue? Did anyone else remember doing that?" 

Everyone looks down at their notes and thinks for a minute. 

Gaby suggests, "I have a feeling that when he was reading he 

was concentrating so hard on the words, he was really trying 

to pronounce them, like the word cutter." Yetta nods, "Gaby 

has hit on a major problem I have with phonics, for people 

who think that reading is saying words correctly. Every 

miscue has a reason ... kids aren't just doing this to 

make us mad." Robin wonders, "But what happens when kids 

don't read the right word? Isn't that what reading is?" 

"Or is reading looking at print and making meaning out of 

it? Shouldn't we go directly to the meaning?" asks Yetta. 

"I'm not telling you what to believe. I can only tell you 

what I believe. Do the answers in the text give you a 

picture of what kids are comprehending? ... What's the 

difference in pronouncing a word and understanding what the 

word means?" Yetta writes victuals and subpoena on the 

board. "What are these words?" Another story from Yetta 

ensues about the first time she realized that the word 

subpoena was that piece of paper handed to people so they 
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would testify in court. Others chimed in and also offered 

up their personal stories. It's 10:25. 

Terry passes out the marked copies of the miscues Gary 

made in The stonecutter. Yetta asks, "What did you think 

was a good miscue that Gary made?" 

Larry jumps in and asks, "Would you have analyzed this 

differently if there had been pictures with the story?" 

Yetta answers, "A kid never looks at a picture when the word 

is an adverb ... very ... when it's a noun they look at 

the picture." 

Yetta asks, "What do we want when we ask kids to 

retell? That's exactly the kind of thing I want you to do." 

It's 10:40. Yetta looks at her watch saying, "Let's 

take a 10 minute break and then steve is going to talk to us 

about guided reading." There is a mad scramble for the 

bathroom and coke machine and at 10:55, steve comes to the 

front of the classroom and begins his presentation on guided 

reading. "As a classroom teacher, I think guided reading is 

one of the most valuable strategies we can use." As steve 

continues, a few minutes later, Frances raises her hand and 

asks, "What is guided reading?" steve answers that we're 

going to watch a film in a few minutes that will demonstrate 

exactly what it is. At about 11:15, steve suggests that we 

move over to the art room and watch the tape. Everyone 
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packs up their belongings and walks over to the art room. 

steve tries to get the VCR to play his tape. Tom and Larry 

move to the front of the classroom and try to help him. 

Finally, at 11:24, the machine is hooked up to the TV 

and the tape begins. The room grows silent while the 

teacher and elementary students in a New Zealand classroom 

demonstrate guided reading. At 11:30, as the teacher 

candidates are starting to squirm and look at their watches, 

Yetta announces, "We'll finish this next week. See you 

then." Belongings are picked up as the teacher candidates 

hurriedly leave for campus. Another week of the whole 

language block is over. 

A Critical Look at the Block 

As stated previously in Chapter 2, I examine critically 

the two "typical" days of the whole language block using K. 

Goodman's pillars of whole language as a theoretical 

support. 

The 1995 Whole Language Block 

The on-site characteristic for the university classes 

of the whole language block strongly speaks to K. Goodman's 

(1986) theory of learning, the first pillar of whole 

language. The daily opening is one example of the provision 
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of "authentic speech and literacy events" for participation 

by the teacher candidates. Teacher candidates choose books, 

like Gaby and Allison did, where personal connections are 

made by and then shared in a conventional manner with the 

community of learners within the Wildcat Room. The singing 

that Yetta did each morning is another example of the 

authenticity of learning. Each teacher candidate is 

encouraged to offer suggestions, new songs, poems, etc. 

providing them with control and ownership of their learning. 

Monday's schooling activities, as part of the larger 

thematic unit on schooling, is another strong example of 

empowering the learner and providing the learner with 

ownership of the learning process. The generation of 

questions based on the learner's own personal knowledge and 

the intent of sharing those questions with a group speak to 

the invention and convention process of whole language 

learning. 

Experiences of reading and examining schooling books on 

Monday as well as the listening to the tape of the child 

reading and marking miscues provides the teacher candidates 

with authentic "hands-on" opportunities for learning. These 

experiences also highlight the personal-social nature of 

Goodman's first pillar as learning first is personal and 

then shared with the larger social community. 
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Teacher candidates in the whole language block move 

from invention to convention through the application of 

theory to practice. Opportunities are provided in the 

university classroom as well as the apprenticeship classroom 

for each candidate to tryout new experiences with 

children's literature or interactive poetry readings. 

The use of the tape of a child reading and the marking 

of his miscues serves as a vehicle for involving the teacher 

candidates in the constructive process of reading. The 

candidates are immersed in the whole and dynamic view of the 

theory of language, K. Goodman's second pillar. The 

exploration of language as a process also facilitates the 

development of personal theories of language, dialects, 

power, etc. 

One of the most basic and critical components of the 

whole language block experience is that of developing and 

enhancing a sense of professionalism within each teacher 

candidate. Developing this sense of professionalism speaks 

to K. Goodman's third pillar, a view of teaching and the 

role of the teacher. The classroom environment was 

organized and decorated by the teacher candidates. The 

provision of morning coffee and goodies by the teacher 

candidates through a sign-up system speaks to the degree to 

which the teacher candidates are expected to participate and 
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provide for the larger community. Time for daily 

announcements encourages the teacher candidates to provide 

information about activities that value individual interests 

in teaching and learning. These activities speaker to the 

establishment of the larger community within the Wildcat 

Room. 

Additionally, the university faculty's expectations for 

each candidates participation and interest in their personal 

learning is apparent in the provision of schooling groups 

and literature groups. The faculty expects the candidates 

to read in the area of whole language and while providing 

possible sources does not impose "assigned reading" that 

would de-empower the learner. Instead, the faculty invites 

and suggests that teacher candidates read in specific 

sources, such as Amy was doing putting pages numbers of 

articles on miscue on the board during Tuesday's session. 

Much of Monday and Tuesday's agenda was devoted to use 

of miscue analysis as a "window to the reading process." 

The importance of providing the teacher candidates with a 

body of knowledge about the reading process is clearly 

evident. This body of knowledge is the basis for a view of 

curriculum, K. Goodman's fourth pillar. By suggesting class 

readings as well as providing for discussion time in class, 
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teacher candidates are able to build the body of knowledge 

that whole language teachers need in their classrooms. 

The faculty in the whole language block also model the 

roles of the whole language classroom. During group time on 

Monday, the university faculty model the roles of guide, 

supporter, and monitor as they actively interact with groups 

of teacher candidates. Class discussions also provide for 

facilitating learning but provide the flexibility needed for 

the teacher candidates to own their own learning process. 

The university faculty planning se~sion on Monday 

afternoon highlights the expectations of the faculty for the 

growth of teacher candidates. Conversations about teacher 

candidates explore the faculty facilitator role in the 

candidate's personal learning process. The time spent in 

planning also speaks to the high degree of each candidate's 

growth expected through the provision of strategies that 

facilitate and guide learning. 

The content of the reading, language arts, and social 

studies methods courses are taught in an integrated format 

through the use of multiple strategies including thematic 

cycles, literature study groups, etc. Both Monday and 

Tuesday are strong examples of a language-centered view of 

curriculum. Choice and ownership of learning is underscored 

by the literature groups focusing on each candidate's areas 
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of interest. Other professional reading depends strictly on 

each candidate's choice and interest. 

Another critical aspect of the view of the curriculum 

within the whole language block is that of relevance. The 

literature groups, schooling groups, and reading process 

discussion are highly relevant to the classroom in which 

each teacher candidate will first student teach and then 

finally, teach. Class readings also related directly to the 

authentic context of the elementary or middle school 

classroom. 

The focus on schooling through the use of the thematic 

unit is an example of the power of integration in the block 

curriculum. Incorporated within the use of the thematic 

unit is the use of children's literature as a vehicle for 

connecting the teacher candidate's prior schooling 

experiences with their professional educational experiences 

as teacher candidates. 

The social community within the whole language block 

supports the teacher candidates' evolution from personal 

invention to social convention. The social community is 

evident from the mail bags that hang on the wall to the 

refreshments on the back table. Introductions of visitors 

and the collaboration evident during discussion groups are 

indicators of the social community of the whole language 
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block. Through the social community, teacher candidates are 

provided with opportunities for authentic speech and 

literacy events, such as the daily opening. The social 

community is K. Goodman's (1986) fifth pillar. 

In summary, there is evidence that Goodman's (1986) 

pillars provide a firm foundation for the teaching and 

learning that occur within the whole language block. The 

learning of the preservice teachers within both the 

university and apprenticeship classroom is "whole," nested 

in the authentic context of the classroom, and motivated by 

the pre service teacher's desire to prepare for their 

student teaching and teaching profession. The learning 

experiences offered are personal in that preservice 

candidates bring their own interests and prior knowledge to 

the classroom and social as each student becomes part of the 

learning community within the university classroom as well 

as part of the larger Borton community of learners. 

Cognitive Apprenticeship 

The whole language block also fits Brown, Collins, and 

Duguid's (1989) paradigm of cognitive apprenticeship. The 

block is designed to promote authentic apprenticeship 

situations for preservice teacher candidates utilizing the 

philosophy and tenets of whole language. Experiences in the 
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integration of the content in the required language arts, 

reading, and social studies course work is provided through 

the block's instructional practices. Thematic units and 

curriculum negotiation provide for the apprentice's inquiry. 

Authentic relevant experiences for the application of the 

method's content are provided in the methods block classroom 

and in the apprenticeship classroom. Committee experiences 

are designed to promote engagement in community building, 

collaborative planning, and ownership of the block 

experience. Interactive dialogue journal between 

instructors and the apprentices enhance learning 

experiences. 

Finally, the apprenticeship experience provides a dual 

role for each apprentice. One role is that of the 

university student participating in the required reading, 

language arts, and social studies methods courses. The 

second role is that of an apprentice working with the 

teacher and students in one of the primary classrooms at 

Borton. Each participant in the study has both the role of 

university student as well as the role of apprentice. 

Of primary importance in the duality of roles of each 

teacher candidate is their immersion in the philosophy of 

whole language. Each teacher candidate was experiencing 

whole language as a philosophy in the methods courses. 



Whole language is also the philosophy in the elementary 

classroom where each teacher candidate works as an 

apprentice. 

Discussion of Inquiry Questions Guiding 

the Research study 
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In this section I answer two of the inquiry questions 

that have guided this study. The questions are: 

3. What are the characteristics of an undergraduate 

whole language teacher education program? 

4. What experiences are provided to the teacher 

candidates in a whole language teacher education program? 

The data used to glean the characteristics of the whole 

language block, an undergraduate whole language teacher 

education program, as well as the experiences offered to 

teacher candidate are found in two different sources. One 

source is the description and analysis of the two typical 

days and one weekly planning session. The second source is 

interviews with the four teacher candidates. To answer the 

inquiry questions, the characteristics and experiences from 

the analysis of the two typical days will be triangulated by 

excerpts from interviews with the four teacher candidates. 
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Characteristics of the Whole Language Block 

The characteristics of the whole language block include 

the on-site location, building a learning community, 

opportunities for invention/convention, opportunities for 

theory to practice, provision of authentic speech and 

literacy events, enhancement of the candidates' 

professionalism, building a body of knowledge about language 

and literacy, multiple roles for the teacher, an emphasis on 

collaborative planning, empowering of the learner, use of 

personal reflections, and personal inquiry. Each 

characteristic is discussed in detail. 

On-site Location 

The on-site location of the whole language block at 

Borton Primary Magnet School is a strength. Meeting at 

Borton provides the teacher candidates with opportunities to 

observe and become a part of a school community as well as 

interact with stUdents and other faculty members on a daily 

basis. The principal, Bob Wortman, and other Borton faculty 

members share their knowledge of teaching strategies with 

the teacher candidates. 

Larry states, "I would say the primary environment is a 

primary strength because we're out in a school and spending 

time in school, so we can go in the classroom and I do this 



138 

every day, I come up with questions and I go back and ask my 

teacher" (Interview #1, 3/17/95). 

Karise also feels that meeting at Borton is important. 

"I think being out a Borton, even though I'm not you know, 

placed in the Borton class it's really neat being involved 

in the school ..• meeting at school, being at Borton." 

(Interview #2, 7/10/95). 

Karise also values the participation of Borton's 

faculty. "I like how you're bringing other people in also 

so you get all of these ideas" (Interview #2, 7/10/95). 

Building a Learning Community 

Building a strong learning community is another 

critical component of the whole language block. The 

learning community provides the teacher candidates with a 

supportive environment that encourages risk-taking. The 

interactive nature of the learning community supports 

personal inquiry of each of its members and provides 

opportunities for the invention/convention process for 

personal beliefs of each community member. 

The two "typical" days describe the mailbags hanging on 

the wall, the decorated walls, and the daily refreshments 

all instigated by committees formed by the teacher 

candidates. Additional committees order books from book 
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clubs, organize articles into binders, and update the 

bulletin board with community announcements. Time for daily 

announcements also supports the strengthening of the 

community. 

Ginger states that the community is important due to 

" . a lot of the students that are in there and how they 

work together and the people that you bring in to speak to 

us about exactly how they do their classrooms and then when 

people give descriptions (of the working situations) like 

you and then Yetta ... " (Interview #2, 6/28/95). 

She adds, "I think everything (in the block) was 

valuable, because even when we were working in groups I 

wasn't interested in I could see how students work together 

in groups and so that was valuable to me knowing how my 

students are probably going to work together in groups. I 

think everything was valuable" (Interview #2, 6/28/95). 

Karise supports the importance of the learning 

community. She told me," .. A lot of times you don't get 

to interact with the people in your class and it's really 

neat because I feel like I know almost everyone, gosh, 

sometimes, better than people I've known for years you know" 

(Interview #2, 7/10/95). 
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Karise also comments that she likes If ••• the way that 

we got to decorate the room and our ideas for how to display 

information" (Interview #1, 3/26/95). 

Opportunities for Inyention/Conyention 

Through personal invention and social convention 

(Goodman & Goodman, 1990), personal language and knowledge 

based on previous experiences is conventionalized through 

interactions with others in the social community. In the 

whole language block, large and small group discussion as 

well as interactive journaling experiences provide teacher 

candidates with opportunities to share their personal 

inventions with the social community of other teacher 

candidates and university and Borton faculty. 

The group discussion of the schooling questions that 

were posted on the wall is an example of the 

invention/convention process. Each candidate moves from 

their personal inventions about schooling to the beginning 

of conventionalizing their invention through group 

discussion and ultimately, class discussion. 

Ginger shares her experiences. "There were a lot of 

times when I wanted to say something but didn't because we 

didn't have enough time or we were moving on or whatever, 

but when we broke down into smaller journal groups the 
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things I wanted to say weren't directed to people in that 

group and they didn't' need to be said or you know, it 

wasn't someone I wanted to reflect with so ... I don't 

feel an overwhelming loss right now that I didn't get to do 

that during the semester . . . we talked a lot" (Interview 

#2, 6/28/95). 

Karise finds the opportunities for group discussion to 

be helpful. She states, " ... The group discussion when 

we'd get to do like webbing and things like that, that 

really helped me and I learned a lot from that" (Interview 

#2, 7/10/95). 

Opportunities for Theory to Practice 

The whole language block supports the link of theory to 

practice by providing holistic, authentic learning 

opportunities both within the daily activities of the 

Wildcat Room and the apprenticeship classroom. Daily 

openings, literature group discussions, book talks, 

individual and group presentations by the teacher candidates 

provide a way for the apprentice teachers to strengthen 

their craft. 

Cassie finds the apprenticeship provides her with many 

opportunities. "I really, really enjoy being in the 

classroom, like being in the classroom all day on Wednesday, 
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very, very beneficial because you're actually seeing how 

it's done .... I mean that's where I learned almost 

everything that I did learn this semester was through being 

in that classroom" (Interview #2, 7/9/95). 

The experiences that Karise had in the classroom are 

also appreciated. She states, " ... And being in the 

classroom for sure, that was excellent, you know, just 

getting to, we talk on Monday and Tuesday about things and 

then on Wednesday and Thursday we actually were experiencing 

some, which was really neat . . . being on two different 

days was really important, too . an entire morning right 

before lunch that you could see, and it's ... later in the 

week so you got a different feel, that was really nice" 

(Interview #2, 7/10/95). 

Provision of Authentic Speech and Literacy Events 

The teacher candidates engage in authentic speech and 

literacy events in order to provide opportunities to move 

from theory to practice within the whole language block. In 

a whole language classroom, teachers use these events for 

language development as well as learning through language. 

"Speaking, listening, writing, and reading are all happening 

in context of the exploration of the world of things, 

events, ideas, and experiences" (K. Goodman, 1986, p. 30). 
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Within the whole language block, the daily opening with 

"Singing in the Rain," making up more verses, and Allison's 

reading of Loye You Foreyer are examples of speech and 

literacy events. 

Karise says that "I also really like the openings that 

we do because it's really neat to see how everybody does it 

a bit differently, you know, and you get a lot of really 

neat ideas for" (Interview #2, 7/9/95). 

Enhancement of the Candidates' Professionalism 

The development of a sense of professionalism is a 

major emphasis of the block. The teacher candidates feel 

the thread of professionalism woven through the weekly 

sessions of the block. Teacher candidates are encouraged to 

develop their own educational philosophies guiding their 

instructional opportunities in the Wildcat Room and their 

apprenticeship classroom. 

The faculty's expectations that the small group 

discussions are focused on the topic and that each candidate 

has read their book are examples of professionalism. On 

Tuesday, Ruth arriving first and making the coffee for the 

whole group speaks well of her professionalism. 

Larry discusses his emerging educational philosophy. "I 

think it's (whole language) opened up a lot more horizons 
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for me, it's shown me a lot more direction I could go and 

everything doesn't have to be set in concrete and you don't 

have to be on the same page . so it has helped me feel 

comfortable in what my philosophy as a person is and also my 

philosophy as a teacher" (Interview #1, 3/17/95). 

Cassie has strong feelings about the development of her 

personal philosophy. She states, " ... I talked to a lot 

of people who were in other blocks and they were like 'well, 

how do you like your block . . . did you learn how to do 

this, did you learn how to do that?' and I was like, 'No, 

but what's your philosophy in education?' and they had no 

clue and I can always learn the nitpicky stuff" (Interview 

#2, 7/9/95). 

Ginger touches on the importance of finding resources 

for her teaching as a professional in her own classroom. 

She says that the whole language block was supportive of 

"helping me to find resources . . . I know where to go and 

what books to get that will fit my needs .... So there's 

so many books that I need to get and read, to organize my 

classroom" (Interview #1, 4/14/95). 

Building a Body of Knowledge about Language and Literacy 

The curriculum in a whole language classroom rests on a 

scientific body of knowledge. Yetta's discussion of the 
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reading process through the "Lines of Print" and the 

examination of Gary's reading of The stonecutter for miscue 

analysis are examples of the content or knowledge offered in 

the whole language block. The session on guided reading and 

the various articles available through the binders or ~ 

Whole Language Catalog also point to the development of 

knowledge about language and literacy based on whole 

language philosophy. 

Cassie comments on the content of whole language 

classrooms. She said, "There's so many ways to include your 

curriculum and what they (the students) want to learn" 

(Interview #2, 7/9/95). 

Multiple Roles of the Teacher 

Within the whole language block the faculty played 

multiple roles. Whole language teachers support personal 

inquiry, facilitate content area teaching and learning, 

learn with their students, and guide stUdents in the 

construction of their own knowledge. 

During the written landscape of the block, Yetta plays 

five different roles over the two day period. She instructs 

stUdents in the reading process, joins literature groups, 

facilitates group discussion, leads the planning session, 

and journals with her group. 
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Cassie comments on the content instruction of the 

reading process, for example. She says, "I also like the 

fact that we have this powerhouse of knowledge, Yetta 

Goodman. I mean, she's just amazing" (Interview #2, 

7/9/95). Cassie also acknowledges the support the faculty 

has offered her in the construction of her personal 

philosophy. " ... You guys really help us and guide us to 

discover what we believe and what we think is right" 

(Interview #1, 4/16/95). 

Ginger is quite frank in her attitude about the block 

faculty. When asked what made our block whole language, 

Ginger emphatically states "Yetta" (Interview #2, 6/28/95). 

"I see the personal level that we have with you and 

Yetta and Veronica ... I've never really had that in a 

college class ... it's more like you're on our level. 

You're more like people, I guess ... " muses Karise 

(Interview #2, 7/10/95). 

An Emphasis on Collaborative Planning 

Whole language classrooms are supported by the planning 

of whole language teachers. Planning is essential to the 

organization that characterizes classrooms where multiple 

activities occur simultaneously. The daily agenda on the 

board in the Wildcat Room and the discussion of the options 
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for the student presentations support the organization of 

the whole language program. The weekly planning sessions 

are also indicative of the faculty's efforts in providing a 

quality program. Planning with the Borton faculty and 

administration is also essential to the block experience. 

Flexibility and spontaneity also characterize whole 

language classrooms. The shifting of the discussion about 

the reading process to a discussion about censorship and 

Yetta's spontaneous discussion of the Borton mail system are 

good examples of the flexibility and spontaneity within the 

block. 

Cassie talks about how some of the planning in the 

small groups happened. She said, "And then we decided from 

there what we're going to do, what we wanted to study and it 

was really what I wanted to do and what I wanted to gain 

from the block" (Interview #2, 7/9/95). 

Empowering the Learner 

Whole language programs empower the learner to take 

responsibility for their own learning. Through choice of 

books for their literature discussion groups, ownership of 

the literature discussion groups belongs to the teacher 

candidates. Relevant activities such as the schooling 

groups and daily openings to the "real classroom life" 



provide the intrinsic motivation that drives the learning 

process. 
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In our discussion about the relevance and choice 

provided in the block, Ginger tells me, "I think if I could 

have read a lot of different whole language teaching 

philosophies it would have helped instead of just reading 

this book ... don't give a choice between the Whole 

Language Catalog and the Whole Language Catalog of Authentic 

Assessment because I bought the authentic assessment forms 

and I don't have the Whole Language Catalog and you've been 

assigning all these readings to do, people who came in to 

talk to us, the speakers, and not all of them because it 

just depends on where your interest lies" (Interview #2, 

6/28/95) . 

Use of Personal Reflection 

Within the whole language block, the use of personal 

reflection provides the teacher candidates with 

opportunities to ponder their emerging philosophies, class 

readings, etc. Personal reflection focuses their thoughts 

and provides for personal growth. 

One of the block's vehicles for personal reflection is 

the dialogue journal. Each teacher candidate journals with 

one of the university faculty or block interns. Journals 
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are exchanged every two weeks, but very often, the teacher 

candidates work out a once a week schedule with their 

journal partner. Larry says that the use of the journal is 

important " ... Especially having Yetta as a journal 

partner, because I know I could say things or write things 

and got valuable responses, and I like the journal and it's 

because I got feedback" (Interview #2, 6/28/95). 

Karise also sees the use of the journal for personal 

reflection as important. liThe journal, I mean not only is 

it helping me, you know, kind of go back through and 

organize what I've been reading and what we've all been 

talking about but also it's totally helped me get to know 

how I feel and about myself and about my philosophy about my 

own learning and you know, children's learning ... every 

time I write it I see more and more of how I am developing 

you know .... " (Interview #2, 7/10/95). 

Reflection is also a part of studying the course 

content. During Yetta's discussion of the reading process, 

she asks candidates to reflect on their own reading. She 

asks everyone reflect on Gary's reading of The Stonecutter 

before discussing his miscues. 
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Personal Inquiry 

The concept of personal inquiry provides for choice and 

authenticity. The teacher candidates focus their literature 

and schooling groups on their own personal questions. 

Cassie comments, " . .. At this point I really enjoy the 

fact that we go to different groups and working with like 

our schooling groups and our literature groups and all based 

on us and what we wanted to do. I really, really like that 

because we got to do what we wanted to do and there wasn't 

somebody saying 'Okay, when you learn this type of 

schooling, you learn this' and I just think now that's what 

I want my class to be" (Interview #2, 7/9/95). 

Personal inquiry is also important to Ginger. "We were 

working in groups all of the time and we were coming up with 

our own projects, we were never told to do something 

specifically" (Interview #2, 6/28/95). 

The selection of the texts for reading within the whole 

language block is also based on the personal interests of 

each teacher candidate. Karise comments, "Well, the 

selection with the social studies book and also . . . the 

literature group, how we got to pick the ones that we were 

interested in" (Interview #27/10/95) are examples of her 

personal interests. 
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Experiences of the Whole Language Block 

The experiences provided to the teacher candidates in 

the 1995 whole language block are the daily openings, 

thematic cycles, literature discussion groups, inquiry 

projects, experiences with children's literature, 

apprenticeship, committees, class discussion, speakers, 

curriculum integration, student presentations, profile of a 

child, dialogue journals, classroom profiles, class 

readings, and the community tour. Each experience is 

enriched through discussion. 

Paily Openings 

Yetta's leading the teacher candidates in singing 

followed by her reading of My Great Aunt Arizona is an 

example of the daily openings that characterize whole 

language programs. For the most part the apprentices were 

responsible for the openings. Authentic speech and literacy 

events, such as the daily opening, provide teacher 

candidates with opportunities to move from theory to 

practice within the classroom. 

Karise also likes the openings. She said, "And going 

out for those openings that they do . seeing the kids 

and how they react" (Interview #2,7/10/95). 
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Thematic Cycles 

The schooling unit implemented in the Wildcat Room 

involves the teacher candidates with inquiry and provides 

opportunities to work with children's literature. Within 

the apprenticeship classroom, the apprentices are encouraged 

to participate in the planning of a thematic unit. 

Karise's journal reflects her planning experience. "I 

am seeing so many neat things in ---'s classroom, I don't 

know where to begin. Most importantly, I am seeing our 

thematic planning come to life and go beyond anything I've 

ever imagined" (Journal, 4/12/95). 

Literature Discussion Groups 

Monday morning's session of the block includes time for 

literature discussion groups. The teacher candidates form 

their groups based on the inquiry they are interested in. 

Some groups read one book on one topic while other groups 

read multiple books on one topic. Examples of the books 

included Theme Immersion, Creating Classrooms for Authors, 

and Life in a Crowded Place. 

The literature discussion groups are an important 

experience for Karise. "I like the group work, like our 

literature group ... the lit group I liked a lot. The 

social studies group I didn't feel like we had enough time 
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really to ever get involved in it . . . and with the 

literature groups we had a lot of time so I think we should 

have taken actually some from the literature group into the 

other group," states Karise (Interview #2, 7/10/95). 

Inquiry Projects 

In addition to the choices of topics and books for the 

literature discussion groups, personal inquiry is at the 

heart of the schooling groups as well. Based on each groups 

questions about schooling, projects are generated to share 

the knowledge the groups gathered. 

Cassie tells me, "The fact that like with anything, any 

reading and writing and our, like all our different little 

interest groups basically, is they were all what we wanted 

to do and we could branch off from that" (Interview #1, 

4/16/95) . 

Experiences with Children's Literature 

The use of children's literature is critical in whole 

language classrooms. The daily openings as well as text 

sets for the schooling unit include children's literature. 

The apprenticeship classrooms also provide the teacher 

candidates with experiences with children's literature. 
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Karise assembles several text sets as a part of the 

thematic unit in her classroom. "Today Rachel and I went to 

Gale to meet with ---- to discuss our text set and unit on 

'our sense of home in the United states and its regions'" 

(Journal, 3/15/95). 

Apprenticeship 

The apprenticeship is a critical part of the whole 

language block. It supports the teacher candidates 

immersion in the philosophy of whole language as well as the 

link of theory to practice where apprentices make the 

applications of their new knowledge. The apprenticeship 

also provides them with authentic, relevant teaching and 

learning experiences. 

Larry discusses the environment at Borton. " ... So 

for me the strength has been the environment because I can 

take it (strategies) immediately and go see the application 

of it. The other side is I can go from the classroom and 

see what's being done (in the Wildcat Room) and bring that 

back to class" (Interview #1, 3/17/95). 

Cassie also enjoys the apprenticeship experience. She 

said, "I like the fact that we're in the classroom" 

(Interview #1, 4/16/95). 
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Committees 

Committees membership is an expectation for the teacher 

candidates and points to the larger issue or professionalism 

and community. The need for the committees is discussed and 

organized by the teacher candidates within the first week of 

class. 

Decorating the classroom, book orders for book clubs, 

daily refreshments, organization and implementation of 

binders for professional readings, and advance notice of 

community events are all part of the many functions that the 

committees play within the whole language block. 

Class Piscussion 

The active participation in class discussion is an 

important experience in whole language classrooms. Through 

class discussion personal beliefs are conventionalized. 

Knowledge is shared with others and questions are raised. 

The class discussion of the good miscues that Gary made as 

well as Gary's retelling of The stonecutter are examples of 

this active participation. 

Karise comments on the class discussion in the block. 

"We all have a chance to talk and share our opinions and I 

feel comfortable doing that . I feel the more you talk 

or the more that you share your opinion or your doubts or 
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concerns the more you're going to get out of it and I think 

that everybody welcomes that you know and I like that a lot" 

(Interview #2, 7/10/95). 

Speakers 

The Borton faculty and various members of the 

University of Arizona faculty are guest speakers in the 

whole language block. Sometimes the teacher candidates 

generate a list of questions for the guest speakers and 

other times the speakers provide information on a particular 

program in their classrooms. Sandra Wilde was a speaker and 

shared her knowledge on spelling. 

The inclusion of guest speakers is important for 

Ginger. She said, "The people who came in to talk to us and 

not all of them because it depends on your interest . 

and Sandra Wilde . . . and the librarian was really great, 

some of the other teachers I listened to also" (Interview 

#2, 6/28/95). 

Student Presentations 

Student presentations are a part of the social 

community sharing knowledge gleaned from personal inquiry. 

Each inquiry group decides on a format to share their 

information and individuals also share new knowledge in the 
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form of book talks. The presentations are encouraged but 

not mandated. Collaboration is a key characteristic of many 

presentations. 

Profile of a Child 

As a part of the faculty's expectations, each teacher 

candidate develops the profile of a child in the 

apprenticeship classroom. The profile contains interviews 

with the child, parents, or group of friends, work samples, 

etc. The goal of the profile is to provide a vehicle for 

each teacher candidates to study in depth the learning 

process from the child's point of view. The profile 

provided wonderful kidwatching opportunities. 

Ginger saw the importance of the project. "The 

documentation of the child I thought was important because 

we're going to need to do that on 30 students at a time in 

order to give any feedback if someone needs it, parents" 

(Interview #2, 6/28/95). 

Karise finds the profile" . valuable though because 

it gave you an opportunity to be a little bit closer with 

the kid you know" (Interview #2, 7/10/95). 

Larry states, "It (profile) was good because it gave us 

an opportunity to look at a whole bunch of aspects of a 

child and we got to meet the parents and we got to talk to 
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Karen about the child, we got to see the child with her 

friends, it was difficult because we didn't really want to 

watch one child because it's a community and it's a social 

environment as a community, it's rather how does this whole 

community work" (Interview #2, 6/28/95). 

Dialogue Journals 

The dialogue journal is exchanged between the teacher 

candidates and the block faculty and interns once every two 

weeks or more often. The journal is the main tool for 

personal reflection and the candidates are encouraged to 

make connections between reading, apprenticeship 

experiences, and the philosophy of whole language. 

Karise uses her journal to explore her own learning 

including an interview with her mother about how she learned 

to read. "What can I say, this and theme planning were my 

favorite activities this semester. I gained so much from 

writing in my journal" (Final reflection, 5/10/95). 

Classroom Profile 

The classroom profile is an inquiry project that each 

teacher candidate completed about their apprenticeship 

classroom. The collaboration among teacher candidates with 

the apprenticeship teacher provides for the investigation of 
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the social community of the classroom. The profiles are 

designed by the teacher candidates as a way to introduce an 

outsider to the classroom. 

The format of each profile is decided upon through 

collaboration of all those involved and takes many different 

forms. Each profile contains either writing samples, 

pictures, etc. from each child in the classroom. 

Karise comments on the classroom profile. "I liked it a 

lot. I think, well, it gave us a chance to really become 

more of a community, you know, more of their community" 

(Interview #2, 7/10/95). 

Class Readings 

The class readings provide for the personal inquiry of 

all of the teacher candidates. Choice and personal interest 

is key in the decision of which books to read. Everyone 

read K. Goodman's What's Whole in Whole Language; had a 

choice between (or both of) Steffy and Hood's If This Is 

Social Studies Why Isn't It Boring or The History Workshop 

by Jorgensen; had a choice between (or both of) The Whole 

Language Catalog or The Whole Language Catalog of Authentic 

Assessment; and a choice between (or both of) Rethinking 

Columbus or Teaching for Equity and Social Justice. 



Within each literature group, another choice is 

provided to teacher candidates based on their personal 

choice. 
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Ginger comments on the class readings. "There was one 

book that I read, Rediscoyering Classrooms, or something 

like that, . . . it was basically based on a lot of social 

studies and language arts and I learned a lot from reading 

all the articles" (Interview #2, 6/28/95). 

Community Tour 

The teacher candidates participate in a community tour 

of South Tucson in an effort to gain an awareness of the 

community which housed Borton. The Salvation Army, 

Community Center, Head Start, and the different housing 

areas are visited. 

The community tour arouses strong feelings in Karise. 

"The Salvation Army was really a juxtaposition of goodness 

and bleakness. I saw an organization really assisting and 

reaching out to the immediate community but I also saw 

poverty and frustration" (Journal, 1/17/95). 

Larry writes, "I appreciated the opportunity the learn 

more about the community. I have driven through the area 

many times on business but I never knew about the projects 
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1/17/95). 

Challenges of my View 
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The results of the 1994 pilot study provided me with 

several challenges to ponder. In this section I discuss the 

investigation of those challenges and I revisit each 

challenge in Chapter 10. The investigation includes the 

delineating of the challenge from my own point of view 

triangulated with quotations from interviews with the four 

teacher candidates. 

Knowledge Presentations 

The inconsistency of whole language instruction emerges 

as a result of the 1994 pilot study. By this inconsistency, 

I am specifically referencing a period of time during some 

days where the teacher candidates were listening to the 

presentation of knowledge by a faculty instructor. 

On the one hand, I feel that presenting knowledge to 

students is consistent with whole language. During these 

presentations, students are involved through listening and 

thinking, questioning, providing answers to the 

presentations, or ensuing class discussion with the faculty 

instructor as a participant. 
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The description of the two days of the whole language 

certainly supports this type of knowledge presentation in 

the building of a body of knowledge about language and 

literacy. Yetta discussing the reading process where the 

teacher candidates are offering a view of their own reading 

or the teacher candidates listening to Gary's reading in 

order to discuss Gary's good miscues are good examples of 

the active involvement of the teacher candidates in 

knowledge presentations many Monday and Tuesday mornings. 

On the other hand, there were some mornings where some 

of the teacher candidates perceive they were "listening to 

somebody talk" or "listening to a lecture." 

Complicating this challenge is that the teacher 

candidates want a piece of the knowledge that the faculty 

instructors have and are content to sit and listen. 

Larry's comment addresses this challenge. When I ask 

him about some of the mornings that he was listening, he 

states, "It was less holistic, it was more traditional, more 

the old way . I don't know how you could get around it 

because somehow you had to get the information to us . . . 

there were times when it was like, yeah, some of it became 

redundant and it was less holistic and I think with 

the guest speakers that was more holistic because that's 

like going out and interviewing someone or getting the 
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hands-on verses the textbook type of thing" (Interview #2, 

6/28/95) . 

Cassie also provides a unique perspective. "I remember 

some days coming home from school going, why did I get up 

this morning? You know, why did I get up to go listen to 

somebody talk . . . and I remember going other days and 

going, wow, that was so cool, I mean I learned this, this, 

and this . . . you know, and there were other days that I 

was just like amazed by what was going on in the class 

so I don't know if it was good, that's whole language 

because it's good and then it's not whole language if it's 

bad" (Interview #2, 7/9/95). 

She adds, " . . . Whoever is up there is up there going 

da da da da and that's a lecture to me. There wasn't, I 

mean, like during those days I never thought that I would be 

able to feel freely to say 'oh, well, now that you bring 

that up, blah, blah, blah. It wasn't a conversation, it was 

. it was definitely a lecture" (Interview #2, 7/9/95). 

Ginger's perspective provides a viewpoint that agrees 

somewhat with Larry's perspective. "I think that it was 

fine (sitting and listening) because it didn't happen 

everyday, if it happens every time we were in the classroom 

then I would say we were probably getting away from whole 

language because students weren't involved but there were 
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lots of times when you guys had so much to say that you just 

need to say and we needed to listen because it's a learning 

experience and we're in there learning how to do what you 

guys are up there doing and sometimes we just need to listen 

to what you're saying so I don't think it was a problem" 

(Interview #2, 6/28/95). 

Ginger did not believe that the periods of time should 

be considered a lecture. She emphatically states, "No (it's 

not lecture). We didn't have to take notes for a test, we 

were there to listen to you, there were a lot of times when 

Yetta would be talking and I'd be flipping through a 

magazine she's just handed out and she mentioned it one time 

'I see Ginger is reading her magazine but I'll bet she's 

still listening to me' ... if what she was saying 

interested didn't interest me I would focus on the book and 

once she said something that interested me I would stop 

focusing and start listening . even though you may have 

felt you were lecturing up there because you were talking 

for so long I think it was something we needed to hear" 

(Interview #2, 6/28/95). 

Karise offers, "I think there were some days when we 

weren't practicing whole language principles. I don't know 

if that was really bad but sometimes I think it maybe was a 

double message, kind of confusing, you know. And maybe 
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that, I found that I had a harder time paying attention when 

we were just being lectured, quote, unquote, than when we 

were doing the other interactive thing . there were a 

lot of times it was like being talked to but still some 

people were making comments but it wasn't really a 

discussion, it would be like, well, we have to move on, I 

think it was being talked to more than a lecture" (Interview 

#2, 7/10/95). 

She continues, "(Whole language) it's kind of a plus 

and a minus ... like the times we were talking and it 

wasn't real interactive. I think more so than not it was a 

strength though than a weakness because I think a lot of the 

time we understood that not necessarily we could have a 

really interactive whole language experience . . . maybe 

because of time constraints and agenda that we had to have 

done by a certain time. I think probably was the, I don't 

think it ever was desired because you all seemed real 

interested, always doing the best I think more time 

constraints and outside things" (Interview #2, 7/10/95). 

Role of Interns 

The participation of interns is viewed as a strength of 

the 1994 pilot study. The interns provide another person 

for the teacher candidates to interact with as well as 
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presentations around specific topics. The interns provide 

another voice of experience and journal partners as well. 

During one interview, Larry brings up some of his 

feelings about the interns. He says, "I feel fortunate that 

I had Yetta as my journal partner, because there's no better 

way to do a thing than go right to the sources. So, but on 

the other hand, there are those who have other people who 

feel like they're getting off easy ... they don't think 

they have to put in the amount of journal time, thought, or 

reflection that the rest of us are . . . there are a couple 

of people in the journaling group who, graduate students, 

who have come right out and said they don't like journals 

and that set the tone right up front that told these people 

'Well, I don't really need to put a lot into it'" (Interview 

#1, 3/17/95). 

He continues, "There's a lot of voices, but some of 

them are watered down and I, there's some confusion for me 

as to the backgrounds of each of these people. For me the 

way I see it is these people are out teaching whether 

they're holistic or not and decided to go to the graduate 

work and wanted to do whole language because it was 

something they were interested in so it's like do they have 

the background to answer the questions that we're asking, to 

respond the way we're needing? ... So it was the voice I 
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think became a really issue at least for me" (Interview #1, 

3/17/95) • 

In our second interview, I ask Larry if his attitude 

had changed toward the interns and he replies, "I think it 

was a good ratio. I felt that everyone had an opportunity 

to be represented or have someone to confide in or ask 

questions of, the only thing you could do about the problem 

of each of those people had a different philosophy or 

outlook which made it so that the class was segmented 

the people who had (one of the interns) felt no pressure to 

do the journal because (one of the interns) flat out told 

them up front that he didn't like journals so that if you 

want to talk about communities that created a thing where 

there was 'Hey, I got Yetta for a partner, I've really go to 

do a journal' where (another student) could do one page and 

turn it in and it would be fine" (Interview #2, 6/28/95). 

He continues, "I think we all look to Yetta as being 

the guru of the whole thing and she was the one that had the 

most information to offer. And I think she worked real hard 

to maintain a balance but there were times when it seemed to 

overrule it" (Interview #2, 6/28/95). 

I ask Cassie to talk to me about the interns and she 

says, "I mean on the one hand, at least like you guys were 
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there telling us that your opinions matter, what you guys 

think and different opportunities" (Interview #2, 7/9/95). 

I ask her if she knows who the interns are and what 

their roles in the block are and she answers, "No, 

absolutely not . . . I mean for the longest time I thought 

that (one of the interns) was there to be my journal person 

and she was there just to branch out because there were so 

many people in the classroom and to help you guys branch 

out. But then as it moved on, like I really, I mean she 

just really was a connection. She was also somebody to look 

at for advice or something like that and I think it's hard 

to see them (the interns) as that because I mean lots of 

times it was yours and Yetta's, but ... these are the 

little people that are rowing and this is how we're going to 

keep going and so ... so I don't know, I think that they 

did have a definite role but I don't think it was clear from 

day one. And I don't think it was clear until day 80 or 

whatever, like, the end of the semester" (Interview #2, 

7/9/95) . 

In our second interview, Cassie adds "I think it (the 

interns) was a strength, but I also think that it could have 

been utilized more." (Interview #2, 7/9/95) 

Ginger shares another perspective about the interns. 

She states, "They were all four so different personality 
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that people are going to go to the ones they like that 

basically correspond with their own personality . . . I 

didn't have a problem with who was in charge or who to go to 

if I needed help. I could go to you, I could go to (one of 

the interns) ... I didn't know exactly what they (the 

interns) were there for other than I this was probably 

something they were needing to do with their own graduate 

work and then we were also broken down into journal groups 

so that, and then each also gave a talk of some sort on 

something so I mean that's what I figure they were there 

for" (Interview #2, 6/28/95). 

Karise also shares her thoughts about the interns. 

"I thought that it{the interns) was really good for the 

journals because it gave me a chance to get to know one 

person more that you would I think if there were less 

doctoral student. Sometimes I felt like there was a kind of 

confusion amongst you guys at times . . . I think that 

there, maybe you could have taken more control because I 

think a lot of people would have felt comfortable with that 

maybe there could have been more times when we could 

have done things with our journal groups maybe so that we 

could get more time with you guys" (Interview #2, 7/10/95). 

I asked Karise if she knew the roles of the interns and 

she said, "I knew that you and Yetta were the two people 
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that were leading, that were the two in charge but the rest 

(of the interns) I had no idea really what they were doing 

there, what they were going to do, or why they were there, 

if they were going to be there the whole time, you know" 

(Interview #2, 7/10/95). 

Socialization or Brainwashing? 

During my proposal meeting in May 1995, Ken Goodman 

asks me to comment on any feelings I might have on the role 

that socialization played in the teacher candidate's 

philosophy of whole language. The teacher candidates 

haven't made comment to me about any feelings of 

socialization they have felt, but Dr. Goodman's comment 

start a "wandering and wondering" (Merriam, 1991) of my own. 

I decide to ask each of the four teacher candidates what 

they think. I want to know if they feel any pressure to 

'climb aboard the whole language bandwagon' or if they think 

we might be 'brainwashing them.' 

Ginger answers me quickly, "No, I didn't feel any 

pressure from any of the teachers or any of the students 

. . . I mean this is the whole language block, what else 

were you going to teach us but whole language?" (Interview 

#2, 6/28/95). 
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Cassie said, "I think it's hard not to try and convert 

people to believe what you believe in and how do you, I mean 

I have a hard time saying, okay, I don't want to brainwash 

you to think what I'm doing is right but I really, really 

believe in what I'm doing, you know, and so I think that's 

hard for people to do that . whereas I think Yetta is 

no, this is what I believe in ... I think it's good to see 

somebody who has that much heart in what they're doing" 

(Interview #2, 7/9/95). 

During the semester I heard from one of the other 

teacher that Cassie is kidding about being brainwashed. I 

ask her specifically if she feels that she is brainwashed 

and she responds,". Definitely ... we used to joke 

about it, but we used to be like I think they're putting 

something in the bagels because just doing a little 

brainwashing scheme . I don't know how it happened but 

it wasn't like that anything was said that said 'alright, 

come join us on the bandwagon' but it was more than that and 

I don't, I can't even think of any examples but it wasn't, 

it was almost like knocking traditional education . . . it 

wasn't that you said they were bad, it's just that you never 

really said that they were good either so it was like, oh, 

well, obviously they think whole language is the way to go, 

these are our professors and there you are, I mean you're 
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taught all your life to admire these people and then you 

really do admire them and so then your like, 'wow, I mean 

they really believe it, I mean then maybe it's got to be a 

good thing, but then I also think on the other hand that you 

really did a good job of letting us think our own things" 

(Interview #2, 7/9/95). 

Cassie continues, "I mean I'm a strong person so it's 

easy for me to say this . . . this is what I like about 

whole language, this is what I don't like about whole 

language and how to use it in the classroom but I don't 

think that I ever did. But I think now when people talk to 

me about it I think I'm a lot more open about it and I 

think, and that was hard with our block, it was great, I 

mean the bottom line is that I was concerned with my grades 

. but you wanted to (get on the bandwagon) because that 

was something that everyone thought was okay" (Interview #2, 

7/9/95) . 

In reaction to my challenge, Larry states, "I felt 

there was enough room (to make your own choice about your 

personal philosophy), it might be because I felt comfortable 

with the philosophy but I think there were others in there 

who did not feel comfortable, they were like looking over 

their shoulder" (Interview #2, 6/28/95). 
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He continues, "I've also had people tell me that we're 

brainwashed . . . not seeing all of the other sides and 

we're brainwashed in the one • there was room to reject 

to a point because I think, especially those of us who had 

Yetta as journaling partners, we felt a certain amount of 

pressure not to reject, but I know some students in the 

class or in the block were not going to teach holistic 100%, 

they felt they could use some of it but not have to do 100% 

and I didn't see it that way, it's a foundation for your 

philosophy, willing to teach the way you feel is most 

productive and most comfortable for you and whether it's 

100% holistic or whether you throw in some of the textbook 

stuff that's up to you" (Interview #2, 6/28/95). 

In reaction to my question about feeling any pressure 

during the block, Karise said, "No, I mean sometimes you did 

I think I probably took my time (in deciding about 

whole language). I mean I kind of fluctuated though because 

there were times when I was like, this is the only way, I 

mean, but I think it was more a process for me because I 

wasn't really sure what it was" (Interview #2, 7/10/95). 

Community 

Another strength of the 1994 pilot study is the 

establishment of a strong learning environment within the 



174 

whole language block. While the 1994 block had 18 

participants, the 1995 block has 30 participants. I wonder 

if the size of the 1995 block impacts the establishment of a 

community. I decide to ask each of the four teacher 

candidates about their perceptions of community. 

Karise tells me, "I think there was a feeling of 

community but I don't think that everybody was always 

included at all times and I don't know, it just, overall, I 

mean I all felt like anyone of us could talk to each other 

and pretty much know each other on some levels but at the 

same time, you know what felt separate sometimes was the 

people at Borton and the people at Warren and the people at 

Gale . that caused a little bit of separation but 

overall it was, no matter who you sat next to you could talk 

to something about . . . you know we enjoyed ourselves, had 

food" (Interview #2, 7/10/95). 

She continues, " ... There may have been some of the 

feeling of not quite clicking as a community, I mean I felt 

like we did but I don't feel like we did completely, maybe 

we could have if there was a smaller group . . . I think 

there was one thing that was sort of strange about this 

semester, it didn't really feel like we ever finished. 

it would have been nice to have closure and non-threatening, 

just like hanging out" (Interview #2, 7/10/95). 
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Ginger states, "There were a couple of cliques in there 

but it wasn't because they were more whole language or more 

for it or against it or anything like that it was just kind 

of, I think, more based on age and maturity levels than 

anything else" (Interview #2, 6/28/95). 

In talking about the community within the block, Larry 

said "just like any, not any classroom at the university 

level, but any classroom at the elementary level where there 

were groups within the community that adhered more but 

overall, I thought we had a good (community), we all related 

well" (Interview #2, 6/28/95). 

Cassie also shares her perspective with me. "I think 

that there was (community) and I also think that there 

wasn't ... for instance, Grant, stacey and I've been on 

that couch every day. Hey, it doesn't get much better than 

that, but . . . like when somebody would say something and 

it was always the same person we would just be sitting 

there going, shut up . I'd say, it's not community 

I just kept thinking like to, God it would be cool to 

know those people better. You know, and I really wish that 

. . . there was a lot of people in there that I really 

valued what they said and it was like interesting what they 

really thought. But then there was also people that I was 
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(Interview #2, 7/9/95). 

Apprenticeship ClassroQms 
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Another challenge I wonder about is the consistency of 

whole language teaching within the elementary classrooms in 

which the teacher candidates participate. The 

apprenticeship component of the whole language block is 

critical in providing opportunities for the teacher 

candidate's to make the theory to practice link. 

In thinking about the classrooms that currently 

support the apprentices from the whole language block, a 

wide continuum of the whole language philosophy is 

represented. There is no doubt that each classroom teacher 

is welcoming of the professional opportunities working with 

an apprentice offers. The classroom teachers who offer 

their classrooms and share their knowledge as a block 

speaker receive no monetary or graduate tuition-assistance. 

My wondering carne to a head in speaking with Larry. 

He said, "What I did was take them (the information) to 

Karen Bailey. I would formulate questions and I would go 

to her, and half the time she would look at me with this 

blank stare, you know, because I would go over there . 

and talk about literature groups or literature circles and 
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you know it was like 'Well I'm not sure what that is' and 

that was good because then it seemed to me that not 

everybody does these things and you may do it in a certain 

way but not have a label for it" (Interview #2, 6/28/95). 

Larry's comments echo the strategies that many teacher 

candidates use and makes the case that knowing what kinds 

of experiences are offered to apprentices within the whole 

language block is critical. Not all classrooms are going 

to offer the same experiences but I wonder if we send a 

mixed message about the differences in the Wildcat Room and 

other classrooms. 

Immersion in Whole Language 

Another area that I wonder about is the dual roles of 

the teacher candidates. Do they realize that they are 

being taught using instruction guided by the philosophy of 

whole language and are also seeing whole language used in 

the elementary classrooms? I decide to ask the teacher 

candidates about their immersion. 

Larry states, "I mean we're being taught with whole 

language . . . I think the whole structure was holistic and 

the freedom that is gave, we could go as far as we wanted 

to go individually" (Interview #2, 6/28/95). 
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Karise describes the first time she realizes she is 

immersed in whole language. "Probably the first time it(we 

were teaching with whole language and you were seeing whole 

language in the classroom) was really evident was in our 

literature groups because when people started doing the 

presentations because everybody's was so different but it 

was so neat, I mean it was so cool the different ways that 

people came up with presenting ideas, that's when I 

thought, this really does work because here we got to 

choose things we're interested in, here we are working 

together and look at the outcomes that's coming from these 

really creative ideas from all these people" (Interview #2, 

7/10/95) . 

Cassie states, "But then also like being taught the 

way we were taught I see how it can work for students and 

that if we can really find out what we're interested in 

... because if I think of things I'm interested in and I 

go off on learning and I put so much more effort than I 

could ever do if you say 'Okay, read this page tonight. 

I think well kids would do that too if they're 

interested in it and so I think it (whole language) makes 

me more open minded about like how to teach kids. I also 

think that the fact that you are doing it as whole language 
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. . . I think like actual . . . I like everything about the 

block" (Interview #2, 7/9/95). 

She adds, "It's was nice that we were able to 

experience whole language through doing whole language" 

(Interview #2, 7/9/05). 

Chapter Summary 

In Chapter 4, I provided a description of two days of 

the whole language block and a critical analysis of those 

days and two of the inquiry questions of this research 

study. The chapter concluded with a discussion of the 

challenges I faced in researching and teaching the whole 

language block. 

Cases studies of four teacher candidates are found in 

Chapters 5, 6, 7, and 8. Chapter 9 presents the contrasts 

among the four case studies. 
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CHAPTER 5 

LARRY: TEACHING AS COACHING 

So to me the whole language thing I think was an 
answer I was looking for as far as teaching because 
that's the way I really am. The important thing for 
me is to remember that whole language is a philosophy 
and not a methodology. (Interview #2, 6/28/95) 

These words mirror Larry's philosophy of self and 

capture the essence of his journey of self-discovery in the 

1995 whole language block. In the first section of the 

chapter, the beliefs about learning and teaching that Larry 

developed prior to entry into the whole language block are 

referred to as his "earlier beliefs." Larry's journey 

through the whole language block, found in the second 

section, is the period of immersion in the philosophy of 

whole language. The final period of time in the evolution 

of Larry's beliefs about learning and teaching are 

referenced as his "later beliefs" and are found in the 

third section of the chapter. The fourth section of the 

chapter examines the themes that emerged in Larry's case 

study while the final section, highlights what I have 

learned from Larry. 
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Larry was chosen as a participant in the research 

study due to his positive attitude toward the philosophy of 

whole language ascertained through his comments during 

class as well as written comments in his journal, exit 

cards, and mid/term reflections. He was also chosen as 

representative of students pursuing a first degree in 

education as opposed to those students who are returning to 

school as post-baccalaureate students. Larry was older 

than his 20-something counterparts in the whole language 

block and could provide different insights into teacher 

education. 

In the construction of the case studies, the quotes 

used are taken directly from each teacher candidate's 

journal, exit cards, and interviews. The journal and exit 

cards have not been edited for spelling, etc. 

Section One: Larry's Earlier Beliefs 

An Introduction to Larry 

Larry is a father, husband, and a successful business 

man. He has sold business supplies, such as "filing 

equipment, supplies like for doctors, color coded filing 

and that type of thing" for the last 14 years. Due to the 

money made in capital gains in a move to Tucson, Larry has 
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(Interview #1, 3/17/95). 
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Larry's father was in agriculture and quit school in 

eighth grade. Larry's mom was a high school graduate and 

homemaker. He said, " ... So I had no idea what I was 

going to do when I got out of high school and so the 

concern, once I got out and I went to college I was so 

dissatisfied because I sawall these things I didn't know 

about and so I never went to college" (Interview #1, 

3/17/95) . 

Larry's Decision to Enter Education 

In moments of reflection about returning to school and 

his decision to go into education, Larry discussed the 

impact "from two directions. One direction is the public 

view and all the bad things that we're hearing about 

education and it's something in the back of my mind that 

I've always wanted to do and I thought, hey, I'm not going 

to stand on the sidelines and throw rocks, so I can be a 

solution if there really is a problem" (Interview #1, 

3/17/95) . 

Larry has received encouragement from a friend who is 

a teacher. " .. She has seen me in different roles and 

that type of things and she knows 'you would really be a 
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good teacher' and so opportunity presented itself and I 

finally convinced myself that I could afford to do it and 

so I took it on, but it (education) was basically something 

that I wanted to do" (Interview #1, 3/17/95). 

Larry's Decision to Participate 

in the Whole Language Block 

In the course of Larry's undergraduate course work, he 

heard of the whole language block. "I think it had to do 

with Jean (his instructor for Children's Literature). I 

didn't know what it was, but I knew some of the things she 

was talking about sounded really interesting and if it (the 

whole language block) wasn't something that I liked or 

followed through on I could pick up enough to be of 

value" (Interview #1, 3/17/95). 

Larry's Beliefs about 

Learning and Teaching 

Prior to participating in the block, Larry had only 

the slightest of information about whole language. His 

definition of whole language "went back to the thematic 

unit, it was tying everything together." To illustrate his 

understanding, Larry said, " ... There was a lady who was 

doing some computer work at my wife's business and her 



184 

daughter or son was in a class and there were a lot of I 

think it was Mormon and they aren't allowed to celebrate 

Halloween and so the teacher has done a lesson on 

skeletons, while these kids were looking at the skeleton as 

Halloween, so and she mentioned she was whole language and 

so again I was thinking it was a theme thing" (Interview 

#1, 3/17/95). 

Larry and I also discussed his image of a successful 

teacher. "I have the tendency to correlate a successful 

teacher with a successful coach. I coached a lot of 

baseball, at the little league level, and I have found 

various ways to motivate kids and to bring them together as 

a team which is like a community . . . so a successful 

teacher is one who can build community and inspire students 

and I think that's the biggest challenge" (Interview #1, 

3/17/95) . 

Larry's image of successful teachers is also reflected 

in his memories of his favorite teacher. He couldn't 

remember any of his teachers' names but his memories evoked 

"positive" feelings. " ... My first grade teacher, she 

called us her little cherubs, but see I can't remember much 

about curriculum . . . but it was a very positive 

experience because we were her cherubs and it was always 

positive in praise and all that type of thing and in third 
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grade, for some reason I remember third grade, was really 

positive" (Interview #1, 3/17/95). 

However, these feelings of praise, motivation, and 

encouragement are not reflected in Larry's early ideas of 

how children learn. Larry said, " ... I would have to say 

rote memorization. You know, the more times you say it, 

the more times you can remember it." The changes in his 

thinking began when he "started getting into psychology 

class and children's lit" (Interview #1, 3/17/95). 

As Larry's thoughts were beginning to evolve, he said, 

" . The ideas I was having about how to tie everything 

together, but I volunteered in a first grade class at this 

same time and I didn't see any of that stuff . and I 

volunteered in a fifth grade and there was a lot of work 

going on, she had black line (masters), but she didn't use 

necessarily use dittos as much as she used the suggestions 

and the ideas she had created. . . . Her class really 

didn't have that much literature in the class but they 

didn't use a basal reader, where in the first grade class 

it was all basal reader, and so it was real confusing" 

(Interview #1, 3/17/95). 
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Section Two: 

Larry's Immersion in Whole Language 

Larry's journal traces an important exploration and 

validation of self through whole language. His journey 

from apprentice to teacher is also evident in his journal. 

His first entry after a community tour provides a starting 

place for Larry's "wondering and wandering" (Merriam, 

1991). "Our tour today of the Borton community not only 

raised the hairs on my neck but also raised a few questions 

. . . it was obvious that our tour leader, the community 

representative for an east side school, was from outside 

this community by her 'they' and 'them' attitude. I was 

surprised that a person in her position didn't have a 

better feel for this community and its problems. What 

bothered me most was the fact that she didn't view herself 

and her job as a positive influence in helping the 

community improve itself" (Journal, 1/17/95). 

By the end of January, less than three weeks after the 

block began, Larry writes, "I am becoming more and more 

excited about whole language and how I will develop my 

teaching philosophy based on this experience. I know that 

life is an ongoing learning experience and that teachers 

never stop growing and learning. I really am looking 

forward to the rest of my life" (Journal, 1/31/95). 
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A month later, after viewing the film Passion for Life 

about Frenet, a progressive French educator, Larry 

continues to view whole language as a fit between his life 

and his beliefs. In his journal, he says "Watching this 

movie also helped me to strengthen my beliefs that whole 

language is the philosophy for me. The ideas fit my 

personality and how I view life and knowledge. I am so 

comfortable with whole language that I have no doubts about 

my success as a teacher. As I continue to develop my 

teaching philosophy I know that it must come from my heart, 

comprised of my beliefs about knowledge and the strengths 

of other people, young and old" (Journal, 2/24/95). 

During the course of the semester, Larry also left 

many of his old beliefs about schooling behind. In March, 

he prints, "The PTA meeting is tonight. My first one!! 

Pretty sad since I have had children in school for 15 

years" (Journal, 3/7/95). The next day he writes, "I don't 

feel so bad now. At last night's PTO meeting there were 

three teachers and eight parents" (Journal, 3/8/95). 

Mid-semester, Larry began to reflect deeply on the 

view of the scope and depth of teaching he previously held. 

On March 10, he writes in his journal, "Last semester was 

the first time I realized that teaching is a political act 

and that we are responsible for creating citizens of a 
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democracy . . . what kind of citizens we want to prepare, 

pegs for holes or free thinkers." 

"This is such a scary issue! I have always seen 

myself as a little radical in that I am an individual with 

my own ideas/opinion and I don't always conform, but when I 

see cars with bumper stickers that say 'question authority' 

and 'kill your TV' I wonder if these are healthy 

contributions to our society. According to Skeel's article 

they are as long as they are helping to maintain our 

democracy through their critical thinking and independent 

minds. So maybe it's not so scary after all. This is how 

I want to teach, promoting critical thinking and 

individualism" (Journal, 3/10/95). 

In April, his journey from apprentice to teacher is 

clearly highlighted. His journal begins to reflect his 

thinking as a teacher instead of as a student. He writes, 

"As teachers we can't control how students come to us--only 

how we send them on . Is there time to question things 

when I become a full time teacher? I have so many 

questions that teachers don't seem to have" (Journal, 

4/7/95) . 

One of his final journal entries is evidence of his 

"teacher" responses for one of his students. "We have a 

girl in our class who is acting out more and more--her 
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favorite phrase is 'school sucks!' and it's not whispered. 

I have been troubled by this. I can't understand how a 

child in a school like Borton with such a sense of 

community and caring, in Karen's class where a negative 

word is rarely spoken could be so unhappy. Maybe she 

doesn't feel the ownership, motivation, or sense of 

relevancy to her life that school should offer. She needs 

something that allows her to express herself in a non

threatening yet productive way. Programs like the 

authoring cycle or literature circles that provide peer 

feedback, freedom of expression, and multi-sign 

opportunities would probably challenge her outlook. . 

Whole language provides the environment for this, but 

teachers, as facilitator, must make sure that each stUdent 

is challenged" (Journal, 4/12/95). This case study also 

echoes his identification of whole language as a personal 

philosophy and a philosophy that will guide his classroom 

practice to meet the individual needs of all of his 

stUdents. 

Section Three: 

Larry's Later Beliefs 

Over the 16 weeks of his block experience, Larry's 

beliefs about how children learn changed. He stated, "I 
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think children learn by hands-on, by actually touchy feely 

verses rote memorization or even by example can be a grey 

area, because I can stand up there and do examples, or make 

examples but if they can't connect, so I think the 

connection is the main thing that I as a teacher have to 

do" (Interview #2, 6/28/95). 

I pushed Larry to expand on what he meant by 

connection. He responded, "It (learning) is connected to 

them and who they are and their life experiences, as short 

as they are ... that's the main thing is making 

it (learning) meaningful and connecting to their lives" 

(Interview #2, 6/28/95). 

Larry's image of a successful teacher reinforces his 

thinking as a teacher. He said, "I think a successful 

teacher needs to be giving, not self-serving, I almost want 

to sayan extrovert, but you need to show enthusiasm for 

what you're doing ... a successful teacher is one who is 

well versed in what they're going to teach. you show 

your enthusiasm, your emotions for that reading, so the 

ideal teacher is one that can do that across the board 

so the ideal teacher is one who can do all those 

things and keep the kids excited" (Interview #2, 6/28/95). 

His view of successful teaching also includes " ... 

Kids wanting to learn when they do the next grade that 
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they're in, they have a self-confidence in themselves and 

their abilities and they may not have learned everything 

you wanted them to learn but if they learn how to learn and 

that they want to learn then I think your successful" 

(Interview #2, 6/28/95). 

Larry discusses his plans for measuring his own 

success as a teacher. He evaluates his success from on a 

daily and yearly basis. He states," .. There's my 

success on a daily basis when the kids go home and I can 

sit down and maybe write a reflection or something and say 

'how did the day go?' 'who'd I miss' verses 'did I do 

everything I could do today to get accomplished what I want 

to get accomplished?'" 

In looking at his yearly success, Larry reflected, 

" . It's to see the grade periods of the kids from the 

day they come in until the day they left. If Johnny come 

in say 3rd grade and he's at 1st grade reading level, did 

he leave at a 3rd grade or did her leave on his way to a 

4th grade reading level?" (Interview #2, 6/28/95). 

Larry's dedication to his role as a teacher is 

highlighted by his concern for his impact on his students 

after they leave his class. He states, " . Then I've 

looked at, somehow I don't even know if it's worth doing, 

but monitoring the kids as they go on ... if you're a 
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kindergarten through 6th, you know, take a look at the kids 

you had and say 1st grade when they hit 6th grade and see, 

did you have an impact?" (Interview #2, 6/28/95). 

Larry's definition of whole language also changed over 

the semester and reflected his concern about his role as 

teacher. He said, "It's (whole language) a holistic way of 

teaching where the main focus is content and making things 

meaningful and I have become so aware of that . . . almost 

naggingly aware of it so to me the whole language 

thing I think was it was an answer I was looking for as far 

as teaching because that's really the way that I am, the 

way that it's done, I'm organized but I don't like by the 

book stuff. I think if Johnny has certain interests then 

those interests should be used to help him learn and then 

me as a teacher/facilitator, I should be the one to help 

broaden his horizon as he goes on rather than just forcing 

the stuff down their throats" (Interview #2, 6/28/95). 

section Four: Larry's Emergent Themes 

Confidence in Self 

Larry's confidence in himself is apparent from the 

moment that he discusses his reasons for entering the field 

of education. He states that he can be "a solution if 

there really is a problem." Self-confidence is one of the 
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driving forces for his choice of the block. He entered the 

block thinking that it sounded interesting but knowing that 

if he didn't like it, at least "I could pick up enough to 

be of value." 

Additionally, Larry entered the university with the 

confidence that knowledge of the world and successful 

business experiences brings. His confidence guided his 

learning as he explained in our first interview. "I'm 

older, obviously, and when I came back to school I refused 

to take on this 'I've got to get an A or a 4.0' and I did 

well, but I didn't worry about things. I went to class and 

if I thought it was important to write down, I wrote it 

down, and if I thought it was important to study, I 

studied" (Interview #1, 3/17/95). 

One research area in the teacher education literature 

is the measurement of the levels of self-confidence of 

entering teacher candidates. Research shows, regardless of 

how measured, that the teacher candidates' confidence in 

teaching is generally high. Knight et ale (1988) reported 

that both males and females had positive attitudes about 

teaching and that men had higher self-confidence ratings 

overall prior to entering the teacher education program. 

Einstein (1989) labeled the high levels of confidence among 

entry-level candidates as "unrealistic optimism." Larry's 
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expression of self-confidence about his success as a 

teacher could support the findings of Knight et ale (1988) 

and Einstein (1989) or could be attributed to the optimism 

of the fit of his personality and view of life and 

knowledge with whole language. 

Larry's self-confidence is also a factor in his image 

of a successful teacher. He uses the metaphor of coach as 

teacher and suggests that he has, as a coach, been 

successful in finding "ways to motivate kids and bring them 

together as a team which is like a community." His 

experiences with coaching were positive, full of 

motivation, and community building and he relates this 

image to the role of teacher. 

The image of teacher as a successful coach mirrors 

Larry's tendency to identify his own personal qualities and 

experiences with the role of teacher. Weinstein (1989) 

suggests that entering teacher candidates have a tendency 

to identify important characteristics for teachers as the 

same characteristics the teacher candidates feel they also 

possess as personal strengths. Larry's statement of a 

successful teacher as a community-builder and motivator of 

students is consistent with the successful experiences he 

had as a coach. 
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The positive feelings that Larry expresses could also 

mirror the feelings that Larry feels teachers should have 

about students. In their research, Bontempo and Digman 

(1985) found that teacher candidates believe that teachers 

should have positive attitudes about their students. 

During the tour of the community surrounding Borton, 

Larry was bothered by the comments made by the woman 

leading the tour. His reaction to the use of "they" and 

"them" points to his awareness of the different treatments 

communities experience. Larry expresses that school 

personnel should have a positive attitude toward all 

people. Larry's feelings of community are also related to 

the altruistic, "from the heart feelings" that he has 

toward the community and the students he will teach 

especially when he realizes that the guide for the 

community tour did not seem to be interested in helping the 

community improve itself. 

Larry's statements about the publics' view of 

education and his desire to be a part of the solution 

reflects what Brookhart and Freeman (1992) refer to as 

"altruistic, service-goals and other intrinsic sources of 

motivation are the primary reasons entering teacher 

candidates report for why they chose careers in teaching" 

(p. 42). The authors also report that reasons to teach 
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also differed depending on the grade level that the 

candidates choose as their goal. "Elementary teacher 

candidates were more child centered in their motivation for 

teaching than secondary candidates" (p. 42). 

Identification with Whole Language 

In the quotation that opens his case study, Larry 

demonstrates a critical awareness of whole language. He 

uses his journal to emphasize the importance of his 

realization that whole language is a philosophy and not a 

methodology. This insight is at the heart of an 

understanding of the philosophy itself. 

In one of his February journal entries, Larry writes 

that whole language fits "my personality and how I view 

life and knowledge" (Journal, 2/24/95). He identifies with 

whole language as a personal philosophy of life that guides 

his teaching and validates his success as teacher. 

Larry's identification and validation with whole 

language is also related to his confidence is self. He is 

confident that whole language will guide him into success 

in the classroom. 

In April, Larry writes, "As teachers we can't control 

how students corne to us-only how we send them on" (Journal 

4/7/95). This entry demonstrates Larry's recognition of 



his role as a teacher. The use of "we" denotes his 

membership in the larger group of "teachers." 
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The relationship that Larry developed with his 

apprenticeship teacher, Karen Bailey, and the students in 

Karen's class as well as the other faculty members at 

Borton reinforced Larry's identity as teacher. "I think 

the biggest thing, I mean going into Karen's class, she was 

very open to our suggestions and that started to put some 

drive into me as a teacher, and the students have always 

treated me like a teacher, but I think that the way we were 

treated by the teachers there (at Borton) that helped us 

feel like we were becoming teachers" (Interview #2, 

6/28/95) . 

One of Larry's final journal entries (see above, 

4/12/95) highlights the depth of his beliefs about whole 

language as a personal teaching philosophy as well as his 

role as teacher. He writes about a student in his class 

who acts out in class and states "school sucks." Larry 

states that he is "troubled" by the student's attitude and 

acknowledges the role that he feels whole language plays in 

the education of students and in the school itself. He 

references the importance of a caring community to support 

students in the ownership they should feel in their own 

education. He sees whole language as a way to challenge 
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and motivate students. Larry also acknowledges the role of 

the teacher as a facilitator making school relevant for 

students. 

Just after mid-term, Larry demonstrates that he is 

beginning to move toward the more complex issues of 

teaching. Democracy, critical thinking, and individualism 

are the arenas of Larry's thoughts in March. His comfort 

with whole language and the strengths he gleans from the 

identification he feels with whole language as a personal 

philosophy provide Larry with the self confidence to move 

from a self focus to a focus on the deeper issues of 

teaching. 

Feiman-Nemser, McDiarmid, Melnick, and Parker (1989) 

examined the changes in the beliefs of entering teacher 

candidates during their introductory education course. 

Through the analyzation of candidate's essays, the 

researchers found that at first, the teacher candidates 

believed that teaching and learning were very 

straightforward. However, by the end of the course, the 

teacher candidates had become aware of the complex 

classroom level issues but had not attended to the broader 

educational issues of teaching and learning. Larry's 

journal entry highlights the beginning of his concern with 
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those broader issues, like that of teaching as a political 

act. 

The push Larry is feeling about his expanding view of 

teaching could stem from the self-validation that he was 

feeling through his growing identification with whole 

language that allows him to focus on the deeper political 

issues of education. 

The use of personal reflection provided Larry with a 

vehicle for inventing his own meaning from the experiences 

provided to him in the whole language block. Through the 

dialogue journal that moved between Larry and Yetta, 

class/group discussions during the whole language block, 

and his apprenticeship in Karen Bailey's classroom, Larry 

was provided with the social opportunities needed to 

conventionalize his inventions (Goodman & Goodman, 1990, p. 

231-235). Through reflection, Larry is able to wonder 

about (Merriam, 1991) the issues of democracy, critical 

thinking, and individualism. 

In revisiting previously discussed journal entries, 

such as Larry's acknowledgment of teaching as a political 

act in the creation of democratic citizens, the emergence 

of Larry's professionalism is also clear. He considers not 

only the role that teachers play in the education of 

students but also considers the responsibilities of 



teaching in the preparation of citizens of democracy. 

Larry proclaims "This is such a scary issue!" (Journal, 

3/10/95) but still wades in to wrestle with not only his 

personal fears but the issues themselves. 

Learning Through Whole Language 
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In addressing how children learn, Larry emphasized the 

connections necessary for children to learn. Connecting 

learning to who children are and they're previous life 

experiences make learning meaningful. Larry states, ". 

So connection is the main thing that I as a teacher have to 

do . . . it (learning) is connected to them and who they 

are and their life experiences. .. "(Interview #2, 

6/28/95) . 

Content is also a part of learning. Larry states that 

he believes a successful teacher is in "well versed" 

(Interview #2, 6/28/95) in the content areas. His 

definition of whole language also reflects the importance 

of content in whole language. 

Focus on the interests of students is also a part of 

whole language for Larry. Larry's belief that student 

·interest is integral to the learning process is important 

to his philosophy of whole language. 

Curriculum integration through thematic units was the 
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essence of the definition of whole language that Larry told 

me during our first interview. Prior to participating in 

the whole language block, Larry thought that whole language 

"went back to the thematic unit" (Interview #1, 3/17/95). 

Larry acknowledges the importance of "hands on" 

experiences for students in learning as a holistic way of 

teaching. He sees whole language as "holistic" rather than 

the parts that make up the whole. 

Larry's beliefs about successful teaching include the 

empowerment of the learner. He believes students who want 

to learn, and have confidence in themselves and their 

abilities are empowered in their own learning. 

Confusion Between Teaching and Learning 

Emerging from Larry's case study is a confusion 

between teaching and learning. In revisiting one of his 

earlier referenced journal entries, Larry focuses on a 

student in Karen Bailey's class who displays a negative 

attitude toward school. Larry has a hard time accepting 

the student's attitude. He indicates that programs like 

the authoring cycle or literature circles may challenge the 

student. 

The activities that Larry references are concepts that 

facilitate and provide support to the learner but do not 
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directly address what the learner does in the process of 

learning. Using literature circles teaches students about 

particular concepts or content and does not in and of 

itself provide for an active role for the learner. 

However, the process of learning is more than active 

participation in a particular strategy. Larry's journal 

entry highlights his growing realization that active, 

involved teaching does not necessarily mean that students 

are learning. 

section Five: 

What I Learned from Larry 

The personal philosophy that Larry brought to the 

whole language block was developed both through his 

previous schooling experiences (Calderheard & Robson, 1991; 

Florio-Ruane & Lensmire, 1990; Lortie, 1975; Rokeach, 1968) 

and his successful business experiences. His business 

experiences mirror the confidence he has in his emerging 

philosophy of education and will ultimately affect his 

teaching practice (Clandinin & Connelly, 1986). 

His self-confidence may be representational of those 

students who return to school after a successful career and 

have a strong sense of personal identity. Larry is well 

aware of who he is and what he expects from his 
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professional coursework. Self-confidence was an underlying 

theme in his case study. 

Larry provided me with a view of personal beliefs 

enhanced and validated through his immersion in the 

philosophy of whole language. As Larry stated in our 

second interview, "Well, they (his beliefs) didn't change 

so much as I became more comfortable with it . so I 

think it (whole language) reinforced my learning style or 

experience than it did change it" (Interview #2, 6/28/95). 

Larry came to the whole language block with an 

philosophy that had been personally invented (Goodman & 

Goodman, 1990). Through engagement in journaling, large 

and small group discussion, knowledge presentations, his 

apprenticeship experience, and his mentoring relationship 

with Karen Bailey, Larry began to conventionalize (Goodman 

& Goodman, 1990) his beliefs about learning, teaching, and 

whole language. Immersion in whole language provided Larry 

with a framework to label and ultimately discuss the 

concepts he brought to the teacher education program. 

Due to his positive classroom experience and his 

treatment by other faculty members and students, Larry 

moved quickly from student to teacher. The use of 

language in his journal entries, exit cards, and mid/final 

reflections validates his attitude of self as teacher. 
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Larry also moved quickly from a focus on self to a focus on 

teaching including democracy and political action. 

Larry's story is an example of how personal beliefs 

developed through life experiences can provide a strong 

based for the acquisition of new knowledge. Feiman-Nemser 

and Buchman (1985) suggested in their research that older 

students, like Larry, may continue to rely on their 

personal experiences despite efforts to persuade them to 

accept and adopt other forms of pedagogical thinking. In 

Larry's case, his personal experiences and the pedagogical 

experiences grounded in the philosophy of whole language in 

which he was immersed were supportive of one another and 

could be used to enhance his personal beliefs and values. 



CHAPTER 6 

KARISE: TEACHING AS LEARNING ABOUT SELF 

I have been able to really learn about 
myself and my education as well as how 
to 'teach' kids. (Journal, 3/18/95) 
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Karise's journal entry reveals the level of reflection 

that she is experiencing as a participant in the whole 

language block. Karise's reflections about learning and 

teaching are heightened and strengthened by her 

participation in the whole language block. 

Karise was chosen for the research study because of 

her positive attitude toward whole language in class and in 

her journal, exit cards, and mid-term reflection. She was 

also chosen because she is a post-baccalaureate student 

seeking certification as a classroom teacher. 

Section One: Karise's Earlier Beliefs 

An Introduction to Karise 

Karise has a degree in design. After about three 

years of working in Tucson, she began to rethink the career 

she had chosen. "I thought it was going to be the creative 

part and probably 3% of what I actually did . . . a lot of 



it was just dealing with yucky stuff like people and 

numbers, crunching a lot of numbers for budgets, yeah, I 

would have never thought that and plus Tucson, I 
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wanted to stay here and there really wasn't a good market 

for design" (Interview #1, 3/26/95). 

However, one part of her job that she enjoyed more and 

more was the training of interns. "I did training of 

interns and found that I really really enjoyed teaching 

people how to do something . . . so I started investigating 

teaching" (Interview #1, 3/26/95). 

Part of Karise's investigation of her enjoyment of 

teaching was to begin working in a second grade classroom. 

"I had a friend who is a second grade teacher and I started 

going to her class like once a week and I just loved it, it 

was really fun and I helped her walk around with the kids 

and if they had questions help them and I read a couple of 

stories to them, yeah, and it was just a lot of fun so I 

started talking to people at her school about teaching." 

The more she learned about teaching, the more Karise began 

to think "this is something I think I really want to do and 

so I applied to the University for the post-bac program and 

kind of started from there" (Interview #1, 3/26/95). 
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Karise also said, "My mom was a teacher, both my 

grandmothers were teachers, and so that kind of influenced 

me also" (Interview #1, 3/26/95). 

Karise's Previous Memories of Schooling 

In talking about her previous school experiences, 

Karise described her memories of her favorite elementary 

teacher. "Mrs. Rodinger, I can remember exactly what she 

looked like. She was probably in her late 40's, 50's just 

a really neat lady. The things I remember the most about 

her classes, everything we did was interactive . . . it 

seemed like everything was fun. I loved going to her 

class" (Interview #1, 3/26/95). 

Karise's memories included a rodeo unit that Mrs. 

Rodinger's class worked on. "Yeah, we, I'll never forget 

we did a unit on rodeo . . . I remember now looking back 

with maps that followed like scores of different rodeo 

riders and this was second grade. It was really neat and I 

think we had like five different groups, each had a bull 

rider that we followed and kept track of their scores . . . 

for art we had to draw a cowboy or cowgirl and we labeled 

their clothing and the different things they wore . . . we 

did a cowboy breakfast and then we sang cowboy songs . . . 
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we wrote stories like if I was a cowboy . . . I still have 

the little cowgirl that I drew" (Interview #1, 3/26/95). 

Mrs. Rodinger's class was configured with desks in 

groups and "there was a big rug by the front blackboard and 

her desk was sort of in the back . the rows were put 

together so you faced another kid and it was probably like 

five, so it was kind of like a table in a way .... It was 

an environment Lull of books, newspapers, magazines, tapes, 

puppets, pictures, and toys, educational toys like blocks, 

legos, checkers, marbles, stuffed animals, utensils, etc." 

After the year in Mrs. Rodinger's class, things changed, 

"And then I moved on to 3rd grade and we went back to rows" 

(Interview #1, 3/26/95). 

Karise's Beliefs 

about Learning and Teaching 

About learning, Karise said "I think the way that I 

thought was basically that you listened to somebody else, 

you take notes, and you go back and learn it, memorize it, 

you know" (Interview #1, 3/26/95). 

She talked about her image of a successful teacher. 

"Enthusiasm ... oh, let's see. I think respect for the 

students ... like Mrs. Rodinger and another teacher I 

had, Mrs. Dorsey, I remember I'd go and talk to them after 
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school or before school and it wasn't intimidating to me, I 

felt like they were friends, but I also respected their 

authority" (Interview #1, 3/26/95). 

Karise also described the way that she thinks the 

successful teacher should teach. Her image of curriculum 

also has its roots in Mrs. Rodinger's class. "Just being 

able to have fun with the different subjects that they were 

teaching us, integrating all that, making it like whole 

group thing rather than isolating different students. I 

just remember in their class, it seemed like everyone was 

involved in a lot of doing" (Interview #1, 3/26/95). 

Karise's Decision to Participate 

in the Whole Language Block 

Since her return to school, Karise has been working at 

Tucson's Buffalo Exchange in order to support herself. 

Coordinating her schedule was her main concern in choosing 

a block. "When I went to the meeting originally I was so 

focused on how I was going to make this work with my 

schedule that I just, I remember hearing what you all 

(Yetta and Terry) were saying, I was thinking, oh, that 

sounds so neat, I really would like to do that, but oh, I 

can't, I've got to have this one because of the work" 

(Interview #1, 3/26/95). After Karise received her 
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assignment to another block, her thoughts kept returning to 

the whole language block as something in which she was 

interested. 

Karise began to investigate more thoroughly the 

various methods blocks offered at the University of Arizona 

by talking to her roommate who was, at that point, 

participating in one of the other blocks. "I talked to her 

and saw what she was doing and she just seemed like she was 

miserable ... I don't know if that's how it was but she 

was just not happy and she kept saying to me 'oh, my friend 

that took the whole language block it always seems like 

she's having fun and I'm not having any fun'" (Interview 

#1, 3/26/95). Karise decided that she would call her 

roommate's friend who was enrolled in the whole language 

block. 

Karise said, "She talked to me about how much she 

loved Borton and about how it was really neat because the 

things she liked the most was they were totally involved 

with the kids and that, I think that's what really made me, 

really pushed me toward that . . . their block meetings, 

amongst themselves was a lot like an elementary classroom" 

(Interview #1, 3/26/95). 

Along with talking to other stUdents about the whole 

language block, Karise began to reflect back on her 
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experiences in the second grade classroom of her friend, 

Kelly. She began to remember, "I just loved being in there 

(Kelly's classroom) with the kids, you know, seeing them 

all of a sudden understand something, you .know, and the 

look on their face and they're like, oh, I get it now" 

(Interview #1, 3/26/95). 

Finally, Karise said, "I went up to the student 

teaching office and I put my name on the waiting list and 

they called me a week later." Karise was a member of the 

whole language block! (Interview #1, 3/26/95). 

Prior to entering the block, Karise thought that whole 

language was "just the integration of all the subject 

areas" (Interview #1, 3/26/95). 

Section Two: 

Karise's Immersion in Whole Language 

During the first week of the semester, the faculty, 

staff, and students of Borton moved from their permanent 

site to a village of portable buildings. Karise assisted 

one classroom during the move. In one of her early journal 

entries, she writes, "It seems like the whole language 

philosophy integrates talking about feelings, cooperation, 

and a sense of community. I believe in all of those things 

and feel often I missed a lot of that in school. I am 



really impressed with the teamwork exhibited during the 

move" (Journal, 1/19/95). 
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Through class readings, discussion, and classroom 

visits, Karise began to thoughtfully reflect about herself 

and her school career. At the end of January, Karise wrote 

in her journal, "I've been thinking about what helped me 

learn when I was younger. Was it intrinsic or extrinsic? 

Did I desire to learn because I wanted to for my own 

knowledge or because I knew it was important for my 

parents? I know I liked school and it was fairly easy for 

me but was that because I was motivated to be successful or 

was I motivated to be successful because school was easy 

for me?" (Journal, 1/30/95). 

She continued, "I've been thinking a lot about the 

different ways people think and learn . . . connecting 

learning to something real or interesting in a person's 

life allows them to manipulate it and make sense of it in 

their own personal way" (Journal, 1/30/95). 

Her first exit card shows her excitement and a bit of 

anxiety about her experiences in the first two weeks of the 

block. "I am really excited about getting into our 

classrooms. Also I am glad that we got our evaluation 

sheets today. I feel like we have a more defined idea 

regarding our assignments and requirements. I'd like to 
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get going on our group discussions also. I am still 

confused and anxious about everything and I am discovering 

how much I don't know and how much I do know. Wow, this is 

a very self exploratory experience" (Exit card, 1/31/95). 

The dialogue journal between Karise and me became an 

important tool for her to sort out her feelings. On 

February 3 Karise writes, "I feel like this journal is a 

constant self-evaluation and a self-discovery exercise. 

I'm constantly full of questions and ideas about myself, my 

own learning and educational history, teaching, using whole 

language, being with real live students, etc. This is 

definitely a conscious raising experience .... I [am] 

learning that mistakes are OK and can be used to create 

success. I've always before been hard on myself when I've 

made mistakes especially in school but hopefully this 

semester will help me see mistakes as opportunities .. 

I felt a great sense of community and respect in the class" 

(Journal, 2/3/95). 

Karise's journal entries reveal the questions and 

feelings that were constantly swirling around inside her. 

"How much do you reveal to students?" (February 7); "What 

happens when you add a new person to the community?" 

(February 8); and "I'm not sure how phonics should be used 

because that is how I learned. I know it isn't all bad, but 
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only emphasizing phonics in the way that Yetta did in the 

group could be detrimental to many students" (February 27) 

(Journal, 2/7/95, 2/8/95, 2/27/95). 

The exit card that Karise completed on February 21 

demonstrates her continuing discomfort with some of the 

personal issues that she was contemplating at that time. 

She writes, "I am feeling good. I am interested and 

willing to learn, learn, learn. I still feel unclear 

about--our lit groups, schooling groups, etc. What is the 

purpose or intentions? Do we have a set agenda--do we 

develop it, etc.? I am concerned about our math and 

science courses--they don't seem to relate to whole 

language. Just some thoughts" (Exit card, 2/21/95). 

Two days later, Karise's journal highlights her 

reactions and continued struggle with the ideas presented 

in the block. "Continuously I am opening my mind to new 

ideas and a sense of multiculturalism. At times, I feel 

overwhelmed and unprepared for the tasks involved in 

teaching. I want to be fair, creative, innovative, 

motivational, inspirational, firm and supportive (the list 

goes on)" (Journal, 2/23/95). 

The reading process was an area that Karise continued 

to investigate during the semester. Her journal entries 

focus on her personal investigation into reading. In her 



215 

journal entry of February 16, she states, "Today I've been 

attempting to monitor my reading in my literature studies 

book and the whole language catalog." Two days later, 

Karise's journal details her interview with her mother in 

seeking the answer to "How did I learn to read?" On March 

2, Karise writes, "More than anything, reading was always a 

peaceful, comfortable, and safe thing to do at my house 

. . . from my experience, reading was always fun. It was 

something my family did together and I enjoyed living 

vicariously through the stories and illustrations" 

(Journal, 2/16/95, 2/18/95, 3/2/95). 

Karise was also able to inquire into reading 

instruction in the classroom as well as a theoretical view 

of the reading process. At the end of March, Karise's 

journal entry read, "Today with so many other distractions 

for young kids I am so excited to see how a whole language 

approach to the reading process (demonstration of reading, 

time for private discussion, writing about reading, and 

thematic studies from reading) can make students choose 

reading a book on their own and really enjoy it!" (Journal, 

3/25/95) . 

At the mid-point of the semester, each of the teacher 

candidates in the block reflected on their experiences in 

the first half of the semester and generated new personal 
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goals for the remainder of the semester. In Karise's March 

18 journal entry, her reflections included, "I really have 

enjoyed the information, activities, and experiences that 

the block has 'given' me so far. Upon entering the whole 

language block this semester, I was excited and totally 

blind as to what I was going to experience. I knew just a 

bit about the whole language philosophy and even littler 

about my own philosophy regarding education and teaching. 

I have been able to really learn about myself and my 

education as well as how to 'teach' kids" (Journal, 

3/18/95) . 

In the last month of the semester, Karise's change of 

attitude from her previous "nervous" beginning was readily 

apparent. Her journal entry on April 12 reflects her 

excitement about her apprenticeship classroom and the 

applications from theory to practice she has been able to 

make concerning curricular planning. "Today was such a 

neat day! I am seeing so many neat things in Reesa's 

classroom, I don't know where to begin. Most importantly, 

I am seeing our thematic planning corne to life and go 

beyond anything I've ever imagined" (Journal, 4/12/95). 

The last exit card was the week before the end of the 

semester, May 2. It mirrors her excitement about the end 

of the block and her corning student teaching. Karise 
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states, "I can't believe it's almost over! I feel .s.Q 

excited about teaching next fall. I can't wait to get more 

reading done over the summer too! It makes me feel a 

little sad that our "community" is breaking up--it feels 

abrupt. 

"It amazes me the way I've grown over the course of 

the semester. I really loved the panel today, it answered 

a lot of my questions and concerns about teaching. 

"I wish I could remember how I felt in January because 

I'm sure my philosophy of teaching is totally different 

today. 

"I hope some of us stay in touch so we can share 

experiences. 

"Thanks for such a wonderful block--I feel really well 

informed and ready to tackle next semester (most of the 

time-ha-ha)" (Exit card, 5/2/95). 

Karise's final written reflection is a testament to 

her semester of growth, reflection, and questioning. "This 

block has really opened my eyes and helped me look at 

myself and my philosophy of learning through being able to 

constantly question and reflect upon a variety of topics 

and events. I am representing my philosophy and beliefs as 

an educator through my actions, my words, and my level of 

confidence. I am thrilled with my block experience. Fate 
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led me to the whole language block and fate has been kind. 

I cannot see myself in any other block now! I believe so 

strongly in a holistic approach to teaching. I find it 

hard to think that there is another way to approach 

teaching kids. I know I will never look at learning the 

same way I used to" (Final reflection, 5/8/95). 

section Three: 

Karise's Later Beliefs 

During our second interview, I again asked Karise how 

she thought children learned. Karise stated that children 

learn "by seeing things done, by example a lot . . . they 

really learn when they're interested in the thing they're 

learning about and I mean definitely by example . 

definitely by seeing others, by example and also when 

they're interested in something I think they really just 

kind of propel themselves through the learning" (Interview 

#2, 7/10/95). 

Her image of a successful teacher was "somebody that's 

constantly thinking, that's constantly learning, learning 

new things . . . I guess always improving yourself because 

the more you have the more you have to give to students and 

I used to think it was being very, very organized which I 

think is good on some things but also like I was telling 



you before, the spontaneity is really, really important, 

and knowing that it's okay to vary from what you have in 

your mind" (Interview #2, 7/10/95). 
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When asked what successful teaching looked like, 

Karise named a teacher at Borton, Karen Bailey. "I always 

think of her room ... when we walked in there was little 

groups of kids and they all were so interested in what they 

were doing and she was just kind of walking around the room 

saying 'oh, how are you doing?' or 'does that make sense to 

you?' and it was just really neat because they were really 

into what they were doing . . . it was kind of noisy but it 

was noisy in their own little groups and they were talking 

about real interesting things and I was thinking to myself, 

'these are first and second graders'. and I think 

active, an active room is a room where the teacher doesn't 

have to be yelling at them but she/he is kind of moving 

throughout the students to talk to them" (Interview #2, 

7/10/95) . 

When she gets her own classroom, Karise plans on 

measuring her own success "through her students and what 

you see them learning." During her block experience, one 

of the expectation for each student was the completion of a 

classroom profile of each teacher candidate's classroom. 

Each profile was as unique as each classroom community and 



each candidate designing and completing the profile. 

Karise's profile was built around each fourth grade 

student's written comments about what the classroom 

community and their teacher meant to them (Interview #2, 

7/10/95) . 
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During our last interview, Karise suggested to me that 

the written comments each student completed for her 

classroom profile project would be another way that she 

could measure her success in her own classroom. "I thought 

that (the written comments) would be a really neat way to 

measure it(her success) because feedback from them, because 

a lot of times they don't share verbally as much as they do 

with writing" (Interview #2, 7/10/95). 

During the summer following the whole language block, 

Karise worked with kindergarten through sixth graders in an 

extended day program at one of the eastside elementary 

schools. "The days have been really successful ... they 

just seem to click and it seems like when you've just kind 

of got a plan but you're flexible about it and the kids are 

interested and you let them participate and it just kind of 

flows, it's a neat feeling" (Interview #2, 7/10/95). 

In addition to changes in her beliefs about teaching 

and learning, Karise's knowledge of whole language reached 

new depths. When asked to define whole language, Karise 
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explained, "Well, I think after the whole language block, 

I'm thinking, well, the first thing would be definitely 

that the kids have an opportunity to have choice in their 

learning experience which I thought was really different 

than I'd ever really though about before. That it's (whole 

language) a way, on some levels, its a way of integrating 

subjects so that they're meaningful, like to real life 

situations and things that kids can relate in their lives 

which makes it meaningful and interesting to them and I 

think a belief of community in the classroom instead of 

just separate students and the teacher was really important 

. . . and flexibility within the classroom and not 

necessarily having to stick to an exact plan because 

sometimes the kids will take you in a different direction" 

(Interview #2, 7/10/95). 

Karise and I also discussed what characteristics made 

our block whole language. She thought that "meeting at 

Borton, being at a school" was an important characteristic 

of the whole language block. Karise also noted that "the 

way we got to decorate the room and our ideas for how to 

display information, well the selection with the social 

studies book and also the literature, was it the literature 

group, yeah, the literature group, how we got to pick the 

ones that we were interested in. . . oh, and I think the 



flexibility in our projects, like it didn't necessarily 

have to be a 20 minute presentation with a visual aide 
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. . . my journal was really a value, it gave me a chance to 

really talk about what I was interested in" (Interview #2, 

7/10/95) . 

Karise continued, "The group discussions when we'd get 

to do like webbing and things like that, that really helped 

me or I learned a lot from that and being in the classroom 

for sure, that was excellent, you know. Just really 

getting to, we talk on Monday and Tuesday about things and 

then Wednesday and Thursday we actually were experiencing 

some, which was really neat" (Interview #2, 7/10/95). 

Section Four: Karise's Emergent Themes 

Fun and Enjoyment 

The idea that she can have fun while working is 

attractive to Karise and also speaks to the enjoyment that 

she is seeking in her employment. One of the reasons that 

she left the field of design was because of a lack of 

enjoyment in her work. 

However, Karise began to notice that the part of her 

design work that she enjoyed was the "training of interns" 

(Interview #1, 3/26/95). At that point, Karise began to 

investigate teaching. 
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She found real pleasure as a volunteer in the second 

grade classroom. Fun also characterizes Karise's memories 

of her favorite elementary teacher, Mrs. Rodinger. 

Brookhart and Freeman (1992) report "the consistent 

pattern has been that altruistic, service-oriented goals 

and intrinsic sources of motivations are the primary 

reasons entering teacher candidates report for why they 

chose careers in teaching" (p. 46). In more recent studies 

by a myriad of researchers, as reported by Brookhart and 

Freeman (1992), teacher candidates' motivations for 

entering the field of teaching also include "human service 

reasons, helping and serving others, and working with 

people" (p. 47). 

Karise's enjoyment of "teaching people how to do 

something" is congruent with the both sets of studies 

reported by Brookhart and Freeman. Karise is interested in 

helping and working with others speaking to her altruistic 

and intrinsic sources of personal motivation. 

In 1983, the research of Book et al. resulted in the 

report that "almost all students reported knowing, before 

graduating from high school that they would go to college 

but only about 40% knew at that time they would pursue 

careers in teaching" (p. 11). These results also reflect 

Karise's decision to enter teaching. She went to college 



and completed her first degree in design without any 

thoughts of a career in teaching. 
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Fun also played a role in Karise's choice of the whole 

language block. Her roommate told her that her friend was 

having fun in the whole language block. 

During the semester, Karise found a way to continue 

the fun and enjoyment that attracted her to teaching. Her 

inquiry in to the reading process also contained the theme 

of fun. 

The Interactive Nature of 

Teaching and Learning 

Karise focuses on the interactive nature of teaching 

and learning. During her volunteer work in her friends's 

second grade classroom, Karise helped the students and read 

to them. 

Karise's image of successful teaching is an active 

teacher in an active room talking to students. Karise 

describes Karen Bailey's movement from group to group 

interacting with her students. Her memories of Mrs. 

Rodinger's class also referenced the interactive nature of 

her educational experiences. 

She zeros in on the interactive nature of how children 

learn. The social nature of interacting with others 
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supports the student in the personal invention-convention 

of learning (K. Goodman & Y. Goodman, 1990, pp. 231-235). 

Her investigation of and decision to enter the whole 

language block dealt in part with the interactive nature of 

teaching, specifically working with kids. Her friend told 

her that in the whole language block teacher candidates 

were involved with kids. 

The interactive nature of the theory presented in the 

Wildcat Room and the practice observed and participated in 

as a part of the apprenticeship were also a part of 

Karise's case study. She thought that the idea of being 

able to talk about strategies and concepts on Monday and 

Tuesday and then view them in practice on Wednesday and 

Thursday was a strength of the block. 

connections as Personal Meaning-Making 

Exploring her own learning provided Karise with 

insights to the learning process and supported her focus on 

areas of her personal interest. Karise's first exit card 

reads, "Wow, this is a very self exploratory experience" 

(Exit card, 1/31/95). 

Much of the personal exploration that Karise discusses 

is found in her journal. She considers the concept of 

motivation in her own learning as well as working with 
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students by utilizing whole language. She monitors her own 

reading and even interviews her mother as to how Karise 

learned to read. 

The essence of Karise's personal exploration is noted 

in the quotation which opens her case study. Karise works 

hard to make those personal connections to learning and to 

whole language. She emphasizes the connections learners 

make to their personal life experiences to support the 

construction of personal knowledge in the learning process. 

In defining whole language, she emphasizes curriculum 

integration as contributing to the meaning that students 

need to make in the construction of knowledge. 

Curriculum integration was also part of Karise's 

earlier schooling memories. In discussing her favorite 

elementary teacher's classroom, she remembers vividly a 

thematic unit. Karise referenced the use of curriculum 

integration when she described the way that she thinks 

successful teachers teach. 

Curriculum integration was also a part of the 

activities in which Karise participated with her 

apprenticeship teacher. Locating and assembling text sets 

and listening to students discuss the books she had chosen 

provided Karise with an authentic experience in planning 

and integration. 
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Flexibility and Spontaneity 

Flexibility was a concept that Karise returned to 

again and again during the course of the semester. At the 

end of the semester, Karise's image of successful teaching 

included the concepts of both flexibility and spontaneity. 

She acknowledged her previous feelings that successful 

teachers were very organized and stated that she now 

believed that successful teachers were also flexible and 

spontaneous. 

Her summer teaching was successful when she had a plan 

yet remained flexible enough to allow for the students' 

comments and questions. 

For Karise, flexibility was also a whole language 

concept. Karise felt that the flexibility provided in the 

block enhanced the creativity of the presentations. 

The concept of flexibility and Karise's reaction to it 

highlighted a struggle between the previous way in which 

Karise had been taught and the philosophy of whole 

language. During the beginning days of the whole language 

block, Karise admitted that she felt nervous due to the 

flexibility and spontaneity of the instruction. After she 

relaxed, she began to enjoy the flow of the block's 

sessions and worked toward incorporating spontaneity into 

her own teaching philosophy. 
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Several journal entries demonstrate the tension Karise 

was feeling. Her exit card from January 31 reads displays 

her anxiety over not knowing exactly what her assignments 

are requirements were. Her February 3 journal entry told 

of her struggle to feel comfortable with mistakes and hoped 

to see them as opportunities for success. 

This suggests that in the past, Karise has viewed or 

has been influenced by others who viewed mistakes in a 

negative way. Such a view is not reflective of a 

philosophy where students are provided with opportunities 

to "approximate" their learning (Cambourne, 1988, p. 33). 

Karise's exit cards continued to reflect the tension 

she felt with her immersion in the philosophy of whole 

language. Within the Wildcat Room, the focus of the 

literature and schooling groups was determined by the 

inquiry of the teacher candidates comprising each group. 

As a member of each group, Karise was responsible for 

determining her own agenda of purpose and intention. 

Looking back on Karise's previous comments about her past 

education, the responsibility that Karise needed to take to 

decide her own direction of study caused the tension echoed 

in her comments. Karise had little experience with choice 

and personal inquiry in her past schooling experiences. 
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concept of Community 

Karise came to value the concept of community. Her 

previous schooling memories included her favorite 

elementary teacher's classroom community. Her memories 

included desks in groups with students working together and 

a big rug at the front of the classroom. 

Karise talked about the social community of the whole 

language block as one of the reasons she decided to 

participate. She referenced the concept of community 

frequently in her journal and the concept was 

characteristic of whole language and the whole language 

block. 

Section Five: 

What I Learned from Karise 

Karise came into the block with personal inventions 

about teaching constructed from her experiences teaching 

others. They were enjoyable experiences and provided her 

with an image of what she thought teaching and learning 

would be. 

Karise brought her beliefs about education derived 

from her experiences as a student to the whole language 

block (Calderhead & Robson, 1991; Florio-Ruane & Lensire, 

1990; Lortie, 1975; Rokeach, 1968). Her focus within the 
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block was on herself as a learner. I was able to view her 

struggle with her previous beliefs about learning through 

the empowerment she was offered as a student. 

The whole language classroom created a sense of 

tension for Karise. The flexibility and spontaneity of 

teaching were unfamiliar to Karise and caused her 

difficulty in knowing how she should participate and react 

as a learner. As Karise became more comfortable with the 

philosophy of whole language, she became an empowered 

learner able to guide her own learning. 

For Karise, the apprenticeship experience linked the 

theory of the university classroom to classroom practice. 

Once Karise's focus expanded to include the students in her 

classroom, she began to use her knowledge of self as 

learner to guide her classroom practice. 

As Karise participated in both the Wildcat Room and 

her apprenticeship experience, she began to conventionalize 

her entering beliefs about teaching and learning. Her 

journal was one strong avenue for her to begin to move from 

the invention of her beliefs to the conventionalizing of 

those beliefs based on the information provided by the 

social community. Her final beliefs about learning, 

teaching, and whole language demonstrate the 

invention/convention process. (Goodman & Goodman, 1990) 
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Karise shows us the tension that drives the 

invention/convention process for students. She felt that 

tension when her previous images of learning were a 

mismatch with the empowering experiences offered to her by 

the block. Unlike teacher candidates in some initial 

preparation programs, Karise was pushed to conventionalize 

her beliefs through the emphasis placed on the development 

of a personal teaching philosophy which is a goal of the 

whole language block. 



CHAPTER 7 

GINGER: TEACHING AS CARING 

During our first interview, Ginger told 
me that she had tried to get out of the 
whole language block in about week 5 or 
6 but it was too late. She was told 
" ... You can take it again in the 
summertime or you can take it again 
next fall." (Interview #2, 4/14/95) 
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I wasn't too surprised by Ginger's comments. During 

our planning sessions, we discussed all of our students and 

whether the block experience seemed to be a positive 

experience for them. Ginger's name came up several times 

during the first weeks as someone who may not be 

benefitting from participation in the whole language block. 

She was chosen to participate in the research study 

due to her discomfort with whole language expressed both 

in her oral and written comments at the beginning of her 

block experience. Additionally, due to the fact that she 

is married and the mother of a young child, her 

participation in the whole language block may provide a 

different perspective from that of her peers. 



section One: Ginger's Earlier Beliefs 

An Introduction to Ginger 
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Ginger is a mother, wife, and student. Her husband is 

a doctoral student in the sciences and they have a one-year 

old baby girl. Ginger and her husband are both from 

Oklahoma and they plan to return to Norman once school is 

over (Interview #1, 4/14/95). 

Ginger's Previous Memories of Schooling 

Ginger remembers her sixth grade math and science 

teacher. "I just liked her as a teacher, as a person I 

guess, plus I liked the class that I was in, we were 

tracked and I was in the top class . I also remember 

her doing math and this wasn't the time when everything was 

real hands-on, you know, she did things and we watched and 

I liked what she was doing and a lot of, I liked bulletin 

boards, she did a lot of neat bulletin boards and stuff and 

so she's probably my favorite teacher." Further memories 

reveal a classroom with desks in rows and one table located 

near the front of the classroom. " ... We never sat at 

that table as a group or working on group projects, no 

group or anything, it was all individual," muses Ginger 

(Interview #1, 4/14/95). 
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Ginger's second journal entry also reflects a positive 

experience with school but denies any personal impact of 

those experiences. "I don't consider any of my experiences 

in school 'powerful.' Being made to feel special by the 

teacher helped to build self-esteem. Being told by another 

teacher that my interpretation of a poem was wrong helped 

to lower my self-esteem. I am glad that there were more 

positive experience than negative. But to actually list 

them would be meaningless" (Journal, 1/24/95). 

Ginger's Beliefs about 

Learning and Teaching 

Ginger describes herself as " ... very traditional. 

That's how I was taught and that's all I knew so when I 

would think of teaching I would think of teaching as my 

teachers taught me and I liked the work sheets and I liked 

the workbooks and I liked the books that we worked in and I 

liked the tests that we took. . It (my teaching) would 

also be a lot of teacher oriented and teacher directed and 

you know 'you do this' and then turn it in ... it would 

have been me, very dominating on my part" (Interview #1, 

4/14/95) . 

Ginger has a transmission model of teaching. Her 

image of a successful teacher was "A person who can control 



the classroom, very big on discipline and classroom 

management" (Interview #1, 4/14/95). 
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She wanted to become a teacher "because I wanted to be 

supportive of the students and to give them a little more 

concern about what they're doing as a person that they may 

not get from their parents because I saw a lot of this when 

I was growing up" (Interview #1, 4/14/95). 

Ginger's Decision to Participate 

in the Whole Language Block 

Entering the whole language block was a big decision 

for Ginger. She stated, "I wasn't going to because when I 

went to the block meeting and Yetta was talking about the 

block, I didn't really understand anything that she said 

and I didn't understand what the whole language block was 

about" (Interview #1, 4/14/95). She sought the advice of 

her friends and teachers in the decision. Her friends were 

"making that block (the whole language block) their first 

choice and then I did like the part where they said that we 

had our own classroom . and that we'd be bringing food 

every morning" (Interview #1, 4/14/95). Her favorite from 

the semester prior to the block was Jean Schroeder from the 

children's literature course, and "she was telling me that 

she was very whole language and really liked it and thought 
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that it was really good because it brought everything 

together and it was really kids and everything like that so 

I took her advice" (Interview #1, 4/14/95). 

Ginger stated several times that prior to entering the 

block, she had "absolutely no idea" what whole language 

was. "Even with Jean Schroeder explaining it to me I still 

had no idea how it works. I had no idea. They just kept, 

what everyone else told me is that you bring all your 

subjects together and teaching, instead of taking them 

apart and I just, didn't have the concept of whole 

language" (Interview #1, 4/14/95). 

Section Two: 

Ginger's Immersion in Whole Language 

Ginger's Petition to Leave 

the Whole Language Block 

During the second week of the whole language block, 

the teacher candidates took a tour of part South Tucson, 

where Borton is located. The day was rainy but we visited 

the Community Center and several other neighborhood 

establishments. Our tour was led by a community 

representative from the elementary school where the 

neighborhood Borton students enter fourth grade. 

Unfortunately, in communicating her knowledge about the 
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community to the teacher candidates, our tour guide 

communicated her personal attitudes about the South Tucson 

community. One of her comments, "They (the inhabitants of 

South Tucson) can afford a TV but not books," demonstrated 

her feelings (Journal, 1/18/95). 

Ginger's comments in her first journal entry also 

displayed her view of the tour. "I didn't really feel that 

getting out in the rain and visiting 'the projects,' the 

Salvation Army, Head Start, driving past a soup kitchen and 

visiting those other places was that beneficial! The 

people were not expecting us and all the places we visited 

were deserted. I feel I would have gotten the same 

information and feeling for the neighborhood just talking 

about it. I think it was unfair of the community 

representative to give such a bad reputation to the men of 

the soup kitchen. She painted a picture that if you let a 

little girl walk past the soup kitchen that she would be 

abducted and raped which could also happen walking past the 

grocery store" (Journal, 1/18/95). 

Ginger found that "it (the whole language block) was 

offensive to me because I kept thinking that, you know, I 

like learning the way they're telling me not to teach, you 

know, I liked the work sheets, I liked the ... , but I 

liked being organized, so I liked the work sheets, I liked 
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doing them just right, you know, perfect and everything and 

I liked the books that we had going chapter to chapter, I 

learn well that way.. I think I had the mentality that 

a lot of parents are going to have, it was good enough for 

me, it's good enough for my child" (Interview #2, 6/28/95). 

Basically, Ginger wanted to leave the block because as 

she simply stated, "I didn't feel I was learning anything." 

She continued, "I didn't feel like I was learning anything 

I could take into the classroom with me because we weren't 

learning the things that I thought, because I would have 

enjoyed going up in front of the class and being teacher 

directed, teacher oriented, and you know, do this, because 

I want you to do this, I don't care if you want to do it, I 

want you to do this, this way with these colors or this 

book or this whatever, and these were my ideas, no talking, 

keep still, don't do this, these are my ideas, listen to 

me, that would have been me and I would have enjoyed that 

because that's what I had seen when I was growing up, my 

teachers doing that you know" (Interview #2, 6/28/95). 

(While the other blocks may not guide instruction through 

the use of one specific philosophy such as whole language, 

the image of teaching that Ginger speaks of would not have 

been a part of the curriculum in other blocks either.) 
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Her journal entry for the second week of the block 

states, "This whole language block is helping me to define 

myself. I feel I am more structured than most of the whole 

language teachers. The classes I have observed seem 

chaotic. There are a lot of ideas that I agree with but 

I'm not totally in agreeance with the whole concept. I 

will be able to be more specific as we start getting more 

in depth into the program" (Journal, 1/29/95). 

The structure of the block and the whole language way 

of empowering Ginger with the control of her own learning 

were also problematic. She said, "I had trouble not 

knowing when things were due, and exactly what we need to 

do and what exactly we needed to read, and we would get in 

there and just talk, and talk, and talk, and talk, and I 

wasn't seeing where it was going or how it was supposed to 

work or what it was supposed to do" (Interview #2, 

6/28/95) . 

During the third week of February, the exit cards 

completed by the class revealed Ginger's thoughts about her 

own learning. "Its really difficult for me in here because 

I never had a problem with learning in the traditional 

style. Phonics was never a problem for me and neither were 

flashcard drills. I love them. I know certain children 

have problems with these methods but that is where the 



teacher brings in other methods of learning" (Exit card, 

2/21/95) . 
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At the end of February, Ginger's journal entry 

displays the beginning of a change. She writes, "From 

reading Theme Explorations I now know the difference 

between theme units and theme cycles. Theme units I would 

have been more likely to do had I not learned the 

difference ... I like the conversations that we're having 

in our schooling groups. One question was asked 'Do you 

teach children to read or do they learn to read?' I feel 

that we teach them how to learn to read. We teach them 

several strategies about learning to read and they pick and 

choose the best one for them at certain times .... I 

can't wait until our student teacher meeting on Friday. I 

would like to teach in a middle school, 6th grade history. 

This is one of my favorite subjects and I feel that I have 

a lot to offer in this area. I also work well with this 

age group .... I will know what my classrooms like and 

will be able to continue to make learning history, 

interesting, and maybe even fun!" (Journal, 2/27/95). 

Ginger's exit card from March 28 continues to 

highlight her change. "I feel like everything in this 

class has finally clicked. I feel more organized and a lot 

of the speakers have been really helpful .... I was 
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feeling very disorganized at the beginning of the semester 

and very worried but I feel much better and very eager for 

student teaching" (Exit card, 3/28/95). 

What Changed Ginger's Beliefs 

about Whole Language 

"For the first month or so I really had a problem with 

the class because I was so traditional and then coming in 

all the way to the other end . . . you know, spring break, 

and then it (the block) clicked, I mean it took that long 

for it to click for me" (Interview #1, 4/14/95). She 

attributed her change of beliefs to several sources within 

the whole language block itself. 

One possible source Ginger mentioned could have been 

the shift in the focus of our curriculum. "I don't know if 

that's because we were getting into more reading and almost 

into social studies, which are my two favorites, because 

the language arts part I really don't remember" (Interview 

#1, 4/14/95). 

Ginger also thought that the reading she was doing and 

the organization of her class notebook could have been 

responsible for her shift of beliefs. "I organized my 

notebook and I was supposed to be studying for my science 

mid-term and instead of studying for my science mid-term I 
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couldn't get away from my whole language notebook because I 

was organizing it, going through it, I think, reading 

Manning, we were reading the thematic immersions for the 

thematic unit . . . 50 somewhere in that thematic book I 

think since it also sort of explained what they actually 

did in the classroom helped me to form more of my, what was 

going on" (Interview #1, 4/14/95). 

During the first week of the whole language block, 

Deborah Jacobson talked with the teacher candidates about 

the Tucson Teachers Applying Whole Language (TAWL) 

professional organization and the plethora of professional 

books that are available for sale. Ginger mentioned the 

listing of professional books available as another possible 

source of her shift to whole language. "And I want that 

book Kaleidoscope, just a list of books, I want that one 

and I have books marked, checked, I check them off as we go 

through . . . I was going to buy that one just based on its 

title and read the back of it and it didn't really get me, 

didn't grab me, but it, after people, if people give 

presentations and talk about their books it might be one I 

want to get" (Interview #1, 4/14/95). 

Finally, Ginger talked about the impact of the whole 

language faculty members and guest speakers. "I think a 

lot of the speakers we've had in ... the lady who came 
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in, I can't remember her name ... Dr. Prisca ... I 

liked what she did and then I also liked what Yetta did 

when she had her examples up there of how children's play 

writing resembles the writing, and that's what started, got 

me interested in first and second grade, which I'd never 

been interested in first and second grade and Sandra Wilde, 

those three speakers have been so engaging and the 

librarian was really great" (Interview #1, 4/14/95). 

Section Three: Ginger's Later Beliefs 

Beliefs about Learning and Teaching 

Weeks after the whole language block was over, I again 

asked Ginger how she thought children learned. "I think 

that the interesting (children) learn just because they 

want to learn so much, they're so motivated at the young 

age, no matter what you do, no matter what the teacher 

does, by reading they're going to learn and by doing things 

in the classroom," suggested Ginger. Knowing that she will 

be teaching middle school aged children during her student 

teaching, Ginger added, " ... As they get older in spite 

of other teenageness, it's (learning) going to go down to a 

lot of what they're interested in and they're going to 

learn along with those that they're interested, so if we 

try and teach them something they're not interested in, 
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they're probably going to tune you out, so I think I have 

to hit their interest when they get older" (Interview #2, 

6/28/95) . 

Ginger's image of a successful teacher is "someone who 

is not intimidated by the parents, definitely and someone 

who can stand up for themselves with the principal or any 

administration and say 'this is what I want, here's what I 

want to do' ... she knows what she's doing and the 

students are going to be together doing something, not 

necessarily directed by her or him, and there's going to be 

all sorts of things up on the walls and it's going to have 

a homey environment . their students loved them, they 

(successful teachers) knew what they were doing, they were 

in control of their classroom and they had control over the 

student and they weren't going to be bothered by the 

parents" (Interview #2, 6/28/95). 

In discussing her definition of whole language, Ginger 

begins, "I think it's a lot of going basic what the 

students want to do, what they're interested in and where 

their learning wants to take them, not necessarily starting 

from page one and trying to finish by the end of the school 

year. Having the students do a lot of their own initiative 

for learning and when I think of the way students do things 

in the classroom, they would be doing a lot of 
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become a lot more independent and self-assertive . . . I 

think of integrated curriculum and you know, no book, no 

textbook" (Interview #2, 6/28/95). 
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Ginger and I also had the opportunity to discuss the 

characteristics that she thought made our block whole 

language. "We were working in groups all the time and we 

were coming up with our own projects, we were never told to 

do something specifically, so we were each able to come up 

with our own ideas and then we could take from other 

people's ideas if we liked them and we didn't have to. 

Since we didn't take any tests we didn't have to conform to 

some one else's ideas on what was important to be tested 

on. We could form our own ideas and take part in what we 

wanted . . . so a specific point may have been important to 

someone else but not to me so I didn't have to necessarily 

study a lot about that specific point but what I thought, 

for me, was important to me" (Interview #2, 6/28/95). 

Ginger's Plan to Measure 

Her Own Classroom Success 

Ginger believes that the way she is going to know if 

she has been a successful teacher is " ... by the 

student's interest. I've only had that happen a couple of 



246 

times when I thought that I had their absolute attention, 

totally focused on me, you know, a bird could have flitted 

through the room and they wouldn't have looked" (Interview 

#2, 6/28/95). 

During her apprenticeship experience, Ginger 

experienced "successful teaching" during the teaching of a 

math lesson. "I was teaching a math lesson on raisins and 

they really liked the raisins, we were counting them and 

estimated them was what we were doing and stuff and so they 

just listened to me totally, but I only had six students, 

the others were out" (Interview #2, 6/28/95). 

section Four: 

Ginger's Emergent Themes 

Tension That Ginger Experienced 

One of the themes that was woven throughout Ginger's 

case study was the tension that was created between the 

images of the way that Ginger had been previously taught 

and the philosophy of whole language in which she was 

immersed. In discussing how children learn, Ginger 

described herself as "very traditional." She described 

teaching as the way she had been taught including 

worksheets and workbooks. 
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Ginger's images of teaching included the teacher 

specifying the curriculum to be learned and then directing 

that learning at a pace she designated. The teacher did 

the demonstrations of the things she wanted the students to 

learn while the students watched. She acknowledged that 

her memories also included the students working 

individually from their desks lined up in rows in the 

classroom 

The view of a teacher that Ginger paints is very much 

the picture of a transmission model of teaching. The 

teacher "did things and we watched." The classroom and the 

curriculum were built around the teacher while the students 

were put into a passive role. Her physical description of 

the classroom provides the characteristics of classrooms 

organized according to the transmission model of teaching. 

Learning in this type of environment came easy to 

Ginger. She was tracked into the top group and could rely 

only upon herself for the absorption of knowledge that was 

provided to her by the teacher as she watched. The fact 

that she was successful and liked this type of learning 

speaks to the fact that she must have done it well which 

caused her no reason to reflect upon whether this style of 

learning was good for all students. 
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Ginger felt offended by the whole language block. She 

couldn't understand what was wrong with worksheets and 

basal readers if she had learned well that way. Her 

rejection of whole language was clear in her attempt to 

join another block. 

Calderhead and Robson (1988) reported that preservice 

teacher candidates entered their professional preparation 

courses with strong images of teaching from their 

experiences as elementary and secondary students. These 

images play a powerful role in the interpretation of the 

professional courses and how those courses would later 

translate into classroom practice. Lortie's (1975) 

apprenticeship of observation speaks to this same point as 

does the research of Rokeach (1968) and Florio-Ruane & 

Lensmire (1990). 

In his research with preservice teacher candidates and 

their prior beliefs, Goodman (1988) suggested that 

. . . Their professional images (of teaching and 
learning) formed an 'intuitive screen' through which 
they interpreted their professional education . . . 
when exposed to new ideas and experiences, students 
tended to act first on an intuitive rather than an 
intellectual level. No matter how logical or sound an 
idea seemed, if it directly contradicted a student's 
intuitive screen, it was usually rejected. (p. 130) 

Ginger's rejection of the content and practices of the 

whole language block reflect Goodman (1988) and Calderhead 
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and Robson's (1991) research. Her transmission model-type 

images of teaching and learning were in direct 

contradiction with the whole language block. Using her 

"pre-professional images" as an "intuitive screen" 

(Goodman, 1988), Ginger was rejecting outright the whole 

language ideas and experiences in which she was immersed. 

She didn't recognize the content in the whole language 

block as those learning experiences did not match the 

learning experiences from her previous schooling. 

Completing this picture was Ginger's image of a 

successful teacher as a person who had control and 

skillfully managed and disciplined the classroom. 

The conflicting entries of Ginger's journal and exit 

cards coupled with her remarks during our interviews point 

to the struggle and tension that highlight her learning 

process. On the one hand, Ginger indicated that she was 

being helped to define herself through whole language, yet 

on the other hand, the structure of the whole language 

classroom was problematic for Ginger. 

Holistic Learning 

The knowledge of whole language that Ginger brought to 

the block with her was curriculum integration. That same 

concept played a role in her development of a new attitude 
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about whole language. Because of her reading, she began to 

get a sense of what whole language classrooms looked and 

sounded like. Ginger's later definition of whole language 

also included the concept of integrated curriculum. 

The concept of personal inquiry began to appeal to 

Ginger. Her schooling group began to talk about how to 

best teach young children to read. A few class sessions 

provided Ginger with another personal connection. She was 

fascinated by research on young children's writing. 

These events provided the personal connection that 

Ginger needed to begin to empower her personal inquiry into 

emergent literacy. Personal inquiry, thematic instruction, 

and reading and writing content formed a starting point for 

Ginger's belief reconstruction. 

Ginger's excitement about student teaching also 

revolved around content. She felt that middle school 

history was a strong subject area for her and had 

confidence that she would do a good job in teaching 

history. 

Ginger's independence and assertiveness was exhibited 

in how she was organizing and gathering resources for her 

classroom. She knew what resources would help her in 

teaching the content of her assigned classroom. 
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student presentations in Ginger's classroom also 

reveals her independence and assertiveness. She feels that 

she possesses these important characteristics and through 

student presentations, her students will also come to 

possess these characteristics. 

The importance of children's interest as an integral 

part of learning was woven through Ginger's case study. 

She stated that children learn what they're interested in 

and that this intrinsic interest is especially important in 

the upper grades. This focus was also a part of Ginger's 

later definition of whole language. 

Ginger was empowered by her personal interest in her 

own learning. She enj9yed the fact that she was learning 

what she deemed was important, not what anyone else deemed 

important. 

Ginger's image of a successful teacher considers self

confidence and the concept empowerment. She stated that a 

successful teacher is not intimidated by parents or 

administrators and knows what she wants to do. 

Ginger believed, after the block was over, that 

students initiative as well as their interests were 

necessary in the learning process. Whole language meant 

active learning for students. 
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Control 

The concept of control was a recurring theme in 

Ginger's case study. The idea in her earlier beliefs that 

the classroom is teacher oriented and directed speaks to 

the power of the teacher in making decisions about 

curriculum and inquiry. 

Ginger told me that she planned on measuring her 

success as a teacher by the interest of and the attention 

paid to her by students while she is teaching. She called 

this "their absolute attention" and commented that she knew 

she had it when a distraction occurred during a lesson and 

the students continued to focus on her rather than the 

distraction. 

The engagement of students in direct teaching moments 

is an essential part of transmission model classrooms. But 

the engagement that whole language teachers strive for is 

not an absolute, excluding other classroom events that 

could lead to a teachable moment. 

Ginger was concerned about her lack of control in the 

apprenticeship classroom. She didn't like the 

apprenticeship because she was not in charge of the 

classroom and did not have the power to do the things she 

wanted to. 
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She stated that her feelings at the beginning of the 

block influenced the attitude she had about her 

apprenticeship classroom. She focussed on the negative 

rather than observing what the teacher was doing. In the 

end Ginger did like her teacher because she felt the 

teacher was one of the stricter whole language teachers. 

Her sense of "stricter" was related to the issue of control 

as well. 

Support for Students and Parents 

Ginger wanted to become a teacher to offer students 

the support they may not be getting from their parents. 

She did not see a lot of support from parents when she was 

growing up. 

Parents were a point of focus for Ginger during her 

semester in the block. She spoke from her own view as a 

parent in discussing her earlier attitude about whole 

language. 

Section Five: 

What I Learned from Ginger 

Ginger's beliefs were very convention by her entrance 

into the block. Her beliefs about how children learn and 

her image of a successful teacher came from her previous 
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schooling experiences (Calderhead & Robson, 1991; Florio

Ruane & Lensmire, 1990; Lortie, 1975; Rokeach, 1968). 

Like Karise, Ginger's story also shows the tension 

that results when previously held beliefs do not match 

newly introduced philosophies and knowledge. Her tension 

was personal and the new philosophy she constructed was 

also personal. The instructional philosophy of the whole 

language block was critical in pushing Ginger to the point 

of disequilibrium when she was forced to confront her 

existing beliefs or wait to retake the block experience. 

Through small and large group discussion, knowledge 

presentations by block faculty and other professional 

educators, and her personal inquiry, Ginger began to invent 

a personal philosophy of learning and teaching grounded in 

the philosophy of whole language. Her interaction in the 

block offered her the opportunity to participate in the 

invention/convention process that is critical to all 

learners (Goodman & Goodman, 1990). 

Her case study also demonstrates the strength of a 

student's existing beliefs and what can happen when those 

beliefs form a "screen" (J. Goodman, 1988) to the 

acquisition of new information. Immersion in whole 

language is a way to bring students to the disequilibrium 
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that needs to be experienced in the reconstruction of new 

beliefs. 

As a teacher, I can immerse students like Ginger in 

experiences and opportunities that provide a strong 

philosophical base but the knowledge constructed is 

personal. I cannot pace the construction of that knowledge 

nor can I insist upon it. I can only support and 

facilitate students through experiences and opportunities 

grounded in a whole language philosophy. 



CHAPTER 8 

CASSIE: TEACHING AS LEARNING 

I hope that as a teacher I am able to 
also help students and myself learn 
more and more. To me teaching is all 
about learning and discovering not only 
for the students but more importantly 
for the teacher. (Journal, 3/1/95) 

Cassie's semester can be characterized as one of 

highs, lows, and loss of momentum. She was chosen to 

participate in the research study due to her less than 

positive attitUde about whole language. She is also 
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representative of the undergraduate student who has moved 

straight from high school to college. As with the previous 

three case studies, Cassie's words in both interviews and 

written text appears in an unedited form. 

Section One: Cassie's Earlier Beliefs 

An Introduction to Cassie 

Cassie is a younger-than-most college senior who is in 

the process of determining her life's direction. She has a 

passion for teaching and working with children yet 

struggles with her friends' opinions of herself as a 

teacher (Interview #1, 4/16/95). 
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At the end of February, Cassie reported her roommate 

just couldn't believe that within a year's time, Cassie 

would be a teacher. The exchange started Cassie thinking 

how teachers can work with students and still have a 

personal life, too. In her February 18 journal entry, she 

writes, "Teachers are people too. How I portray myself as 

a teacher and how I interact with my peers is a different 

thing. I have come to the conclusion that as a teacher I 

want to be seen as a professional, someone who is working 

to be what I want. I am willing and wanting to do what is 

best to help the student. . . . What I do today does effect 

how people interact with me. I understand that and I can 

see why. However, my having a good time with my friends 

has no relation to how I will be as a teacher" (Journal, 

2/18/95) . 

After the block, Cassie summed up the situation with 

her comments, "I have a hard time like with my friends, I 

mean they have a real hard time trying to imagine me in a 

classroom and I say well fine, follow me around for a week, 

I mean there's no doubt about it" (Interview #2, 7/9/95). 

Cassie's Decision to Enter Education 

During our interview, Cassie responded to my question 

about her motivation to enter the field of education with a 
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half-joke about her family. "My sister went into 

engineering which is my Dad and then that left my Mom, so I 

became a teacher" (Interview #1, 4/16/95). 

After we both chuckled, Cassie began to talk about 

entering the field of education from a very experiential 

position. "I think that I went into it (education) because 

like I started working with kids when I was in high school 

and like I started to dance with them and then I went 

beyond that and I volunteered in my Mom's classroom a lot 

and I really liked it so when I went into college and said, 

'Well, I'll go into education because a lot of the classes 

were stuff that would carryover if I decided (to change 

fields),' the more I took of classes, especially after I 

got into the College of Education I really, really liked 

it" (Interview #1, 4/16/95). 

Cassie's Previous Memories of Schooling 

When I first asked Cassie about her previous 

elementary teachers, she had trouble recalling a teacher. 

When I pushed her for just one teacher, she talked about 

her fourth grade teacher, Mr. Haynes. "He would always 

give us like spelling tests and if you won you would get 

like gum . . . when he gave us spelling tests they were 
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always related to like what we were doing" (Interview #1, 

4/16/95) . 

Cassie recalled that Mr. Haynes' classroom had desks 

arranged in groups and that some work must have been done 

in those groups. "I remember I was always getting yelled 

at and he was always going like 'O.K. guys let's get to 

work now, we've already had enough talking'" (Interview #1, 

4/16/95) . 

Mr. Haynes' classroom was also the first place that 

Cassie remembers experiencing theme units. "(He) actually 

did like theme units and everything was like actually 

involved with the desert .... " (Interview #1, 4/16/95). 

Cassie's memories also included the hands-on nature of 

Mr. Haynes' classroom. "We would do like a lot of his 

stuff was hands-on. It was like we went out to the outside 

and we did our math out and like with shadow measuring the 

trees and stuff like that. I remember just like we would, 

we would learn geometry with like you standing here at the 

tree and you could figure out how tall the tree something 

like that" (Interview #1, 4/16/95). 

Beliefs about Learning and Teaching 

Cassie's early beliefs about teaching and learning 

were based on her previous schooling experiences. "I 
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thought that basically that you would go in and you would 

just tell them all the information they would know and they 

would be like little sponges and they would like suck it 

up" (Interview #1, 4/16/95). 

Cassie stated her image of a successful teacher. "I 

thought that a teacher would be someone whose class was 

like purposely, you know, in control. All the students 

were listening and they're motivated. like a very 

motivated teacher who can motivate her students. That 

would be success and then have the kids learning how, what 

she wants them to learn" (Interview #1, 4/16/95). 

The knowledge Cassie had about whole language came 

from her discussions with others. " You don't really 

stress anything, you just do it(whole language) overall" 

(Interview #1, 4/16/95). 

Cassie's Decision to Enter 

the Whole Language Block 

Cassie characterized her choice of the whole language 

block as " We had the bilingual block, the whole 

language block, and the nothing block" (Interview #1, 

4/16/95). Her initial reason for choosing the whole 

language block centered around the fact that she attended 

Borton, as a student, not so many years ago. "I was 
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interested in finding out how I was taught since I went to 

Borton. And I was wondering if, what the changes were" 

(Interview #1, 4/16/95). 

She also had a desire and an interest in exploring 

whole language. "I didn't really know that much about 

whole language, but then I'd heard a lot about actually 

involving the kids in reading and stuff like that and it 

was really interesting to me because it was, I just never 

heard of it before and so I was interested in finding out 

something new" (Interview #1, 4/16/95). 

Cassie's choice of the whole language block was due in 

part to her fear of the bilingual block. "It (the 

bilingual block) intimidated me because I like well as much 

as I like bilingual education I think I'd like to do it but 

I was worried that it would be too much bilingual education 

because I don't have a good strong Spanish background and I 

wouldn't be able to do it" (Interview #1, 4/16/95). 

Finally, Cassie discussed the label of "the nothing 

block" that she attributed to the third possible choice of 

methods blocks in the spring 1995 semester. " ... Then I 

didn't like the other block because it really didn't say 

anything, it was just kind of like, oh, here's the nothing 

block" (Interview #1, 4/16/95). 
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section Two: 

Cassie's Immersion in Whole Language 

Even though Cassie entered the block of her choice, 

she stated, "I went into the block with a very negative 

attitude going, 'alright let's not teach the kids to spell, 

let's just have them assume they know how to spell'" 

(Interview #1, 4/16/95). 

Her first exit card, completed January 31, highlights 

her attitude toward the previous two weeks of block 

experience. "Exit cards-what a great ending--I want 

answers not only questions--How are we going to do this 

(whole language) society wants one thing we are taught and 

strongly believe differently" (Exit cards, 1/31/95). 

However, two of Cassie's first journal entries reveal 

a dichotomy. Her first journal entry on January 18 

describes her feelings for the woman who served as our 

guide on the community tour. "I really couldn't imagine 

that someone could be a community rep and not know the 

neighborhood I was very fortunate to have parents who 

could over come their own prejudices and let their children 

be enveloped in another community. I think it would be 

good for us to do stuff that our student would do" 

(Journal, 1/18/95). 
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Her second journal entry dated January 19 highlights 

her feelings after her first day in one of Borton's 

classrooms. "We went in the classrooms for the first time 

to day--I was dreading moving with my teacher but I got a 

wonderful surprise. I was in the classroom with the 

students helping the sub with the different centers. IT 

WAS SO MUCH FUN. I DON'T REALLY KNOW WHAT TO SAY THE CLASS 

WAS GREAT. I'm so excited about tomorrow-it will be great" 

(Journal, 1/19/95). 

About 10 days later, January 28, Cassie's feelings of 

excitement had turned to nervousness and disequilibrium. 

Her journal contained this poem, 

"Confused 

questioning 

finding out answers 

discovering 

and finally 

learning about whole language 

It is okay but I'm still so confused. I want to get into 

the classroom and start doing. At this point I think it 

will be most beneficial to get in the classroom" (Journal, 

1/28/95) . 

Two days later, Cassie's confusion is still evident. 

She writes "Yetta keeps talking abut how meaningful our 
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journals are supposed to be. How are we to dig deep inside 

our souls and pullout some profound thoughts or feelings 

but at this point I really am just trying to read 

everything and keep up ... I can't believe myself. I'm 

already really stressed out and it is only the third week 

of school" (Journal, 1/30/95). 

Cassie's confusion with whole language in general and 

writing in her journal specifically continues for several 

more weeks. She writes, "I really don't know what to say 

about my experiences at Borton. When things come up and I 

think more about it I will probably talk about it more. 

What else to say" (Journal, undated, between 1/30/95-

2/16/95) . 

On February 16, Cassie's journal entry reflects the 

beginning of an understanding of what her journal should 

be. "I get the overall feeling that you want me to dig 

deeper. Well you should be relieved to hear that I finally 

picked up on this idea. It's just that I am finding it 

extremely difficult for me to get past my superficial very 

surface thinking when I'm writing journals" (Journal, 

2/16/95) . 

Her journal entries over the course of the semester 

highlights her concentration on her role as a teacher, the 

role of parents within her classroom, and her belief in her 
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students. On February 18, Cassie writes, "As a teacher I 

want to be approachable I want to be seen as a person I 

want to be learning along with my students not just 

teaching them. As a teacher I want to grow to be as strong 

in my beliefs about education as Yetta and Ken Goodman are. 

The only way that I know how to do that is to live as I go 

. this is who I am in college . but there is 

another bigger part of me who has a hunger to teach and 

learn" (Journal, 2/18/95). 

Her statement in her April 4 journal entry mirrors her 

growth as a teacher with faith in her students. "I believe 

that all students have amazing abilities to succeed 

we as teachers just need to be able to provide 

opportunities to allow them to do this" (Journal, 4/4/95). 

In a reaction to a situation in one of her university-based 

methods courses, Cassie continues to focus on her role as a 

teacher. She writes, "When I become a teacher I am 

responsible for 30 students' education, what right do I 

have to jeopardize their education" (Journal, 4/14/95). 

In her journal entry just prior to February 16, 

Cassie's excitement about teaching in her apprenticeship 

classroom is quite apparent. She writes, "My first day in 

Mrs. Bailey's class--finally its here I can ask her my 

questions. Karen (Ms. Bailey) quickly guided us in to 
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helping her in the classroom. She gave us centers and then 

next thing we know there I am with the students Hip Hip 

Hooray . . . I love kidwatching" (Journal, undated, between 

1/10/95-2/16/95) . 

Two months later, Cassie's entry in her journal 

continues to reflect her appreciation of kidwatching. "I 

love that we get so many ideas of how to watch students and 

assess students and we can learn so much from all of the 

people around us and their experience to me experience is 

the most important thing anyone can gain from this class" 

(Journal, 4/1/95). 

On February 22, Cassie writes, "Well, in class today I 

was talking to Tammy about a lot of different things mainly 

how do I get to be exposed to all different philosophies so 

I can decide for myself what is best . . . I want to know 

what my options are I choose to be in this block because 

I'm very interested in whole language and what it is but I 

also need to know what else is available . which 

brings me to my next point how far do I go to compromise my 

beliefs to get a job in the long run I will do my 

best to stand up for what I believe in but right now I'm 

just trying to learn and survive" (Journal, 2/22/95). 

At mid-term, Cassie's journal entries focused on her 

self-reflection of the whole language block and her own 
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learning during the first part of the semester. She 

writes, "Wow looking back through my notes and journal was 

kind of weird why you ask because I believe that my frame 

of thought and my philosophy of teaching has grown so much. 

. In the past to me teachers are only people to help 

you gain information but I believe that I have come to the 

realizations that I am a teacher not a student . I have 

tried very hard and succeeded to be a teacher I do not sit 

on he floor with the students I sit in the chair as Mrs. 

Bailey does" (Journal, 3/20/95). 

Just after mid-term, Cassie began to strive toward the 

identification of her own personal teaching philosophy. 

Her March 7 journal entry highlighted her purpose, "I think 

at this point in the semester I really want to try to zero 

in on my teaching philosophy. What I am going to do is 

write down some of the things I believe in, then I want to 

go back and change or add ideas" (Journal, 3/7/95). 

Her March 28 journal entry captures the essence of her 

struggle with whole language and the essence of her 

feelings about whole language. "I think I need to really 

think more about what I have learned this semester--I have 

come to grips with what whole language really is-it is 

students, wow, what a concept . . . me--learning about what 
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I want to know and you helping me find the answers or more 

questions" (Journal, 3/28/95). 

Section Three: Cassie's Later Beliefs 

Cassie's Change of Attitude 

"I really went from student to teacher to student to 

teacher to, all right, I belong in a classroom, I belong 

sitting in the back of the classroom," Cassie explained to 

me. During the entire semester, Cassie was one of the 

students who continuously sought a seat at the back of the 

room on the couch. She became a regular on the couch. 

"I don't think that we're any less engaged (in class) 

because we're on the back (on the couch) . it wasn't 

that we were less engaged . and I don't think we got 

any less out of it (the block)," stated Cassie about her 

feelings about her choice of seating (Interview #2, 

7/9/95) . 

She commented further on her semester. "I think that 

it started at the beginning and then it went to the end, 

like I think there was a good point in the middle that I 

was just like, okay, I'm gung ho, I'm really liking this, 

this is great, except at the beginning I was really stand

offish" (Interview #2, 7/9/95). 
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Cassie tried to put her feelings at the beginning of 

the semester into words. "I just was really, I was so, 

I've been taught all my life, okay, phonics is good, you 

know, you have to have spelling tests, you have to drill 

spelling words, okay this a very, this is a noun, this is 

a, and that had bothered me because it wasn't really what I 

had been told I was taught, you know everyone had always 

said, oh, well you went to Borton you're a whole language 

and then you went to Holiday, you went to these magnet 

schools where all the new and better ways" (Interview #2, 

7/9/95) . 

She described when her feelings began to change. "I 

think that it was around like right before mid-term and 

stuff like that because I had this sort of like--I don't 

know what happened because I was talking about how I didn't 

really, like because I'm graduating a semester early and I 

was just like I wish I could graduate on time, I don't have 

to graduate in three and a half years and then I was like, 

and then all of a sudden it turned into I'm ready to do 

this, I can do this and I think I'm prepared, I think I 

know what I'm doing and at the same time I was like 'wow, 

whole language" (Interview #2, 7/9/95). 

She added, "And then it like occurred to me at the 

same time that everybody talks about whole language and 
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just like how much it worked for me and like I thought 

about well so many people had said 'oh, we've not learning 

anything, they're not teaching us anything' and then I got 

to the point where I was like 'that's your fault' you know, 

you're not taking the time and I was like 'ah-ha' and then 

that's when I really started going 'ah-ha' this is neat, 

you know I like this" (Interview #2, 7/9/95). 

Cassie discussed how her feelings at the beginning and 

end of the semester affected her role as both student and 

teacher. "... In the classroom with kids, yeah, 

definitely that I was, you know, the role of an educator 

and I could help these kids but then I wasn't, and I was 

sitting at a desk again then I was a student again and 

there was no questions about that" (Interview #2, 7/9/95). 

As she talked, Cassie tried to verbally place herself 

back onto the couch in the Wildcat room and recapture those 

feelings. "Okay, I sit here and listen but I can also have 

my own opinion and I don't think as a student most people 

do have their own opinions I remember thinking 

sometimes Yetta would say something and I would start 

taking notes, I'm sitting there going okay, what made her, 

what triggered that, you know that student mechanism in my 

head again, what made this go, all right this is important, 

you know" (Interview #2, 7/9/95). 
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Toward the close of the semester Cassie admits that 

she "got real negative at the end ... you're going I got 

up at 8 in the morning to hear you tell me this . I was 

just like alright, okay, what else, tell me, feed me, just 

give me the information" (Interview #2, 7/9/95). 

In an attempt to explain her comments about the end of 

the semester, Cassie talked about the difficulty in 

listening to the classroom experiences of the faculty of 

the block and her inability to make any connections with 

her own classroom experiences. She commented, ".. When 

Yetta would start talking ... I'm just sitting here going 

she's a powerhouse of knowledge, I mean she's just an 

amazing, amazing woman but then I don't need to hear this 

teacher story that she's told .... I have examples of her 

teaching stories that she has great experience of walking 

in the classroom and that's great but I wanted it to make 

more connections with the real things for me . . . with the 

classroom experience, because I mean we never really talked 

about what was happening in our different classrooms" 

(Interview #2, 7/9/95). 

In Cassie's first interview, she summed up her block 

experience, "I mean I just think how much I've grown and 

how much my view of education has just absolutely done a 

180 and I'm just totally different ... I feel that I 
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mean, I've gained so much more this semester than I gained 

probably in my entire college, you know, just what I 

believe teaching is and what I believe education is. 

(Interview #1, 4/16/95). 

Later Beliefs about 

Learning and Teaching 

" 

Confronting her previous experiences with her memories 

of her own schooling caused Cassie some tension. Once she 

resolved her previous schooling experiences with the 

educational theory and practice she experienced in the 

block, Cassie explained her new thoughts on education. "I 

mean the other day I was arguing with somebody about 

education and like how you don't need to sit there and do 

phonics with the kids and they're all well that's how I was 

taught and I was like, yeah, and your dad was operated on 

with wooden knives it doesn't mean I want to be operated on 

with wooden knives now. I was just like education has 

changed so much too. I mean just because it worked for you 

doesn't mean there's not a better way to do it .... I 

think that's like when we first talked about this at the 

beginning of the year, about how everything else has 

changed and how everything else is allowed to be modern but 

then education can't" (Journal, 2/18/95). 
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Cassie's definition of whole language highlighted her 

growth over the semester. "Basically, it's about choices 

and that children motivate themselves to do what they want 

to do, they can go off on their own different patterns to 

do their type of learning, you provide, you and the 

student's like provide something you want to accomplish and 

the children can go at different ways to accomplish their 

goals and a lot about doing, not saying you have to but 

like, if you want to read, having a lot of literature and 

stuff like that to encourage reading ... it's something 

that they want to do and that they learn themselves" 

(Interview #2, 7/9/95). 

Her beliefs about how children learn also changed. "I 

just don't think that kids are like sponges any more. I 

mean, I wonder like everyone else and I go 'well, I might 

be brainwashed now and they're giving me secret stuff in my 

little brownies and stuff in the morning and they're 

injecting it into the bagels' but I'm going okay, well how 

could for 12 years I've been thinking this is right and 

this is, you know, I mean like all my life we were taught a 

by little teacher above you and she was telling you what to 

do you know" (Interview #2, 7/9/95). 

Children learn " ... Through doing. I'm a big 

doer. I mean I just think that you as a teacher or 
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educator provide opportunities and things work for some 

students and they don't for others and you just find 

different things and some days I believe that it just 

clicks and it makes sense to you and I don't know why and I 

don't think there's any real reason, I just think that 

you're doing it and like wow, I know this and I can do this 

and I understand this and this is something that just like 

when you're for me, like when I started doing the education 

classes and I was just like wait a minute I like this, I 

understand this and I can do this, compared to like other 

classes just naaaa" (Interview #2, 7/9/95). 

I asked Cassie what connection she saw between 

learning and whole language. She responded, "I think that 

whole language definitely helps, just because it provides 

so many, it lets the student do what the student wants to 

do and I think through self-discovery most people figure 

out more than what they want and in a traditional classroom 

I think they're way too structured, I mean it's just like 

it's very, this is what we're going to do now" (Interview 

#2, 7/9/95). 

Cassie's successful teacher" is someone who 

really helps motivate a student, not that that person is 

really all that motivated, but they really almost have to 

be in order to be encouraging students and like be really 
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open-minded to anything, you know and everything and you 

know just be willing to change and like not just so closed 

. we're going to work together as a team, then it's not 

one teacher, it's like a bunch of people and we're learning 

together and I think that that's more is your learning of 

the students, it's not I'm a teacher, you're the students, 

you sit there and be quiet and that's how I will be 

successful" (Interview #2, 7/9/95). 

She continues, "A successful teacher to me is just 

when you like, people are doing their own thing and then 

you really can't pick anything out ... to me I know you 

can walk into some classrooms and if they're not right you 

know, just because they don't appear to be on task doesn't 

mean that they're not thinking about what to be on task 

for, they're not thinking about different things so I think 

it's more than you can just see interaction, you can see 

thinking" (Interview #2, 7/9/95). 

Cassie will use several things to measure her own 

success as a teacher. "I would think like on the peer 

evaluation would help and I think that, you can talk about 

just what you think you're doing right and what others say 

you're doing right and wrong, I think it's really good to 

get feedback, even from your students . . . like really a 

lot of self-evaluation. Just thinking, well, okay, is this 
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working for me and am I happy with whates going on in the 

classroom? ... I mean I would hope it's a constant thing 

and that, I mean, you're not just going to sit down every 

five years, alright, am I successful this year? I mean I 

think it's a constant ... so I just think that as long as 

you use self-evaluation and have other people evaluating, 

but I also think in self-evaluation you have to be real 

honest with yourself" (Interview #2, 7/9/95). 

She summed up her thoughts about measuring success, 

" . If I can help kids to believe they are readers and 

writers if I can help kids to believe in themselves and 

what they do then in my eyes I am successful" (Interview 

#2, 7/9/95). 

Section Four: Cassie's Emergent Themes 

Struggle and Disequilibrium 

Cassie's struggle with her personal identity as both a 

student and as a teacher was a continuing theme throughout 

her case study. She was troubled by her roommates' 

comments about the fact that she would be a teacher soon 

and that she was still out partying and having fun with her 

peers. She feels that she should be able to have a 

personal life and still be a professional teacher. 
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Contributing to her struggle is the fact that she is 

almost two years younger than her peers and the youngest in 

her student teaching group. Cassie wants to have fun, yet 

yearns to be a professional teacher with strong beliefs. 

Some days she would tell herself that she was a 

teacher because she sat on a chair at the front of the room 

with Mrs. Bailey. Other days she would be the student 

sitting in back of the room not even able to do her own 

thinking and wanting the teacher to feed her the 

information. 

Additional journal entries highlighted her struggle. 

"When I become a teacher" and "I believe I am a teacher" 

put the notion of Cassie as teacher in the future. 

Cassie also entered the semester with an attitude 

critical of whole language. She couldn't seem to find her 

voice in her journal and continually framed her struggle in 

the appropriateness of whole language rather that within 

herself. 

Her identification with the student role pushed her to 

think that once she got into the classroom and started 

"doing' every would be fine. Working in the classroom 

would be the most beneficial. Disequilibrium was at a 

peak. 
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About the midpoint of the semester, Cassie began to 

engage in the whole language block. It was at this point 

that she realized that she was a student immersed in 

instruction guided by whole language as well as an 

apprentice working in a classroom where the philosophy of 

instruction was whole language. She was suddenly 

contemptuous of her peers who were complaining that they 

weren't learning anything. She began to passionately 

defend the field of education to her friends and argue with 

her boyfriend about the merits of invented spellings. 

She felt that it was important to develop her own 

philosophy of education. She acknowledged that she had 

gained more during the block than she had in her entire 

college years. She was feeling the empowerment of her own 

learning and knew that she was ready to be a teacher, a 

professional. Whole language was "neat." 

Later Cassie writes, " ... We can learn so much from 

all the people around us and their experience, to me 

experience is the most important thing anyone can gain from 

this class" (Journal, 4/1/95). 

Just as quickly as it had come, Cassie's momentum came 

to a complete standstill. She was back on the couch at the 

back of the room asking that knowledge be fed to her. As 



the semester ended, she wanted no professional 

responsibility and wanted to be a student again. 
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Cassie's semester was characterized by a lack of 

commitment to teaching. Working with kids was the reason 

Cassie entered the field of education. She began as a 

volunteer. As she entered the initial teacher preparation 

program, she wanted to be sure the coursework would carry 

over into other fields in case she didn't like teaching. 

Cassie's lack of commitment may relate to the fact 

that her mother is a teacher. She may well feel that 

working in education is too close to home. 

Learning Through Whole Language 

Cassie made a connection between thematic units and 

curriculum integration with whole language. After the 

block was over, Cassie emphasized whole language as active 

learning, characterized "by doing," provided students with 

choice and use of children's literature. It was difficult 

to find the teacher in a classroom of active learners. 

Cassie saw the need for students to make connections. 

Students engaged in self-discovery and meaning-making 

through connections to prior experiences. 

Cassie suggested that making connections is important 

for her personal learning, too. She focused her 
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frustrations at the end of the semester on the lack of 

connections between her apprenticeship and the university 

classroom. 

The concept of community was a theme in Cassie's case 

study. She was critical of the community representative's 

lack of knowledge. She made a connection to her own 

parents overcoming their prejudices. 

Kidwatching was an important concept for Cassie as a 

way to observe and assess students. Cassie discussed the 

importance of evaluation in measuring her success in the 

classroom. To Cassie, constant evaluation is critical for 

teachers. 

Teacher as Learner 

Cassie captures the essence of the concept of teacher 

as learner. She felt that through the philosophy of whole 

language, teachers and student could learn together. 

Cassie came to believe that successful teachers motivate 

students. 

Cassie believed that teachers need to provide 

opportunities for students to succeed. She felt that if 

she could help student~ believe in themselves as well as 

their abilities as readers and writers, then she would be 

successful. 
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section Five: 

What I Learned from Cassie 

Cassie entered the whole language block with a 

personal philosophy of learning and teaching formed by her 

early schooling experiences (Calderhead & Robson, 1991; 

Florio-Ruane & Lensmire, 1990; Lortie, 1975; Rokeach, 

1968), and a self-image under construction. As she was 

offered the opportunity to empower her own learning, Cassie 

felt the tension that accompanies learning. 

Feeling that tension, Cassie's journal reflected her 

desire to get into the classroom to "start doing." Her 

desire exhibited her impatience with her professional 

courses and indicated a feeling that the classroom and her 

experiences there will prepare her more for teaching than 

her professional coursework (Book & Freeman, 1986). 

Cassie's personal inventions moved toward 

conventionalization through her apprenticeship experience, 

her personal inquiry, relationships with her peers, and 

knowledge presentations in the classroom. Her later 

beliefs of learning and teaching indicated that she 

participated in the invention/convention cycle (Goodman & 

Goodman, 1990). 
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In the end, Cassie was focused more on the internal 

issues of self and personal commitment than on the 

philosophy of whole language. It was impossible for Cassie 

to focus on the larger broader issues of teaching when her 

view was turned completely inward. 

Cassie is representational of some students in teacher 

education who enter without a well developed sense of self 

and commitment to the field. When these students are 

enrolled in constructivist programs, like the whole 

language block, where reflection and the development of a 

personal teaching philosophy are goals of the program, 

students begin to struggle. When the focus of the struggle 

is inward, changes or reconstructions of prior beliefs is 

not an emphasis, but can still occur as Cassie's case 

highlights. 
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CHAPTER 9 

CONTRASTS OF THE FOUR CASE STUDIES 

The focus of this chapter is a comparison of the four 

case studies. This chapter is divided into two sections in 

order to answer two of the inquiry questions that 

stimulated this research. 

Impact on Individual Beliefs 

In this section, each teacher candidate's earlier and 

later beliefs about learning and teaching are compared in 

order to answer the inquiry question: 

As preservice teacher candidates engage in immersion 

in the philosophy of whole language, how will their 

individual beliefs about learning and teaching be impacted? 

In examining the teacher candidates' earlier and later 

beliefs (see Tables 1, 2, 3), changes are noted. The later 

beliefs demonstrate the impact of immersion in whole 

language. 

Beliefs about Learning 

Changes (see Table 1) are noted between the teacher 

candidate's earlier and later beliefs about learning. The 



Table 1 

Beliefs About Learning 

Teacher 
Candidate 

Larry 

Karise 

Ginger 

Cassie 

Earlier Beliefs 

"rote memorization 
the more times you say 
it, the more times you 
can remember it" 

"basically listened to 
someone else, you take 
notes, and you go back 
and learn it, memorize 
it" 

"worksheets, workbooks, 
tests, teacher oriented, 
teacher directed, very 
dominating on the 
teacher's part" 

"you would go in and tell 
them all the information 
they would know and they 
would be like little 
sponges and suck it up" 
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Later Beliefs 

"learn by hands-on, by 
touchy-feely • , • 
connected to who they 
(students) are and their 
life experiences" 

"by seeing things done, 
by example, learn when 
they're interested" 

"children learn through 
their own interests, by 
reading to them, by doing 
things in the classroom" 

"through doing" 



Table 2 

Beliefs About Teaching 

Teacher 
Candidate 

Larry 

Karise 

Ginger 

Cassie 

Earlier Beliefs 

"correlates a successful 
teacher with a successful 
coacih • • • a successful 
teacher is one who can 
build community and 
inspire students" 

"enthusiasm • • • respect 
for the students • • • 
having fun \'lith the 
different subjects, 
integrating them • a 
lot of doing • • • whole 
group" 

"a person who can control 
the classroom, very big 
on discipline and 
classroom management" 

"someone whose class was 
in control • • • students 
would be listening and be 
motivated, have kids 
learning what she wants 
them to learn" 
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Later Beliefs 

"needs to be giving, show 
enthusiasm, well-versed 
in what they teach, keeps 
kids excited" 

"somebody that's 
constantly thinking • 
learning new things • 
organized but with 
spontaneity" 

"someone who is not 
intimidated by parents, 
stand up to principal, 
knows what she is doing, 
students doing something 
not necessarily directed 
by the teacher, things on 
the wall, in control of 
their classroom and 
control over students, 
not bothered by parents" 

"someone who helps 
motivate a student, 
encouraging, open-minded, 
students/teachers work 
together as a team and 
learning together" 



Table 3 

Beliefs About Whole Language 

Teacher 
Candidate 

Larry 

Karise 

Ginger 

Cassie 

Earlier Beliefs 

"went back to the 
thematic unit, it was 
tying everything 
together" 

"just the integration of 
all the subject areas" 

"bringing all of your 
subjects together and 
teaching" 

"you really don't stress 
anything, you just do it 
(whole language) overall" 
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Later Beliefs 

"a holistic way of 
teaching, main focus on 
content, making things 
meaningful, facilitator" 

"choice in learning, 
integrating subjects so 
it's meaningful ••• 
belief in classroom 
community • 
flexibility within 
classroom" 

"what students want to 
do, what they're 
interested in, students 
doing a lot of own 
initiative, students 
doing presentations at 
front of classroom, 
integrated curriculum, no 
text" 

"it's about choices, 
children motivate 
themselves, a lot of 
literature" 
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earlier beliefs expressed by each of the teacher candidates 

are congruent with a transmission model of teaching and 

learning. Each of the teacher candidate states a 

characteristic of the transmission model. The teacher 

candidates' later beliefs about learning convey the image 

of the active role of the learner and reflect the 

philosophy of whole language. 

The fact that all four teacher candidates have an 

image of the transmission model of teaching when asked to 

discuss how children learn provides an unfortunate view of 

their last 14 years of schooling. The positive feelings 

that were expressed when each candidate described their 

favorite elementary experiences are certainly buried in the 

past and have little impact on their earlier beliefs about 

learning. 

Beliefs about Teaching 

The earlier beliefs (Table 2) expressed by each 

teacher candidate provide a variety of images of teaching, 

some of which are rooted in the transmission model of 

teaching and some in the philosophy of whole language. The 

changes noted in Larry and Karise's later beliefs reflect 

an enhancement of their earlier beliefs to provide a deeper 

view of whole language teaching. Cassie's earlier beliefs 
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changed from a transmission model of teaching to a belief 

which exhibited the philosophy of whole language. Ginger's 

earlier beliefs also changed from a transmission model of 

teaching to a belief which demonstrated tenets of whole 

language. 

Beliefs about Whole Language 

In the area of knowledge of whole language, each 

teacher candidate demonstrated changes in their beliefs 

(Table 3). Their earlier beliefs essentially spoke to one 

of the facets of the philosophy of whole language. Each 

teacher candidate's later beliefs defining whole language 

are inclusive of their earlier beliefs and provide even 

more depth into the philosophy. 

Changes in Beliefs 

utilizing Posner et al.'s (1982) Piagetian framework, 

I will discuss each of the four teacher candidates' changes 

in beliefs. Posner et al. (1982), as discussed in Chapter 

1, used the Piagetian concepts of accommodation and 

assimilation to describe how new information is dealt with 

in beliefs change. Both assimilation and accommodation 

result in belief change but accommodation requires a more 

radical reconstruction of prior beliefs and happens on a 



deeper level. Assimilation happens when no challenge to 

the belief system occurs as a result to incoming 

information. 

Larry 
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Larry admitted that he began to assimilate new 

information about learning into his beliefs about the time 

his professional coursework began. He told me in our first 

interview that before his coursework began, he saw learning 

as "rote memorization" but that this view had begun to 

change even before he entered the block. Larry was able to 

assimilate new information about learning because he saw 

that his previous beliefs were no longer appropriate. He 

knew when presented with the information in his first 

professional course and his positive coaching experiences 

that children do not learn through rote memorization nor 

does rote memorization lead to successful teaching. 

Larry's earlier beliefs about teaching do not show the 

same level of change that his beliefs about learning do. 

Larry had the opportunity through the block experiences to 

make the new information part of his existing beliefs. He 

had the opportunity to test his new beliefs and find that 

they were reflective of the way students learn and whole 

language teachers teach. 
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It is clear that very early in the semester, Larry 

felt a fit between the philosophy of whole language and his 

personal beliefs. He embraced the information presented in 

class and easily assimilated the new information into his 

existing beliefs. 

Using Posner's framework, it is clear that Larry was 

able to assimilate the new information with his existing 

beliefs. The lack of tension or disequilibrium that Larry 

felt is indicative of the congruency and assimilation of 

the new information and his entering beliefs. Due to the 

lack of disequilibrium experienced, Larry was able to 

devote more of his time and energy to moving into the more 

complex issues of teaching. 

Karjse 

Karise's semester began with a sense of confusion and 

disequilibrium. Through her participation in the block, 

she was provided with personal choice and avenues for 

inquiry instead of a method of instruction where the 

teacher tells student what to do. Her insecurity in her 

own decisions prompted her to seek more information from 

the block faculty. 

With the support of the classroom community and the 

experiences in her apprenticeship classroom, Karise was 



able to empower herself and take control of her own 

learning. At about the same time she was able to work 

through her sense of disequilibrium and she began to 

assimilate and accommodate new information presented to 

her. 
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Her entering beliefs about learning, reflected both in 

her disequilibrium with her own learning and her interview 

statements, were at odds with the philosophy of whole 

language. The idea of memorization was totally opposite 

from what Karise was hearing, seeing, and experiencing 

through her own learning. For Karise's beliefs to change 

to a view of learning as "seeing things done" suggests that 

accommodation took place. The new information was just too 

different for Karise to have assimilated it. She had to 

reconstruct her beliefs to accept the new information. 

Karise wanted the accommodation to take place or it 

wouldn't have happened. She basically liked the whole 

language block, the faculty, and the community so that also 

propelled her forward to confrontation with her previous 

beliefs. 

In examining her earlier beliefs about teaching and 

about whole language, Karise assimilated the new 

information presented without an overt sense of 

disequilibrium. Her later beliefs about teaching and whole 
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language have been expanded and validated. The framework 

of Posner et al. (1982) suggests that although Karise was 

able to assimilate this new information, the deeper 

accommodation did not take place as her beliefs were not 

completely reconstructed. 

Ginger 

Ginger provides an interesting case of beliefs change. 

One critical factor in beliefs change is the desire of the 

individual to change previously held beliefs. Another 

critical factor is the plausibility of the incoming new 

information. 

Ginger entered the block with the desire to learn and 

find success as a teacher. However, I think that her 

desire quickly faded when the information presented was not 

viewed by her to be plausible and reasonable. The tone of 

her first several journal entries and exit cards as well as 

her comments during our interviews suggest that she did not 

find the incoming information reasonable when compared to 

her existing images. The disequilibrium she felt was so 

uncomfortable that she tried to get into another block. 

Her earlier beliefs about learning and teaching were 

drastically different from the philosophy of whole 

language. Both of her earlier beliefs about learning and 
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teaching were teacher centered and spoke of control and 

dominance. The information presented in the whole language 

block, her treatment as a student, and the philosophy of 

instruction in her apprenticeship classroom as well as the 

fact that she would not be able to do her student teaching 

in the fall if she did not finish the block in the spring 

pushed her to a point of confrontation. 

With the assembling of her whole language notebook, a 

shift in the content of the block from reading to writing, 

and the inclusion of one guest speaker who focused her 

dissertation study on her own daughter's literacy, Ginger 

was able to make those connections between her own 

experiences and the whole language block. 

In examining her earlier and later beliefs of 

learning, Ginger had to accommodate the information 

presented in the whole language block and completely 

reconstruct her belief. She moved from a view of learning 

through worksheets and teacher direction to children 

learning through their own interests. 

Earlier beliefs about teaching focus on control, 

discipline, and management. Later beliefs include 

"students doing something not necessarily directed by the 

teacher," standing up to the administration and to the 

principal, and "control over the classroom and over the 
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students." Some assimilation is noted in the idea of 

student interest, in that activities will "not necessarily" 

be "directed by the teacher." This language leads me to 

think that Ginger might believe that it's acceptable for a 

teacher to direct the activities. The issues of control in 

management and discipline lead me to think that no 

assimilation of these concepts occurred here. Posner et 

al.'s (1982) research about students going to great lengths 

to avoid accommodation is appropriate here. 

The possibility of Ginger assimilating information 

that didn't quite fit with her existing beliefs is a story 

she related during our second interview. Ginger did not 

engage continuously in the dialogue journal during the 

block semester. One reason was the attitude of the intern 

with whom Ginger was journaling, but another reason was 

Ginger's own attitude. 

She told me, " ... It was just that I was tired of 

writing in journals, I didn't want to write in a journal, I 

keep all of my thoughts in my head, organize them, and then 

I can't keep them there, I've got too much to say when I 

start writing into a journal, so I didn't want to be forced 

into writing in a journal." Ginger assured me that she was 

planning on using journals in her own classroom. "I just 

thought that it would a good, I guess a transition to when 



295 

they come in and they sit down and I have to take role and 

get things organized or ready for that few five minutes, 

they could open up their journals and write their thoughts, 

I could have topics on the board they may want to consider, 

you know, things like that that relate to school, their 

lives, topics we're studying about. . It's kind of 

quiet seat work type thing, just to get the morning started 

or whatever" (Interview #1, 4/14/95). 

In this quotation, the idea of journals as used in the 

whole language block has been altered to fit Ginger's 

beliefs. I'm troubled with Ginger's reference to journals 

as a type of seat work to be used when she wants to get 

things organized. However, Ginger's statements also 

include the idea that journals are reflective of the 

student's interest and are a place to make connections. 

Ginger's desire to have invitations on the board for 

stUdents to consider is also appropriate. 

Examining Ginger's beliefs about whole language do 

demonstrate an expansion of ideas and indicate that 

assimilation has taken place. The new information about 

whole language was easier to assimilate as it did not 

challenge any of Ginger's existing beliefs due to the fact 

that she knew very little about whole language when she 

came into the block. 
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The examination of Ginger's earlier and later beliefs 

may not be quite as "cut and dried" as I have made them. 

In our second interview, as Ginger was trying to plan for 

her student teaching, she told me, "It's kind of hard for 

me right now not to fall back on the traditionalism, 

because at least I'd know where to start on page one and 

keep going through, I'd know what to do and this way I 

don't know what to do and you have to think more, come up 

with more ideas, and I'm constantly flipping through those 

books and workbooks and everything throughout the whole day 

trying to figure out what I want to do and where do I want 

to start and how do I do it. How are the students going to 

respond if I didn't have that whole semester of whole 

language I would have fallen back on that because I had a 

sense of traditionalism before I came in the classroom" 

(Interview #2, 6/28/95). 

Ginger's comments lead me to believe that with 

independence and assertiveness, she will continue to 

revisit her beliefs during stUdent teaching and in her 

teaching career. I will continue "to follow" her teaching 

career. 
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Cassie 

Cassie's semester was characterized with a search for 

who she is and what she wanted to be. Is she a teacher or 

is she a student? This personal search overshadowed 

Cassie's semester and pushed her to a point of 

disequilibrium very early. As her case studies shows, 

Cassie had a period of engagement in about the middle of 

the block, but her struggle with her own identity, the 

disequilibrium with whole language, and her questionable 

commitment to the field seemed to overwhelm her at the end 

of the semester. 

Cassie's earlier and later beliefs of learning and of 

teaching are quite different. Earlier Cassie thought that 

learning was teacher directed and fell short of saying 

"rote memorization." Her later belief, that children learn 

by doing, demonstrates her accommodation over the semester. 

The same can be said of Cassie's beliefs about 

teaching. Her earlier beliefs were characterized by 

control over students and curriculum, while her later 

beliefs were concerned with motivation and team work. Her 

later beliefs demonstrate her accommodation of new 

information and the reconstruction of her beliefs. 

Assimilation characterizes Cassie's beliefs about 

whole language. As she did not have much information about 
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whole language when the semester began, it's not surprising 

that her later beliefs had been expanded. She did not have 

to reconstruct her earlier beliefs to assimilate the new 

information about whole language as there was no conflict 

between what she knew and what she was learning. 

Examining Cassie's earlier and later beliefs is 

interesting. Her beliefs were accommodated and assimilated 

over the course of the semester. However, Cassie's lack of 

engagement in the whole language block at both the 

beginning and end of the semester would make me think that 

it would not have possible for her to accommodate and 

assimilate if she were not engage in considering issues 

about whole language. 

I think that Cassie's engagement was more consistent 

than her case study indicates. She was in attendance in 

the Wildcat Room most of the time. When she was sitting on 

the couch in the back of the room, I think that she was 

writing notes to one of the other apprentices about what 

was happening in class. I think that her actions and 

posture may have been misleading and that she is like so 

many students who appear to be disengaged in what's 

happening but consistently have the right answer when 

called on. Cassie also told me that she was reading much 

of the Whole Language Catalog. She was using the catalog 
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same way that the notes she was writing or the 

conversations she was having were also helping her. 
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The one area where Cassie was consistently engaged was 

in her apprenticeship classroom. She was working with 

students and was taking on the role of teacher, in Mrs. 

Bailey's classroom, even though she did not feel like a 

teacher all the time. She stayed to complete the end of 

the school district's school year which was beyond the end 

of the university semester. This commitment supported the 

assimilation and accommodation of her beliefs about 

learning and teaching. 

Teacher Candidates' Perceptions 

This section discusses the study's second inquiry 

question: 

What perceptions do the teacher candidates have about 

their roles as apprenticeship teachers and university 

students? 

The perceptions that each teacher candidate had about 

their roles as apprenticeship teachers and university 

students changed over the course of the semester. The 
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changes were personal to each teacher candidate and mirror 

their journey through the Whole Language Block. 

Larry's feelings of self as both a teacher and a 

learner were validated through his immersion in whole 

language. His feelings of self as a student were validated 

by his identification with the philosophy of whole 

language. Out of this validation came a level of comfort 

with himself and with his decisions as a student. He could 

rely on himself to know what was important to study and the 

issue of grades became unimportant as he grew confident 

with his own decisions. 

Larry had a similar experience with the change in his 

feelings as a teacher. He added "I think they(his 

feelings) were reinforced, because I had a lot of people 

coming up to me and talking to me like a teacher . . . and 

I think the biggest thing, I mean going into Karen's class, 

she was very open to our suggestions and that started to 

put some drive into me as a teacher, and the students have 

always treated me like a teacher, but I think that the way 

we were treated by the teachers there (at Borton) that 

helped us feel like we were becoming teachers" (Interview 

#2, 6/28/95). 
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Karise's journal entries reflect the emphasis on her 

role as teacher within her apprenticeship classroom and a 

focus on her exploration of self as learner. 

As a teacher, Karise talked about how her feelings 

about whole language changed. "Definitely a different 

outlook on the whole language idea, you know, and how 

classrooms should look" (Interview #2, 7/10/95). 

Ginger stated that she liked the classroom and the 

teacher, but it was the position of apprentice that she did 

not like. She did not feel in charge when she was an 

apprentice nor did she feel that she was able to do the 

things that she wanted to do as it was not her classroom. 

In her role as a student within the Wildcat classroom, 

Ginger began to feel that she had the initiative to direct 

her own learning. She began to draw on some of the 

resources that were introduced to her within the block, 

such as books on a variety of topics. Due to several of 

the guest speakers that came to the Wildcat room, Ginger is 

thinking of continuing her education and working toward a 

higher degree. 

As a teacher Cassie thought that " . .. My view of 

teaching changed a lot and so because of that how I see 

myself as a teacher changed a lot" (Final reflection, 

5/9/95). During our second interview, Cassie suggests that 
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how she saw herself as a teacher was changed because her 

view of teaching changed greatly over the semester of the 

whole language block. 
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CHAPTER 10 

CONCLUSIONS, DILEMMAS AND IMPLICATIONS 

Chapter 10 contains the study's challenges and 

implications for the future of teacher education. The 

section on challenges focuses on situations I faced in 

implementing the research study and in teaching the whole 

language block. 

Challenges as Suggestions 

for the Future 

As a researcher, I faced several challenges in the 

implementation of the research study and in the teaching of 

the whole language block which were discussed in depth at 

the end of Chapter 4. I use the challenges to offer 

suggestions for future whole language teacher education 

programs. 

An Insider's View 

One of the critical aspects of this research study is 

gaining a view of the whole language block from the teacher 

candidate'S point of view. There were points at which some 

of the teacher candidate'S were either not willing to 
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confide in me or were not able to verbalize their feelings 

about the block. 

One example is important in this regard. One of the 

course evaluations, which is anonymous, indicates a less 

than positive rating in the area of respect for students 

for one of the faculty instructors yet none of the students 

I interviewed made any negative comments to me. other 

evaluations for that same instructor were quite positive. 

As a researcher, aside from developing a trusting 

relationship with participants, what can I do to ensure 

that I hear the "whole story"? 

Suggestions for the Future 

Researchers need to always be wary of bias factors. I 

am extending this research study by continuing "to follow" 

the teachers and teacher candidates who were the focus of 

the case studies in the 1994 pilot study as well as in the 

current study. I am probing their beliefs and experiences 

to ensure that I am tapping the "whole story." Perhaps 

when a grade or the writing of a placement letter are no 

longer issues, a more complete picture of the block will 

emerge. 
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Role of the Intern 

Part of the facilitation of instruction within the 

whole language block was performed by doctoral/master's 

level students. In the 1995 whole language block, two 

master's and two doctoral level interns journaled with a 

group of teacher candidates and provided instruction of a 

variety of topics. The interns were a part of the block 

long range planning and the development of expectations for 

the teacher candidates. 

Through their participation in journaling with groups 

of teacher candidates, opportunities to build strong 

collegial relationships were provided. Additionally, the 

interns brought expertise in different instructional areas 

to expand the offering of experiences to the teacher 

candidates. The interns also contributed a plethora of 

"on-the-job" expertise to the teacher candidates. The 

block also provided the interns with an opportunity for 

professional growth as a part of their advanced teacher 

education programs. 

The interns briefly introduced themselves on the first 

day of the whole language block. No further introduction 

or delineation of their role was made by the faculty 

instructors. Confusion was noted on the part of the 
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teacher candidates as to exactly who the interns were and 

why they were a part of the whole language block. 

Another issue was that one group of teacher candidates 

did not journal with their intern at the same level of 

commitment and participation as the other teacher 

candidates. In this instance, several of the teacher 

candidates missed a valuable learning experience to explore 

their personal knowledge construction. This issue also 

speaks to the implementation of a consistent philosophy of 

whole language. 

How can I, as an instructor, ensure that each intern 

makes a commitment to the philosophy of whole language as 

the guiding philosophy of instruction? 

Suggestions for the Future 

In future whole language teacher education programs, 

the role of the interns needs to be delineated clearly and 

concisely several times during the first few weeks of 

class. During the scheduled planning sessions as well as 

mid/final conferences between the faculty instructors and 

the student interns, an emphasis needs to be placed on the 

intern's commitment to the philosophy of whole language and 

the supporting role the interns play during their 

interactions with the teacher candidates. 
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Inyestigation of apprenticeship Classrooms 

Another challenge occurs in classrooms sites that do 

not provide consistent whole language experiences. The 

apprenticeship component of the whole language block is 

critical in providing opportunities for the teacher 

candidate'S to make the theory to practice link. For 

approximately 12 hours a week, apprentices are able to 

assume an authentic role in classroom planning and 

teaching. 

The apprenticeship experience is vital in the 

invention/convention process (Goodman & Goodman, 1990). 

Working in the classroom provides demonstrations of 

whole language learning and teaching that become 

conventionalized. Apprentices gain "hands on" experience 

in planning, thematic units, the use of children'S 

literature, etc. An understanding of life in classrooms is 

gained as the apprentice enters the culture and becomes a 

community member. 

The classrooms that currently welcome the apprentices 

from the whole language block represent a wide continuum of 

the whole language philosophy. Apprentices are exposed to 

individual differences among whole language philosophies. 

There is no doubt that each classroom teacher is 

hardworking and capable. 
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However, what about those classrooms in which the 

apprentices experience a philosophy that is not completely 

reflective of whole language? Are we, as faculty 

instructors, sending the message that the knowledge 

provided about teaching and learning within the university 

classroom is theoretical and not a part of the "real life 

in classrooms"? 

Suggestions for the Future 

I suggest that more time be devoted to discussing the 

apprentices classroom experiences. Such discussions 

provide the opportunity to closely examine the philosophies 

reflected in the apprentice classrooms. 

I also suggest that more attention be paid to the 

teacher's philosophy of the classrooms in which the 

apprentices participate. Perhaps visits to participating 

classrooms prior to the block beginning by one of the block 

faculty would both inform the faculty as to philosophies 

experienced by apprentices as well as the appropriateness 

of the participation by some of the suggested teachers and 

classrooms. 
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Consistent Whole Language Experiences 

Another challenge I faced was the lack of consistency 

in the organization and implementation of daily class 

methods with the philosophy of whole language. Teacher 

candidates reported that sometimes they were listening to 

knowledge presentations for too long. 

A framework for the whole language block curriculum is 

outlined in Chapter 3. Opportunities during these periods 

for presentations by university faculty, Borton teachers 

and students occur daily. Teacher candidates are 

encouraged to ask questions and share perspectives. The 

"teachable moment" often moves the group away from the 

daily agenda. There is flexibility and spontaneity in 

teaching and planning. 

However, there were many mornings that the teacher 

candidates were involved in "sitting and listening" to one 

of the university instructors for up to two hours at a 

time. On the one hand, I feel that, within any classroom 

at any level, it is appropriate for an instructor to share 

his or her knowledge. On the other hand, is listening to a 

presentation for a long period of time consistent with my 

view of whole language? 

The role of the teacher is a critical component in the 

planning and implementing of classroom experiences. 



310 

Planning learning experiences that provide an active role 

for the learner is consistent with the philosophy of whole 

language. What experiences should have been planned that 

involved teacher candidates in more active roles? 

The roles of Drs. Ken and Yetta Goodman add to this 

issue. On one hand, some teacher candidates expressed that 

they were content to sit and listen to the knowledge 

expressed by Dr. Y. Goodman, Borton faculty, and guest 

teachers. On the other hand, there were teacher candidates 

who expressed a desire for more time to work in small 

groups and to extend their personal learning. 

Suggestions for the Future 

I suggest that research be designed to investigate 

ways to include more active learning experiences to break 

up the presentation periods of time. Although students had 

many opportunities for large and small group discussion, 

book talks, group presentations, journal group meetings, 

and time for reflection and questions, I suggest such 

opportunities be extended. 

Personal Inyention and Social Convention 

Another important component of whole language 

philosophy is the establishment of a classroom community 



311 

that support the social construction of knowledge. It is 

critical that the social community support each teacher 

candidate's "wandering and wondering" (Merriam, 1991) 

through the challenges each faces. For the classroom 

community to be supportive, each teacher candidate must 

feel a level of comfort conducive to sharing personal and 

professional situations. 

Time for sharing of personal inventions and 

experiences was woven throughout the block. Journals 

provided for a personal sharing while large group 

discussion actively engaged many students. Journal groups, 

literature groups, and schooling groups provided many 

opportunities for sharing. The faculty instructors as well 

as the interns were available to discuss personal or 

professional concerns. Mid and final semester individual 

conferences were scheduled between each teacher candidate 

and their journal partner. During class discussions, 

comments were encouraged. 

However, some concern was expressed by teacher 

candidates about the opportunities for sharing. Some felt 

uncomfortable with whole class sharing. Others felt that 

more time for large and small group discussion was needed. 

And others felt that more support of their ideas 

was needed. 
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As a faculty instructor, how can I ensure that each 

teacher candidate feels a level of comfort conducive to the 

invention/convention process? 

Suggestions for the future 

As previously mentioned, by providing more time for 

large and small group discussion coupled with strategies 

that support peers interacting with peers, there should be 

many opportunities ripe for the invention/convention 

process. Turning questions raised for faculty discussion 

back to the large or small groups would demonstrate the 

value of peer responses and interactions within the whole 

language block. 

Socialization or Brainwashing? 

Another challenge I faced as a researcher is the 

acknowledgement of the socialization process within the 

whole language block. I wondered if the teacher candidates 

felt any pressure to climb aboard the 'whole language 

bandwagon.' Was their acceptance of whole language due in 

part of a process of socialization rather than an 

acceptance of the philosophy itself? The interview 

excerpts in Chapter 4 mirror the varied attitudes of the 

four teacher candidates about the pressure they felt. 
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Suggestions for the Future 

By acknowledging our own bias as teachers who believe 

in whole language and raising this with the teacher 

candidates at several points throughout the block, 

pressure could be lessened although probably not alleviated 

completely. By providing time for more group discussion, 

concerns about the degree of feeling comfortable with whole 

language and about socialization could be raised. The 

planning sessions of the 1995 whole language block did 

support the discussion among faculty and interns about the 

"comfort" level of teacher candidates but the issues of 

socialization were not raised. 

Identification a Personal Philosophy 

During one of the final instructional sessions of the 

whole language block, each teacher candidate was asked to 

write their philosophy of education. Writing their 

philosophies provided opportunities to explore their 

developing philosophies. Other opportunities for writing a 

personal philosophy were encouraged throughout the 

semester. 

Would it also have been of benefit to the teacher 

candidates to be provided with the same opportunity and 
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focus in the delineating their definition of whole 

language? Would it be more supportive of the invention/ 

convention process that the writing of personal 

philosophies of education and of whole language be a focus 

of the block much before the last week of the semester? 

Suggestions for the Future 

An emphasis needs to be placed by the block faculty on 

teacher candidates writing personal philosophies of 

education and definitions of whole language at several 

points throughout the semester. The focus by the teacher 

candidate on the construction of their personal 

philosophies values the importance of the 

invention/convention process and speaks to the 

identification of the teacher candidate's personal beliefs 

about learning and teaching. 

Emphasizing the Role of Learning 

The expectation that each teacher candidate would 

complete a case study of a student within their 

apprenticeship classroom was designed to provide 

opportunities to focus on the role of learning. A 

confusion between teaching and learning emerged from 

Larry's case study. He worked with a student who would not 
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engage in the learning experiences offered and continued to 

exhibit a less than positive attitude about school. Larry 

pointed to all of the teaching strategies in use in the 

room and wondered why this child was not learning. 

The profile of a child and the presentation and 

discussion of Brian Cambourne's conditions of learning are 

examples of the emphasis placed on learning in the block. 

I feel that learning has been a theme woven through the 

whole semester of the block and yet I'm troubled with 

Larry's confusion. How can I as a faculty instructor 

strengthen experiences within the whole language block to 

focus more on how children learn? 

Suggestions for the Future 

As learning and teaching are tightly interwoven, how 

children learn is already a part of the curriculum of the 

whole language block but needs to become a stronger thread 

running through existing block experiences. As faculty, we 

need to help the teacher candidates begin to make 

connections between the activities and experiences of the 

block and the learning process. Expectations like the 

profile of a child should continue with the added emphasis 

on learning. 
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Implications for Teacher Education 

Richardson (1995) states "While knowledge of entering 

teacher education student's beliefs is interesting, it 

becomes useful to the teacher education process only 

through an understanding of the relationship between these 

beliefs and learning to teach" (p. 17). The results of 

this research study provide four case studies showing the 

relationship between beliefs and learning to teach nested 

within a constructivist teacher education program. 

Need for a Constructivist 

Educational Philosophy 

The results of this study validate and emphasize the 

need for a consistent constructivist educational philosophy 

guiding learning experiences within teacher education 

programs. Within constructivist education programs, 

learners construct their knowledge based on their 

background experiences as well as the experiences within 

the learner's classroom or educational program. Knowledge 

is constructed from the learner's personal invention based 

on prior experiences and the social convention of the new 

experiences provided by teachers, peers, or others (Goodman 

& Goodman, 1990). 
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Through the constructivist philosophy teacher 

candidates emerge with beliefs about learning and teaching 

that reflect the philosophy of the program in which they 

were immersed. The teacher candidates show assimilation 

and accommodation of new information to the construction of 

personal philosophies that are grounded in current research 

about learning and teaching. 

Use of Whole Language in Teacher Education 

This research study clearly demonstrates the 

appropriateness of the philosophy of whole language for 

learners of all ages. Immersion in the philosophy of whole 

language was a critical component of this research study. 

Whole language programs support the differences in 

backgrounds and beliefs that teacher candidates bring to 

teacher education programs. As a constructivist theory of 

learning, whole language provides opportunities for 

learners to acquire new information through active 

participation in authentic activities incorporating the 

learner's own prior experiences. Acknowledging and 

incorporating these prior experiences supports the 

importance of personal beliefs in the learning process. 
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Dual Roles for Teacher Candidates 

Also validated by the results of this study is the 

concept that teacher candidates need to play dual roles, 

that of university student and apprentice teacher, in the 

learning process. The Wildcat Room and the apprenticeship 

classroom together provided teacher candidates with the 

link from the theory of the university classroom to the 

life in "real classrooms." The collaboration of both 

classrooms is essential in providing teacher candidates 

with experiences that support the construction of new 

beliefs. 

Learning occurs best when students are provided with 

opportunities offering a choice of holistic "hands-on" 

real-life invitations. Learners need to be able to 

experiment with their existing theories about the world 

through the assimilation and accommodation of new ideas. 

Authenticity is a critical part of the context of the 

learning process as is the learner's personal inquiry. The 

block focuses on "how to teach" as the teacher candidates 

learn from elementary and university faculty through 

demonstration, discussion, and critique. 

In teacher education, authenticity speaks to providing 

the learner with experiences that are a part of the "real 

world" of teaching, and that are deemed by the learner to 
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be of importance to their corning to know. Providing a 

fertile ground for the learner's voluntary participation in 

continuing professional educational opportunities enhances 

the learner's choice of authentic, real-life inquiry. 

Identification of Prior Beliefs 

At the heart of the development of personal 

philosophies of education is the identification of beliefs 

about learning and teaching. Critical to the construction 

of new knowledge is the identification of prior beliefs. 

These prior beliefs playa major role in the acquisition of 

new information in constructivist programs. It is through 

the lens of prior beliefs that teacher candidates see the 

content and experiences of teacher education programs. As 

Ginger's case study demonstrates the images of teaching and 

learning brought to teacher education courses that do not 

match the focus of those courses serve as a screen in the 

acquisition of new knowledge. When the knowledge presented 

in professional courses is rejected, teacher candidates 

perpetuate classrooms and strategies of yesteryear and 

virtually ignore new knowledge in learning and teaching. 



320 

Changing Prior Beliefs 

It is critical for the personal growth of teacher 

candidates as well as the growth of the field of education 

that teacher education programs support the identification 

of previously held personal beliefs about learning and 

teaching as a regular component of the curriculum. Through 

the use of story, case studies, personal reflection, 

personal interviews, and discussion, personal beliefs can 

be identified and challenged. Immersed in a constructivist 

philosophy, like whole language, personal beliefs can be 

changed. 

Importance to Teacher Education 

This study is important to the field in several ways. 

It adds to the body of knowledge about teacher education 

and the critical importance of constructivist programs in 

teacher education. Unlike the few constructivist programs 

in the teacher education literature today (Bird, Anderson, 

Sullivan, & Swindler, 1993; Black & Ammon, 1992), this 

study describes in detail experiences provided within the 

whole language block. Also provided is a complete 

description of two days of the whole language block as well 

as a description of the planning sessions that organizes 

the block's experiences. 
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The study also focuses on teacher candidates in their 

last semester of professional coursework prior to student 

teaching. Other literature in the field discusses teacher 

candidates either as they enter the field (Hollingsworth, 

1989; Holt-Reynolds, 1992; McDiarmid, 1990; Ross, Johnson, 

& Smith, 1991) or as they student teach (Bolin, 1990; 

Calderhead & Robson, 1991; Kalaian & Freeman, 1889). This 

study is the first of its kind to focus on teacher 

candidates during their teacher preparation programs. 

Unlike other studies (Kalaian & Freeman, 1989; Nisbett 

& Ross, 1980; Olson, 1993), the results of this study 

demonstrate a change in teacher candidates' beliefs about 

learning and teaching. With the immersion in whole 

language, a change was documented in the four teacher 

candidates' earlier and later beliefs about learning and 

teaching. 

The results of this study also demonstrate the 

importance of the identification of teacher candidates' 

beliefs in teacher education coursework. The four case 

studies clearly illustrate that teacher candidates brought 

well-developed beliefs about learning and teaching to the 

block (Florio-Ruane & Lensmire, 1990; Lortie, 1975; 

Rokeach, 1968) and that those beliefs played a role in the 

acquisition of the new information presented in the block 
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(Anderson & Bird, 1992; Bird, Anderson, Sullivan, & 

Swindler, 1993; Calderhead & Robson, 1991; Clandinin & 

Connelly, 1986; Feiman-Nemser & Buchman, 1989; J. Goodman, 

1988; Holt-Reynolds, 1992; Ross, Johnson, & Smith, 1991; 

Schommer, 1990). 

The use of the case study format to study the teacher 

candidates' beliefs in conjunction with a complete and 

detailed description of the program and its experiences ~ay 

be the first of its kind. The use of the case studies not 

only provides for a complete picture of changing beliefs 

but also provides a look at the experiences that provided 

the impetus for change. 

In closing, this study supports the need for more 

research into the role and importance of preservice teacher 

candidates' beliefs about learning and teaching. In depth 

descriptions of other constructivist teacher education 

programs are needed to support the implementation of 

additional programs at other college/university sites. 

Longitudinal research in the form of case studies and 

narratives that tell the personal stories of other teacher 

candidates is also needed within the field of teacher 

education. 
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APPENDIX A 

MID/FINAL REFLECTION 

FACULTY: 
Dr. Yetta Goodman 
Terry A. Greene 

INTERNS: 
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NAME __________________________________ _ PHONE ____________ ___ 

FINAL EVALUATION 
(Coursework & Apprenticeship) 

SELF EVALUATION FACULTY RESPONSE 

1. Professionalism 

2. Classroom Profile 



FINAL EVALUATION 

SELF EVALUATION 

3. Documentation of a Child 

4. Theme cycle planning 

5. Interactive journal 

6. Theme study within Wildcat 
Classroom 

FACULTY RESPONSE 

324 



FINAL EVALUATION 

SELF EVALUATION 

7. Class readings 

8. Additional professional 
readings 

9. Personal expectations 

10. FINAL GRADES 

DATE ________________________________ __ 

SIGNATURES; 

APPRENTICE 
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FACULTY RESPONSE 

FACULTY 
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STUDENT OBJECTIVES 

SPRING 1996 

OBJECTIVES: 

FACULTY: 
Dr. Yetta Goodman 
Terry A. Greene 

INTERNS: 
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1. Students will actively participate in the professional 
life of the Borton faculty team. Each student will take 
initiative, participate cooperatively, and work at being 
innovative and creative apprentices. 

2. Through active involvement in a whole language college 
level classroom and the whole language classrooms at 
Borton, students will develop a conceptual and practical 
framework for the teaching of reading, language arts, and 
social studies. 

3. Students will begin to develop kidwatching abilities. 

4. Students will learn the concepts of social studies and 
the language arts, including reading and writing, and how 
these concepts are integrated across the curriculum. 

5. Students will explore their personal reading and 
writing processes to build their knowledge and 
understanding of children's language processing. 

6. Students will learn various models of effective 
reading, language arts and social studies instruction, in 
the integrated format, which are informed by 
sociopsycholinguistic research and theory. 

7. Apprentices will immerse themselves, through direct 



involvement with one classroom over the course of the 
semester. 

8. Students will develop ways of interacting 
professionally with school staff and parents. 
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9. Apprentices will gain an appreciation of the 
complexity of whole language classrooms and assume an 
active role in the development of plans and materials for 
the classroom. 

10. Students will gain knowledge and appreciation of 
journals as vehicles of reflection, assessment, and 
evaluation. 

11. Students will gain insight and understanding of 
children through the development of a contextualized case 
study. 

12. Students will become involved in professional readings 
and associations and gain an appreciation of these as a 
means of establishing and maintaining significant levels of 
professional knowledge in reading, language arts, and 
social studies. 

13. Students will explore their own values regarding 
language variation, dialect, bilingualism, 
multiculturalism, gender, race, and class. 

14. Students will gain knowledge and appreciation of the 
value of children's literature in a whole language 
classroom. 

15. Students will be self-reflective about their own 
development as a professional. 

(K. Goodman, Y. Goodman, R. Meyer, K. Whitmore, R. Saez
Vega, T. Greene, 1990-1996) 
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APPENDIX C 

APPRENTICE ASSIGNMENTS AND EXPECTATIONS 

SPRING 1996 FACULTY: 
Dr. Ken Goodman 
Terry A. Greene 

INTERNS: 

APPRENTICE ASSIGNMENTS AND EXPECTATIONS 

We believe that a whole language classroom is one in which 
the curriculum is constantly in a state of negotiation to 
meet the needs and reflect the interests of the students 
and teachers. We know that self-reflection is one of the 
most powerful experiences for understanding oneself as a 
professional. Grading in the whole language block will be 
negotiated with the student, the cooperating teacher, and 
university faculty. 

1. A professional semester demands that students be part 
of the professional team in the school by: assuming 
initiative, participating collaboratively, being innovative 
and creative, assuming responsibilities, and developing a 
sense of ethics in the process of becoming professionals. 

2. Apprentices will document a whole language classroom 
and develop a profile of the classroom that serves the 
needs of the classroom's students and teacher. 

3. Apprentices will kidwatch and document the learning of 
a child as negotiated with the cooperating teacher and 
University staff. 

4. Apprentices will be responsible for planning a series 
of activities as part of a theme cycle taking place in the 
classroom. The planning will be done in collaboration with 
the classroom teacher and the librarian. 
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5. Apprentices will maintain an interactive journal with 
university faculty. The apprentices will use their journal 
to reflect on the university class experiences, their 
Borton classroom observations, readings, and other thoughts 
about whole language and becoming a professional. 

6. Apprentices will participate in an ongoing theme study 
within the university classroom. 

7. The apprentices are responsible for class readings. 
These will include: 

*Two professional texts to be read in common by all 
apprentices including: 

a. What's Whole in Whole Language by Ken Goodman 

b. The Whole Language Catalog or The Whole Language 
Catalog of Authentic Assessment by Goodman, Goodman, and 
Bird. 

*Two social studies texts to be read in common by all 
apprentices including: 

a. If This Is Social Studies, Why Isn't It Boring? 
by Stephanie Steffy and Wendy Hood or The History Workshop 
by Jorgenson. 

b. Rethinking Columbus or Teaching for Equity and 
Social Justice, both from the "Rethinking Schools" series. 

*Two self-selected texts (one in language arts or 
reading and one is social studies) read as a literature 
study. 

*Children's literature read individually and shared 
with the group. 

10. Apprentices will read selected articles from the whole 
language box and from professional journals in language 
arts, reading, and social studies. Journal selections may 
include: 

*The Reading Teacher 
*The New Advocate 
*Social Studies and the Young Learner 
*Young Children 
*Childhood Education 
*Theory into Practice 
*Art Education 

11. Apprentices will actively participate as members on 
one or more of the following university classroom 
committees: 

*Daily Opening 



*Daily Coffee and Goodies 
*Hospitality 
*Environment 
*Professional Literature 
*Political and Educational Awareness 
*Liaison to the Whole Language Graduate Course 

(K. Goodman, Y. Goodman, R. Meyer, K. Whitmore, R. Saez
Vega, T. Greene, 1990-1996) 
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JANUARY 12 
cafeteria 

JANUARY 13 
library 

JANUARY 16 

JANUARY 17 
library 

JANUARY 20 
new class 

JANUARY 23 

JANUARY 24 

APPENDIX D 

DAILY AGENDAS 

introductions 
opening 
objectives 
assignments 
Friday's schedule 
"the move" 
Bob Wortman 
Kathy Lohse 

brainstorming 
Borton tour(8:15) 
Deb Jacobson's for books and TAWL 

MLK B'DAY HOLIDAY 

opening 
community tour 
community discussion 
committee organization 
time/place for move 
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Monday's plan(Where do we meet at the park?) 

PLANNING SESSION ONLY 
set-up 
planning sessions 
committees 
mid-term/final conferences 
apprentices not placed at Borton 
overview/vision of curriculum 

opening 
room arrangement 
discuss community tour 
start "What's Whole" 
committee organization 
overview of calendars 

opening 
committee reports 
groups for "What's Whole" 
schooling theme 
school sign-up 



JANUARY 30 

JANUARY 31 

FEBRUARY 6 

FEBRUARY 7 

FEBRUARY 13 

FEBRUARY 14 

Bob's tour 
journal groups 

opening 
announcements 
discuss classroom visits 
schooling-best/not-so-great experiences 
"What's whole" 
10:00 Perry McCauley 
organize lit groups 
journals due this week 

opening 
announcements 
school sign-up 
organize lit groups 
continue schooling 
kidwatching/evaluation 
journals 
letters for classroom visits 

opening 
announcements 
literature groups by Jean 
break into groups 
meet with journal groups 
discuss classroom observations 
schooling-worst experiences 
turn-in requests 

opening 
announcements 
literature groups from an early childhood 

perspective by Veronica 
Wildcat lit groups 
schooling questions 
beliefs game 
apprenticeship class~ooms 

opening 
announcements 
the reading process 
wildcat literture groups 
schooling 
journals due 

opening 
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FEBRUARY 20 

FEBRUARY 21 

FEBRUARY 27 

announcements 
discuss classroom observations 
reading process and miscues 
guided reading by steve 
schooling 

opening 
announc.ements 
miscue-Yetta and Amy 
schooling and questions 

literature groups 
opening 
announcements 
reading programs 
miscue markings 
schooling groups 
classroom introductions 

opening 
announcements 
reading centers 
Caryl Crowell--miscue in Spanish 
schooling groups 

MARCH 6 schooling groups 
announcements 
opening 
writing process {talk about packets) 
summarize the reading process 
evaluation/class 
Don Howard 

MARCH 7 wildcat lit groups 
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8:45 student teaching panel--Amy and Dana 
writing process 
Dana Fox--reader response 

MARCH 12 & 13 SPRING BREAK 

MARCH 20 Welcome back 
last lit group meeting 
opening 
announcments 
9:00 Teri Melendez--curriculum negotiation 
writing process 
spelling presentation 



MARCH 21 

MARCH 27 

MARCH 28 

APRIL 3 

APRIL 4 

planning objectives 
journal due 
writing packets 

schooling groups 
opening 
announcements 
9:00 Sandra Wilde-spelling 
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10:35 Lois Marecek--counselor in WL school 
journals 
read this weekend & bring Soc Stud book next 
week 

schooling groups 
opening 
announcements 
9:00 Bob Wortman on discipline 
writing process-Jennifer and Jordan 
organize social studies groups 
share introductions 

opening 
announcements 
9:00 Betty O--Library in a WL School 
Writing process--Jennifer and Jordan 
Theme immersion group presentation 
form social studies groups 
share introductions 

opening 
announcements 
writing process--Jennifer and Jordan 
social studies 
schooling groups 
organize social studies groups 
theme cycles 
Bob on pinworms and other health 
documentation of a child--due April 24 
journals 

opening 
annouIlcements 
theme immersion with fine arts emphasis 
presentations 
social stUdies 
schooling groups 
10:30 Kathy Loshe on bilingual ed 



APRIL 10 

APRIL 11 

APRIL 17 

APRIL 18 

APRIL 24 

APRIL 25 

MAY 1 

10:05 Kay Rukasin-fine arts (part of 
group) 

opening 
announcements 
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David Schwarzer-WL foreign language teaching 
authoring cycle presentation 
journal groups 
schooling groups 

opening 
announcements 
8:40 Kay Stritzel-play in educational 

programs 
social studies 
social studies groups 
10:30 Kathy Lohse and Raquel on bilingual ed 

schooling groups 
Mieko--Big Turnip in Japanese 
break 
opening 
announcements 
planning overview 
discuss Willis and Thursday's events 
Cambourne's conditions 
dismissal 

announcements 
opening 
Peterson group presentation 
social studies groups 
social studies 
school group presentation 
10:00 Ken Goodman 

no agenda at Warren 

opening 
announcements 
Liz Rivera-sped in a WL school 
social studies 
social studies groups 

opening 
announcements 
8:40 Gloria Olea 



MAY 2 

MAY 8 

MAY 9 

planning 
subbing/getting started 
Congrats 
Yetta's stuff 
party 

teaching overseas 
opening 
announcements 
alumni panel 
Yetta's questions 
steve on parents 

block evaluation 
master's program 
Yetta's questions 
student presentations 
Elizabeth 
Teresa 
Barb 
Karise 
Rachel 
Lesley 
Jessica 
Frances 
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Social studies group-Laurie, Cassie, Linda, 
Stacie 
Reading process schooling group 

block evaluation 
master's program 
Yetta's questions 
student presentations 
Monica 
Power schooling group(Tom, Staci, Cassie, 

Roxanne, Robin, Leesa, Laurie) 
Roxanne 
Social studies history workshop (Jessica, 

Robin, Elizabeth) 
Linda 
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