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ABSTRACT 

This qualitative case study examines the influence of a 

whole language methods course on a preservice teacher's ideas 

and student teaching performance. In addition it explores 

significant problems the participant had when she attempted 

to apply theory in practice eind the influence of block 

instructors, classroom teachers, primary school students, and 

block classmates on the participant's development in whole 

language. The study took place during the participant's 

whole language block semester at the University of Arizona in 

Tucson, in which preservice teachers learned teaching methods 

in language arts, reading, and social studies through both 

classroom sessions and a practicum at Borton Primary Magnet 

School, whose principal was a well-known proponent of whole 

language education. The participant's apprenticeship 

classroom teacher utilized an integrated curriculum in a 

holistic paradigm. The study continued until the participant 

finished her student teaching in the same classroom. 

The data included exchange journals, videotapes, field 

notes, audiotapes, oral interviews, dociiments, memos, and 

photographs. K. S. Goodman's five pillars of whole language 

and Cambourne's eight optimal conditions for learning were 

used as frameworks for the data analysis. The results of the 

analysis were presented in chronological and analytical 

descriptions. The chronological description portrayed the 

stages of the participant's growth in whole language during 

the block semester and her attempts to translate theory into 
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use during student teaching. The analytical description 

elaborated the results of the data analysis within the two 

whole language frameworks. 

The results of this study ertphasize the importance of 

immersion in whole language in order to develop in whole 

language, the value of the transactional paradigm in teaching 

and learning, and the power of a community of learners. 



CHAPTER ONE 

MY EVOLUTION AS AN EDUCATOR AND THE EVOLUTION OF THIS STUDY 

This stucSy examines how a preservice teacher who wanted 

to learn the whole language educational philosophy developed 

in her theoretical knowledge and pedagogical proficiency 

during the two consecutive semesters of her senior year. The 

first semester was a whole language block program for 

preservice teachers; the second was her student teaching. 

Why Did I Study Whole Language? 

My school life as a student in Japan was far from 

joyful. The learning process was passive, its main task the 

memorization of bits of knowledge imparted by teachers and 

textbooks. However, I studied hard, since test scores are 

extremely inportant in Japanese society and are required for 

entrance into high school and college. 

When I was in junior college, I listened to an elderly 

scholar's lecture on Socrates. He talked about wisdom, 

explaining that real wisdom means thinking about what is good 

and what is not and then deciding to do something good. It 

was an eye-opening and pivotal experience. I was shocked to 

reflect on myself as a student spending so many hours and so 

much energy just memorizing things that the teachers or 

textbooks taught. I realized I was not learning how to be a 

hiraian being developing wisdom. 

I read this scholar's books, listened to his lectures, 

and watched videos of lectures he gave to elementary school 
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students. I was surprised to see these younger students 

deeply involved and giving their full concentration to what 

he had to say. Essays the students wrote reflecting on these 

lectures revealed their enjoyment of the activity of 

thinking, of trying to define and understand the nature of 

wisdom. I began to wish that I could return to elementary 

school and begin my studies over again, not to memorize 

knowledge, but to leam to think. 

At that point, I decided to become an elementary school 

teacher so that I could follow this approach and leam with 

it^ students. While I understood that I needed to be 

responsible for students' learning and growth in the various 

subject areas, I also wanted to be a teacher who pursued 

wisdom with students. 

My early professional life also took place in Japan. 

Because I had a specific purpose in wanting to teach, I was 

not enthusiastic about my preservice teacher education 

program, in which I learned the traditional methods of 

teaching that I now believed were seriously flawed. Once I 

began to teach, I was always seeking ways to involve all 

students in learning what they and I wanted to leam more 

about. Teachers' manuals were useful for fulfilling the 

mandated curricul\iin, but I observed that my students cind I 

were itiuch more active and enthusiastic when studying 

something about which we truly wanted to know more, and that 

they were learning imaltiple subject areas and often exceeding 

the textbooks in breadth and corri5lexity of learning. 

The content of most Japanese professional literature is 
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limited to formulaic teaching methods for specific subject 

matter and skills. Teachers' manuals fail to address 

techniques for dealing with individual students. Although I 

did find great joy and discovery during itv 9-1/2 years of 

teaching--elementary (all subjects) and middle school 

(English as A Foreign Language) , rt^ ideas and practices were 

often hampered by the mandated curriculum, inadequate 

textbooks, and pressure from colleagues and administrative 

staff to conform to the status quo of a very traditional, 

structured, and rigid educational system. 

I was extremely excited when, as a student in a masters 

degree program in the United States, I discovered whole 

language. I recognized that it was what I was trying to do in 

my classroom and what I was seeking in teaching. Whole 

language clarified and defined many ideas which I could not 

conceptualize or verbalize well when explaining my thoughts 

to other people. I observed own growth through an 

acquaintance with whole language, and my research interest 

became: how an preservice teacher can become a whole language 

educator. 

My study of whole language in the United States has 

provided opportunities for broadening my understanding of 

educational theory and for innovation in my classroom 

practice. And, it has reinforced my belief in the inijortcince 

of treating each student as an individual human being. In 

the whole language environment, each student's unique process 

of development in learning is acknowledged and nurtured, 

while in the traditional system, each is required to reach 
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the objectives imposed by teachers (Weaver, 1992). The 

differences between traditional education and whole language 

are often explained by describing traditional education as a 

transmissional model, in which students acquire knowledge 

from teachers and textbooks, and whole language as a 

transactional model, in which students have a primarily 

active role in deciding what to leam and what experiences 

will contribute to their learning. In the transmissional 

model, learning is expected to be laniform. Consequently, 

evaluation is dependent on test performances and many 

students "fail" (Weaver, 1992). From the whole language 

perspective, in a democratic society, education should be for 

all children and each individual child's growth should be 

valued. Through early professional experiences and my 

growth in understanding of whole language, I have come to 

understand the importance of the transactional model in 

education. In this model, the teacher's role in the 

classroom is that of a facilitator of a community of 

learners. 

Why whole Language in Preservice Teacher Education? 

The more I understand whole language, the more I realize 

the iitportance of preservice and inservice teacher education 

in the inplementation of whole language. Preservice teachers 

who explore whole language before they start their 

professional careers can implement whole language in their 

classrooms before they become entrenched in the much more 

prevalent traditional model. Since understanding whole 
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language requires an understanding of the transactional model 

of education, it is necessary for teachers who were educated 

in the transmissional model, with no exposure to whole 

language and the transactional model, to shift their 

paradigm. This does not mean the acquisition of another 

technique or method, but rather a complete change in their 

view of education. It is very difficult to make this change, 

and, although some teachers do make the effort and succeed, 

preservice whole language teacher education is a much more 

efficient means for developing whole language teachers. 

Whole Language Block and Role in the Study 

Undergraduate students at the University of Arizona 

Teaching and Teacher Education Department are required to 

take a "methods block" in the semester prior to their student 

teaching. Each of three methods blocks offered, two 

traditional and one whole language, is con^^rised of methods 

classes on the five major elementary subject areas. The 

students choose a block after a meeting at which each of the 

blocks is described to them. The whole language block serves 

those students interested in learning about and implementing 

whole language, and they are expected to leam about the 

theory and practice of whole language before they begin their 

student teaching. 

I participated in the whole language block in the spring 

1996 semester as a graduate intern and in the spring of 1997 

as a member of the faculty. In addition, I conducted 

qualitative research during the spring 1996 semester on the 
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impact of the whole language block on one participant's 

learning of the whole language philosophy of teaching and her 

ability to apply it in the semester-long classroom 

apprenticeship. Then, to examine the influence of the whole 

language block on student teachers, I followed this student 

very closely, and three others to a lesser extent, through 

their student teaching in the fall of 1996. The four case 

studies allowed me to observe different aspects of 

professional growth, and each student teacher showed unique 

development in the practice of whole language. 

I decided to focus rt^ inquiry on an in-depth analysis of 

the data I had gathered on the participant in the initial 

case study to determine the impact of the whole language 

theoretical framework on her apprenticeship and student 

teaching practice. The data consisted of field notes of 

classroom observations; videotapes of small group 

discussions, mini-lessons, and whole class lessons; 

audiotapes of student teacher meetings; exchange journals, or 

written interviews; administrative forms required by the 

university, and photographs. 

Research Questions 

The goal of this study was to examine a preservice 

teacher's growth in whole language. The research questions 

that formed the basis of my inquijry involved many aspects of 

the participant's experience and were developed with the 

intention that the answers to them would reveal a 

comprehensive picture of her growth. 



My main research question was: In what ways were the 

participant's ideas and student teaching performance 

influenced by the whole language block? I also sought 

answers to these questions; What significant challenges did 

the participant face when she attempted to put theory into 

practice? And, in what ways was the participant's 

development in whole language influenced by instructors, 

classroom teachers, primary school students, block 

classmates, and fellow student teachers? 

Inportance of This Study 

Research on the whole language block and participant 

growth has already been done. Greene's (1995) qualitative 

research ainalyzed the whole language block program and, 

through four case studies, its impact on teacher candidates' 

beliefs. However, the influence of the block program on a 

particular student's student teaching had not yet been 

explored. This study will contribute to the field of 

education qualitative research describing the process of 

growth in a preservice teacher, in the context of a whole 

language preservice teacher education program, through 

detailed chronological and analytical descriptions of her 

development. This study's significance is its examination of 

the influence of a whole language block program on a 

preservice teacher's ideas and performance during her 

apprenticeship and student teaching. 

By contributing to an understanding of the influence of 

such preservice teacher education programs, this research 
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will be valuable to education faculty in evaluating the 

efficacy of programs similar to this block program and 

improving their impact, or in planning and establishing 

similar programs. The results of the study may contribute to 

the proliferation of whole language in preservice teacher 

education programs. By affecting the quality of preservice 

teacher education programs, this study will eventually affect 

the quality of education provided by new teachers to their 

students. Secondarily, this study may contribute to the 

development of applications of whole language in the Japanese 

education system, both at the primary level and for English 

as a Foreign Language in secondary education. 

This study will also contribute to an assessment of the 

value of a qualitative, observational, naturalistic study in 

an elementary classroom. For example, having a researcher in 

the classroom during the two semesters of data collection, 

the elementary students observed the participant in the role 

of adult learner, contributing to their understanding that 

adults are learners, too. 

Finally, the participant's own reflections on her 

experiences and her growth during these two semesters, 

written as the year progressed, can themselves contribute to 

more effective design of whole language preservice teacher 

education programs. 



CHAPTER TWO 

REVIEW OF THE LITERATURE AND THEORETICAL FRAMEWORK 

I begin this section with a discussion of some concepts 

about learning. I then discuss whole language as a 

philosophy, the development of whole language concepts, 

defining whole language, some theoretical foundations of 

whole language teaching, and whole language in preservice and 

inservice teacher education. 

Some Concepts About Learning 

Edelsky, Altwerger, and Flores (1991) describe learning 

in terms of four concepts: it is a social process; it is best 

achieved through direct engagement and experience; it is 

driven by learners' purposes and intentions; it involves 

hypothesis testing, (p. 24-25) 

Learning as a Social Process 

According to Edelsky et al. (1991), all learning "occurs 

in social contexts and is mediated by others" (p. 23). A 

social context is present even when learning on one's own, 

since socially formed meanings and memories are utilized. 

Whole language educators are aware of the iir^jortance of 

individual interactions with the environment (Piaget, 1967), 

and they emphasize the importance of social interaction, 

which Vygotsky (197 8) described as the social nature of 

learning. He specified the external-to-internal 

developmental progression for human learning, saying that 
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every aspect of cultural development appears twice: first on 

the social level and later on the individual level, that is, 

first between people, and then inside the child. 

Learning Through Direct Engagement and Experience 

Edelsky et al. borrow Freire's (197 0) language to 

elucidate this factor in learning, which is a blend of 

Piaget's and Dewey's view of learning through active 

engagement: 

Education must ... encourage students to become knowing 

Subjects (with the power to act on their reality) rather 

than passive Objects (vessels to be filled by the 

teacher), which means that schools should not be places 

to learn primarily what textbook writers say that 

previous scholars have learned; they should be places to 

do science as scientists do, places to do history as 

historians do, and so on. (p. 25) 

Short (1991) says, "Learning involves bringing meaning 

to our experiences by searching for and creating a new unity 

from those experiences through intertextual ties" (p. 18). 

When learning is artificially broken into parts, it is harder 

to find the connections. As enlightened and knowledgeable 

teachers recognize, "it is only when learning occurs within 

the natural complexity of life experiences that learners are 

able to make connections that are more varied and personal" 

(p.21). 
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Learning Driven bv Learners' Purposes and Tntent-ions 

Edelsky et al. state, "It is purpose that makes the 

learning occur" (p. 25). while others can provide beneficial 

input, they cannot cause learning; only the learner's purpose 

can. Common extrinsic purposes for learning--"motivational" 

rewards such as grades and recognition, make the learning 

arbitrary and empty, and gradually the "motivators," too, 

lose their value. 

Learning Through Hypothesis Testing 

Ownership applies to this element of learning as well. 

When learners retain ownership of their learning, they can 

experiment with their own hypotheses. While students' 

hypotheses and conclusions might be different from those 

expected by their teachers, the role of education should not 

be just teaching correct answers. Edelsky et al. maintain 

that "it should be to provide [learners] with the resources 

that enable them to evaluate and revise their hypotheses. 

Learning happens in this process of reevaluation" (p. 26). 

K. S. Goodmaja (1991) concurs: "We leam in the real 

world as we encounter new situations and live through 

experiences. Learning is continuous in authentic problem-

solving situations" (p. 23) . 

Whole Language as a Philosophy 

y. M. Goodman (1997) describes whole language as a 

complete pedagogy which is not limited to explaining language 

development, but which explains the essence of teaching and 
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learning theory. She often refers to the picture book. Crow 

Bov. to explain what whole language is and what learning 

means in the context of whole language. In this book, a 

Japanese boy spends his childhood as an isolate, belittled 

and kept at a distance by peers and teachers. During this 

time, he gained much from wandering the nearby hills, 

observing nature, and pondering the world, but not until he 

reached sixth grade did any teacher express interest in what 

he had learned from his experiences outside of school. 

Goodman and Goodman (1990) identify this teacher as a whole 

language teacher, who values learners' lives and builds upon 

what they leam from them, who values both teachers and 

learners and makes little distinction between them. 

Underlying Theory of Whole Language 

The story of Crow Boy symbolizes that whole language is 

not a method in a school system. Y. M. Goodman (1991) 

outlines the solid theoretical basis of whole language in 

pedagogy, psychology, and sociology, established by John 

Dewey, Lev Vygots3<y, and Jean Piaget. Long before these 

prominent scholars, the 17th-century Moravian educator 

Comenius applied a child-centered view similar to whole 

language. 

Dewey (1938, 1943) emphasized the importance of 

learners' experiences and curriculum integration. He 

believed that school should not be a place for children to 

prepare for the real world, but it should be their real 

world. He criticized the school system's tendency to 
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differentiate learners' school and home cultures. 

One of Vygotsky's (1978) best-knovm concepts is that of 

situational definition. For a child, the definition of a 

situation is what he or she can do—his or her developmental 

level. For an infant, reading a book means eating it. The 

adult's more mature definition of reading a book is not 

realistic for a young child. So the parent or teacher 

constructs a third definition: what the child can do with 

assistance, which is usually in the form of verbal mediation. 

These three components are at work for any situation where 

there is a learner, novice, or initiate with a low level of 

coirpetence. The expert, who knows the mature definition of 

the situation, decides on a definition tliat the learner can 

be helped to attain. 

A related concept central to Vygotsky's theory is the 

"Zone of Proximal Development" [ZPD], a sensitive factor in 

the learning process. It's the distance between a child's 

actual performance level and his or her potential level, when 

a psychological tool can be acquired if help is provided. 

While Vygotsky intended his theory to be descriptive, 

not prescriptive, there are inplications for teaching. Y. M. 

Goodman stresses the importance of the teacher's role in 

learning in light of the ZPD: "The student does not leam in 

isolation but is supported, and unfortunately, sometimes 

thwarted, in language and thinking development by others in 

the school environment" (1989). 

Piaget and his colleagues found that children do not 

wait to be taught but develop their own conceptualizations 
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(Ferreiro & Tatoerosky, 1982). Ferreiro and Taberosky studied 

young children's literacy and fovind that progress in literacy 

does not come about through advances in decoding and copying 

words in isolation. While educators are aware that all 

children enter school with some language ability, schools' 

literacy activities are frequently based on this assunption: 

. . ..critical initiation to the learning of written 

language comes through the acquisition of skills and 

through specific exercises. School is directed toward 

passive children who know nothing, who must be taught 

....In short, school is not directed toward children as 

we know them from Piagetian psychology. Piaget has 

demonstrated the necessary passage through constructive 

error in other domains of knowledge acquisition {p.280-

281) . 

These major theorists' work form the essence of whole 

language. It is not merely a set of instructions for 

language learning, but a philosophy of how a teacher, a 

classroom, and a school can help all learners maximize their 

learning ability. 

Other more recent researchers and educators have added 

the concept of natural language learning to the whole 

language philosophy. Cairiboume (1988), for exairple, believes 

that "the oral and written forms of the language are only 

superficially different" (p. 28) and the natural conditions 

which make the oral form of language so readily learned 

should be simulated, to the extent possible, for literacy 

learning: 



It is much more satisfying to believe that there is a 

single, vinitary, very effective process of learning 

exemplified by learning to talk and that over the long 

period of hiaman evolution, the brain has evolved so 

that it prefers to leam this way and that most 

learning, especially language-related learning, proceeds 

most effectively under these conditions, {p. 42) 

Defining whole Language 

Although the theory underlying whole language is solid, 

it is not easy to categorize or define. Whole language has 

been referred to as a grassroots movement, a philosophy, and 

a new professionalism. Watson (1995) offers a reason why 

whole language has been difficult to define: many advocates 

are intense in their rejection of a dictionary-type 

definition, others disapprove of proposed definitions, and 

whole language teachers, who have the most expertise, have 

rarely been consulted. In the context of her eirphasis on the 

wholeness of language. Weaver (1990) characterizes whole 

language as "a perspective on education that is supported by 

beliefs about learners and learning, teachers and teaching, 

language and curriculum" (p. 3). It is a whole or authentic 

literacy philosophy, a belief system about the nature of 

learning and how it can be fostered in classrooms and 

schools. Specifically, she means a program in which language 

remains whole, not fragmented into scope-and-sequence skills. 

Learners• literacy strategies develop in a context of 

authentic literacy events and the language arts penetrate all 



areas of the curriculiim and even beyond the curriculiam, for 

integrated lifelong learning is encouraged in all aspects of 

students' lives. 

Watson's broad perspective on learning and her belief in 

the lifelong influence of whole language arose from her 

recognition that "meaningful and enduring learning occurs 

most readily as the result of an active process of meaning-

making, rather than a passive process of filling in blanks or 

repeating or recopying information presented by the teacher 

or the text" (p. 8). 

Watson's explanations are the key to understanding whole 

language. It is not a method or set of materials; it is a 

philosophy. Many other advocates of whole language, such as 

those cited below, also emphasize this point. For this 

reason, as Weaver (1992) says, whole language cannot sinply 

be mandated within a school system. 

Zarry (1991) agrees that "whole language is a teaching 

philosophy, not just a bag of classroom activities to pick 

and choose. Whole language represents a total theoretical 

framework to curriculum development" (p. 23) . Edelsky, 

Altwerger, and Flores (1991) say "whole language is a 

professional theory, an explicit theory in practice. That 

is, it is neither theory divorced from practice nor practice 

that is blind to its own theory" (p. 7). All of these 

descriptions indicate why whole language cannot be defined by 

a succinct dictionary definition and what a transition to 

whole language teaching implies for teachers. Newman and 

Church (1990) noted, "Because whole language was not a 



program to be defined and mandated, but a belief system that 

was in a constant process of evolution and implementation, 

everyone involved in in^slementing whole language philosophy 

had to become a learner" (p. 24). 

Cordeiro (1992) puts it this way: 

Whole language and whole learning are not teaching 

methodologies, sets of lesson packets....Rather, they 

are exciting and energizing concepts. Teachers up 

through the grades are renewing themselves and their 

students through working with language in a whole way 

and the literacy events that give language life and 

meaning, (p. 6) 

Watson (1995) summarizes that "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. 8). Again, the 

iit^jlication is that since whole language is not a set 

program, it cannot be mandated. The path to becoming a whole 

language practitioner is different for each teacher, and it 

is up to each to create a whole language learning environment 

in the context of the students' needs and the class dynamic. 

Five Pillars of Whole Language 

Ken Goodman (1986) identified four htjmanistic-scientific 

pillars that firmly support whole language (p. 26). Later, 

he added one more pillar and now defines whole language as a 

pedagogy explained in terms of these five pillars: learning, 
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The Learning Pillar 

In Goodman's view, "language development is a holistic 

personal-social achievement" (p. 26). His learning theory 

specifies that: 

Language learning is easy when it's whole, real and 

relevant Language is both personal and social 

Language is learned as pupils leam through language and 

about language, all simultaneously in the context 

of authentic speech and literacy events. . . .Language 

development is empowering; the learner "owns" the 

process...-Language learning is learning how to mean; 

how to make sense of the world in the [social] 

context.... (p. 26) 

While Goodman's theory pertains to language learning, in 

a broader perspective, its tenets apply to other learning as 

well. Edelsky, Altwerger, and Flores (1991) explain; 

It is true: the theoretical bases of whole language 

do concern language and language learning. But 

those bases are relevant to learning in general, 

not just learning to read and write. Moreover, 

because learning language happens in the course of 

attending to and learning something else, whole 

language is necessarily about all the "something 

elses" in the curriculiim. That is, whole language 

teachers' common beliefs about language learning 

lead to a certain position on learning in general 



and on curriculum, (p. 23) 

K. S. Goocaman (1991) also unites language and learning: 

"Human interaction is dependent on language, so human 

language is the means of communication and of thought. it is 

also the medium of hiaman learning" (p. 23) . 

The Language Pillar 

Goodman (1991) wrote: 

Human interaction is dependent on language, so hiiman 

language is the means of communication and of thought. 

It is also the medium of human learning; our ability to 

think symbolically is transformed by language into an 

ability to represent anything we experience or 

think, (p. 23) 

He asserts that this pillar is also based on research 

and theory about language as a semiotic system with both oral 

and written forms. 

Edelsky et al. (1991) examine the whole language view of 

language, which describes language as a predictable social 

semiotic supersystem composed of interdependent, inseparable 

subsystems. 

Language creates meaning through socially related 

conventions (Halliday, 1978). Edelsky et al. wrote, "The 

meanings for texts are not in the text or even in the 

language. Language can only mean what its community of users 

know--the meaning users have attached to the experiences they 

have had" (p. 13) . And, potential meanings for a language 

community's language expand as they have new experiences. 
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According to Bakhtin (1986), it is not specific meanings that 

are socially determined, but the range of potential meanings, 

which comes from each person's lifetime of multifarious 

communication. 

Language is cortposed of these subsystems: phonological, 

graphic or gestural (in sign language), syntactic, semantic, 

and pragmatic. These subsystems cannot exist on their own, 

but they are always interdependent and inseparable, operating 

simultaneously as a means of conveying the meaning which 

occurs in the social context of communication. 

The simultaneous operation of these subsystems make 

language predictable (Smith, 1971). Edelsky et al. 

elaborate: 

...readers get cues about later words, sentence 

types and meanings from more than just a single system. 

Language is redundant, offering multiple cues from many 

directions, and enabling the language user to predict 

anything from the next word to the gist of a whole text, 

(p. 13) 

Goodman (1986) cites these characteristics of language 

as the foundation of the language pillar of whole language: 

"In language, the whole is always more than the siam of the 

parts. .. .Language is language only when it's whole" (p. 27). 

The minimal functional, sense-bearing unit is connected 

spoken or written discourse. Reading and writing, like 

speaking and listening, are dynamic, constructive processes. 



The Teaching Pillar 

Newman and Church (1990) said that implementing whole 

language will be possible when teachers try to be learners. 

But before educators can leam and apply this new philosophy 

of teaching, a paradigm shift is needed if they are to move 

from the traditional view of educational practice toward 

whole language as an assumptive base. 

The traditional model of education is primarily derived 

from behavioral psychology (Weaver, 1992). Paraphrasing K. 

Goodman, Shannon, Freeman, and Murphy (1988), Weaver says 

that this model "gave rise to instruction that reduced 

reading to minute skills, then 'taught' reading as a matter 

of practicing those skills, and demonstrated reading 

achievement on tests that assessed mastery of those skills in 

isolation" (p. 14). 

Weaver (1992) says a far different belief system gave 

rise to whole language: "It derives particularly from 

research into the nature and course of cognitive development, 

the nature and facilitation of language acquisition and 

emergent literacy, and nature of comprehension and the 

reading process" (p. 14). Citing Weaver, 1990, and Monson 

and Pahl, 1991, Weaver says the whole language view has been 

called a "transactional" paradigm, while the traditional one 

has been called a "transmission" paradigm. Weaver (1992, p. 

15) contrasts the differences between these paradigms of 

learning and teaching (Table 1): 
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Table 1 

Transmission Versus Transactional Paradigm 
of Learning and Teaching 

Transmission Transactional 

Teacher dispenses 
curriculum. 

Students passively 
practice skills, 
memorize facts. 

Avoiding mistakes is 
highly valued. 

Performance on tests is 
highly valued. 

Learning is expected to 
be uniform: expectations 
are the same for all: 
therefore, many students 
"fail." 

Teacher negotiates 
curriculum with students. 

Students actively 
construct concepts and 
meaning. 

Developing own hypotheses 
and taking risks are 
important. 

Engaging in meaningful 
learning experiences is 
valued more than test 
scores. 

Learning is expected to 
be individual: unique 
growth is expected. 
Evaluation is success-
oriented. 

Weaver (1992) adds that the same principles of learning 

generally apply to adults—teachers and administrators—as to 

children. 

Goodman and Goodman (1991) describe the transactional 

view of teaching and learning as inseparable and 

interdependent: 

Teaching and learning are transactional processes. We 

adapt the term transaction from John Dewey's use of it. 

In transactions, all the elements involved in the 

processes are changed. So in classroom transactions. 
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teachers and learners are changed. The idea that 

teaching can control learning or that each act of 

teaching results in an act of learning in each learner 

is too simplistic. Teachers leam and learners teach 

and as they transact each is changed, (p. 50) 

Newman (1991) says it isn't easy for teachers to make 

the transition from a transmissional education model to an 

open, learning-centered environment: 

It involves recognizing that what we'd like to have 

happen in our classroom and our ability to make sense of 

what students are trying to do will be in need of 

continuous revision. There is no single right way, no 

one right answer to any question about teaching. Every 

question can, and perhaps should, be answered with "It 

depends." (p. 211) 

K. S. Goodman (1991) concludes that "putting the learner 

at the center of education necessarily means that classrooms 

can't be teacher centered. That doesn't mean less of a role 

for the teacher. But it means that the teacher plays a more 

subtle, supporting role" (p. 215). 

The Curriculum Pillar 

Whole language curriculum is expansive and stimulating. 

It is felicitous for all learners, for it builds outward from 

wherever learners are in language development and knowledge. 

Watson (1995) comments that the whole language curriculum 

encourages learners to make their own links to meaning 

through writing and reading. 
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K. S. Goodman (1986, 1991) outlined the foundation of 

curriculum in whole language as a union of humanistic 

educational and social philosophy with science. The 

positive, child-centered philosophy of progressive educators 

supports their knowledge of language, learning, child 

development, and teaching, and is guided by the goals of 

integration, authenticity and relevance, and student 

oxmership and choice. 

Greene (1995) refers to whole language curriculum as a 

dual curriculiam: language and cognitive development 

concurrent with content learning. Goodman (1986) describes 

the key whole language principle of curriculum integration: 

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....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 language functions, (p. 30) 

Edelsky et al. (1991) discuss theme cycles as central to 

the whole language learning process. In the context of an 

integrated thematic unit, where subject matter is not 

coir^iartmentalized, student interest generates the inquiry 

process, through which further unanswered questions are 
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generated, initiating the next phase of the cycle, and so on. 

Thematic iinits are a way to organize the theme cycle 

concept and the dual objectives of language and cognitive 

development and content learning through integration of the 

subject areas. Integration through theme study provides 

direct and purposeful opportunities for students to read, 

write, speak, and listen, enabling them to leam language as 

they solve problems and build knowledge. Goodman (1986) says 

"A unit provides a focal point for inquiry, for use of 

language, for cognitive development. It involves pupils in 

planning, and gives them choices of authentic, relevant 

activities within productive studies" (p. 31). Integration 

through thematic units is often referred to as "language 

across the curriculum." 

Goodman (1986) advises that learners "need to feel that 

what they are doing through language they have chosen to do 

because it is useful, or interesting, or fun for them" (p. 

31) . They should feel that the activities and processes are 

their own choices, not merely assignments or what the teacher 

wants them to do. 

Whole language curriculum is not handed down to the 

school from the state education department but created by 

teachers and their students to reach their learning goals. 

Short and Burke (1991) describe curriculum not as inflexible 

directives but as educators' applications of their knowledge 

of the nature of learning, the optimal content for individual 

learners, and the conditions that support learning. Short, 

Harste, and Burke (1996) say that writing down curriculxom 
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serves an organizational tool for teachers to think about 

their classrooms, make adjustments in the present, envision 

new possibilities, and plan for the future based on analysis 

of the past. 

The Communitv Pillar 

Greene (1995) explains the role of the two communities 

that support and enhance the learning of students in schools: 

the social micro-community of the classroom and the larger 

macro-community outside the school. She says the macro-

community also provides authentic resources in support of 

literacy events within the learning environment. 

Goodman (1991) reflects on the micro-community: 

I didn't think of my classroom, so many years ago, as a 

whole language classroom. But I knew that if I wanted 

my kids to leam to live as citizens in a democracy, I 

had to involve them in the governance of their own 

classroom. I knew that classroom had to be a place 

where they could share their experiences, their 

triunphs, and their defeats. I knew that they had to 

feel comfortable taking risks, speaking out, and 

transacting with each other. I knew that if they didn't 

leam to accept each other in the sheltered social 

environment of our classroom, they were not likely to do 

so outside in the larger community, (p. 338) 

Lindfors (1994) explains why, in order for whole 

language to succeed, it is essential to build a community of 

learners: "Whole language has everything to do with 
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community, for it is within communities that language 

development and use necessarily occur" (p. 57). Since 

language is both unique and xiniversal, individual and social, 

and inextricably entwined with self, with thought, and with 

community then, in a classroom community where individual 

voice--self and expression of self--is valued by a cohesive, 

supportive group, "children's distinct, individual voices can 

contribute to the development of one another's minds" (p. 

57) . 

Goodman's five pillars both clarify what whole language 

is and show it to be a complete pedagogy. Although he 

describes these pillars in the context of language 

development, Y. M. Goodman (1997) notes that they also apply 

to whole language in the context of pedagogy. In a whole 

language classroom, these pillars should undergird the 

process of learning. 

Camboume' s Conditions of Learning 

As my research focuses on the process of learning in 

whole language, I want to explore Brian Camboume's (1988) 

optimal conditions for learning, because they provide a 

corri)rehensive and useful model for analyzing the data I 

collected. Camboume identified, within the framework of a 

community of language users where young leamers are 

continuously in contact with proficient users, eight 

conditions that contribute to the leaming process. These 

are: immersion, demonstration, engagement, expectation. 
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responsibility, use, approximation, and response. Camboume 

presents these conditions as they apply to literacy learning, 

but he adds his belief that they apply to other learning as 

well. 

Camboume' s conditions of learning are summarized below. 

Immersion 

"Learners need to be immersed in text of all kinds" (p. 

33) : They need both learner- and teacher-controlled 

opportunities to engage with text; diverse text forms to be 

available to them, both visual and aural; and plenty of time 

for long, deep immersion. 

For teachers, immersion is not merely an activity or 

strategy: "It is an underlying pervasive or 'overarching 

superordinate' condition which becomes part of one's teaching 

consciousness and which permeates most of the planning 

decisions, the resource allocation decisions and the budget 

decisions which teachers frequently need to make" (p. 47). 

Pemonstcation 

"Demonstrations are actions and artifacts from which we 

can leam" (p. 47). The "action" form refers to learners 

observing language being used and processing what they are 

observing as they reconstruct for themselves the structure of 

language. Artifacts, such as books, also provide information 

about language: the concept of print itself, sentence 

construction, spelling, pixnctuation, etc. Demonstrations, 

which are \ibiguitous in our daily life, are necessary for 

learning to occur, and "[language] learners need to receive 
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many demonstrations of how texts are constructed and used" 

(p. 33) . Cainboume continues; 

If we engage with repeated demonstrations of the same 

action and/or artifact we begin to select other aspects 

of it to internalize and, as a consequence, we begin to 

interpret, organize and reorganize our developing 

knowledge until we can perform and/or produce that 

demonstration or a variation of it, which is another way 

of saying we learn.... classrooms should be places where 

learners are exposed to a multiplicity of relevant and 

functional demonstrations, (p. 47) 

Similarly, Fox (1997) says that children grasp the 

concept of speech and its functions through demonstrations. 

"Demonstration is so iit5)ortant, so crucial to learning, that 

it ought to have a sizzling place in our 

programs....Demonstration is teaching. Teaching is a guided 

tour around demonstrations" (p. 35). 

Engagement 

While immersion and demonstrations are necessary 

conditions, they are not sufficient for learning to occur; 

they must be accoit^janied by engagement. Prior to Edelsky, 

Altwerger, and Flores (1991), F. Smith (1981) named 

engagement as a factor which enables learning to occur. 

Cainboume (1988) provides guidelines for maximizing 

learners' engagement with demonstrations. The learners 

should believe that they can do whatever is being 

demonstrated, that engagement will further the purposes of 



46 

their lives, and that engagement will not cause physical or 

psychological harm. Also, they will be more likely to engage 

with demonstrations provided by people who are significant to 

them. He elaborates on the last point: 

If teachers treat learners in ways that signal that they 

dislike them and think poorly of them, or in ways that 

result in the learner perceiving teachers as people who 

could never be "significant others" in their lives, then 

the probability of learners engaging with the 

demonstrations which teachers provide is minimal, (p. 

55) 

Expectation 

Cainbourne (1988) uses the term in reference to 

expectations that learners have for themselves and those 

communicated by significant others, and he emphasizes that 

"expectations of those to whom learners are bonded are 

powerful coercers of behavior" (p. 33). Expectations are 

communicated to learners in many svibtle ways. For exan^jle, 

they are associated with the confidence teachers exhibit in 

their students' ability to succeed. Confidence has positive 

connotations, "overtones of liking, affection, even love. 

Confidence is difficult to express when there are overtones 

of dislike or even when there's a kind of neutral lack of 

enthusiasm expressed towards another" (p. 57). Thus, 

"expectations are very closely related to building high self 

esteem in learners and developing a loving and trusting 

relationship with them" (p. 60) . This in^jlies that in order 
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for teachers to apply valid and sincere expectations they 

need to be aware of each learner's achievement and 

capability. 

Responsibility 

In Camboume's view, taking responsibility in the 

learning process means that learners are willing to make 

independent decisions about learning, i.e., when, how, and 

what to leam in a particular task, and that teachers trust 

learners to engage with available demonstrations and choose 

the aspects they will leam or experiment with. 

Giving responsibility to learners does not mean that 

teachers abandon their professional responsibilities, nor 

allow students to waste their time on directionless leaming. 

Camboume's intention is that teachers will respect the 

leaming process which learners experience outside of the 

formal instmctional setting. 

In the kind of leaming which is continually occurring 

in the world, what each individual actually leams is 

not organized by some omniscient, celestial teacher into 

a carefully worked out sequence of stages of "bits". 

With respect to the kinds of demonstration which they 

receive, leamers of all levels of maturity are treated 

by the world in the same way. The world simply doesn't 

provide specially tailored demonstrations for leamers 

of different stages of development and knowledge. It 

simply provides demonstrations. It's up to the leamers 

who experience the demonstrations to decide what it is 
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that they take from each demonstration, if they take 

anything at all. 

Cainbourne (1988) says that "learners who lose the 

ability to make decisions are 'depowered'" (p. 33). He 

labels following step-by-step structured directions as 

"depowered learning." 

5j2Cj:QXilIlfslLi£2D 
While Camboume (1988) stresses freedom to approximate 

as an essential ingredient of all successful learning, he 

believes that approximation is the most difficult condition 

to in^jlement because of our cultural consensus to value 

correctness and avoid errors. But in the process of 

learning, when a learner decides to "have a go," (p. 69) 

eventually the decision and action is scrutinized by someone 

else--and the hypothesis is tested. If the hypothesis is 

flawed, the learner needs to reengage the demonstration and 

modify the hypothesis. In short, "Learners must be free to 

approximate the desired model--'mistakes• are essential for 

learning to occur" (p. 33) . The cycle of hypothesis-testing 

and re-engagement should be repeated until the learner 

assimilates the demonstration. Above all, "without the 

opportunity to approximate, the whole, smooth-running 

learning cycle is stopped and progress and/or refinement 

becomes iit^ossible" (p. 69) . 

Has 

Camboume (1988) wrote, "Learners need time and 

opportunity to use, eitploy, and practice their developing 
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control in functional, realistic, non-artificial ways" (p. 

33) . in natural learning situations, learning is a by

product of use, and opportunities for this type of learning 

can be made available in the classroom. 

Learning as a by-product of use is a consequence of the 

expectations communicated by the teacher, by the 

demonstrations provided, by the way time is divided up 

and used, by the nature of the activities which the 

teacher selects for the class and by ... other 

iit^ortant factors, (p. 73) 

To effectively inclement the principles of use, 

"teachers need to create settings in which learners 

experience an urgent need to read and write in order to 

achieve ends other than learning about reading and writing" 

(p. 74)-

Response 

Cambourne (1988) points out that classroom teachers 

frequently respond to learners who are in the period of 

approximation phase. The response tells the learner if the 

approximation is acceptable or if it is not conventional and 

in need of modification. When these "response moments," (p. 

7 6) usually as by-products of an exchange of spoken language, 

occur outside a classroom setting, in the "real world," they 

have several typical and necessary features: The response 

given by the language "expert" is meaning-centered and non-

threatening, and no direct attention is drawn to any specific 

part of the approximation. 
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Although these features of real-world responses to 

learners' verbal approximations can't be replicated exactly 

in the classroom, their "flavor" can be captured by teachers. 

Camboume identifies four characteristics that teachers ran 

apply to learners' atteni^ts to control reading and writing: 

acceptance, no matter how unconventional the atteit^it; 

celebration—a mood of approval and enthusiasm; a 

subconscious, covert evaluation, necessary to form a helpful 

response (this would be much more conscious in the 

classroom) ; and demonstration--the response itself, 

containing the information the learner needs. Of these, 

demonstration in the classroom setting diverges most from 

real-world responses to children learning to talk, and given 

the limitations of the classroom situation, this 

characteristic is the most difficult to manage. 

In short, "Learners must receive 'feedback' from 

exchainges with more knowledgeable ' others' . Response must be 

relevant appropriate, timely, readily available, non-

threatening, with no strings attached" (p. 33). 

Cambouime summarizes his beliefs about the acquisition 

of literacy in the classroom by saying: 

...in order to maximize learning, teachers should base 

their teaching of literacy on demonstration of wholes of 

language rather than fragments....In a teaching-

learning context, a whole language approach means that 

the literacy act or artifact being demonstrated needs to 

be sufficiently "whole" to provide enough information 



about the various systems and siib-systems of language, 

so that learners, if they decide to engage, will have 

the data available for working out how all the pieces 

fit together and interact with each other, (p. 203-204) 

Preservice and Inservice Whole Language Teacher Education 

Why Holistic Programs Are Necassary 

Short and Burke (1989) studied a prevalent problem in 

teacher training: future teachers iindertaking preservice 

teacher education programs arrive at the college lacking 

their own voice, because their past learning experiences have 

been primarily passive and receptive. They feel little 

control over their own learning--or teaching. Like high 

school students, they are accustomed to and even demand the 

"easier" habit of reliance on experts' theories, capsulated 

ideas, and predigested materials. Short and Burke advocate 

the establishment of teacher education programs with holistic 

learning environments to enable future teachers to acquire 

their own voices in their professional careers. They write: 

Most teacher education students have only experienced 

traditional teaching practices in their own schooling. 

If their teacher education programs do not encourage 

them to change the beliefs and practices they bring with 

them from the past, their future teaching will reflect 

only the past. (p. 196) 

Andrew and Huffman-Joley (1996) are also aware that most 

preservice teachers enter teacher education programs having 

spent their entire youth in transmissional lecture-and-test 
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their ability to enact a different model of teaching. They 

say "this behaviorist model of learning has led to passive, 

noncritical thinkers. Reflective practice, on the other 

hand, enables the learner to experience theory while actively 

practicing" (p. 105). 

Wells (1991) believes that an effective teaching-

learning relationship stems from the transactional model with 

which most teachers are not familiar and that the challenge 

is how to reform the teacher education model on the 

institutional level: "If teachers are to create classroom 

communities in which students learn through active, 

collaborative inquiry, they must have similar learning 

opportunities themselves. This means a major rethinking of 

teacher education, both preservice preparation and inservice 

professional development" (p. 402). 

Feathers and Crafton (1996) put it succinctly: "Teachers 

do teach the way they are taught" (p. 73), implying that the 

transmissional model will be transferred to the next 

generation of both teachers and students iinless teacher 

educators reform their own teaching paradigm. 

Support for Whole Language Teacher Education 

In their defense of whole language teacher education, 

its advocates ertphasize the educational value of its salient 

features: the transactional paradigm, the establishment of a 

community of learners, authenticity in learning, reflection, 

and the learner as central to construction of meaning through 
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an inquiry-based learning process. Each of these is 

discussed below. 

The Transactional Paradigm 

Whitmore and Y. M. Goodman (1996) write: 

"Although learning experiences and teaching issues for adult 

learners are different from those for school-aged learners, 

the principles embodied in a whole language philosophy inform 

instrxictional decision making for learners of all ages and 

experiences" (p. 2). They are proposing that whole language 

teacher education be built on the same transactional paradigm 

they advocate for K-12 education, which involves awareness on 

the part of the students that their teachers are also 

learners, and as teachers, they will be learners as well. 

Homstein says, "If we want [college] students to 

understand whole language they need to be able to live whole 

language in their own lives" (p. 255) . Feathers and Crafton 

(1996) also emphasize the inportance of living the 

transactional model: 

Effective learning occurs when teachers live the model 

they espouse....When we talk to teachers about 

community, we must become a community; if we require 

reading about writing and reading workshops, we must 

provide ongoing experiences with those curricular 

conponents; if we believe in authentic assessment, we 

imist give opportiinities for kidwatching and reflection, 

(p. 73) 

Their explanation suggests that the holistic paradigm will be 
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transferred to the teachers as learners by having them 

participate in the same processes as children in whole 

Icinguage classrooms. 

Martin and Short (1996) also discuss the importance of 

making the transition to the transactional paradigm within a 

transactional paradigm. They state that a transmissional 

model of learning is appropriate for neither teachers nor 

children, but unless the teachers as learners are thoroughly 

involved in the process of reform towards the transactional 

model, they cannot fully grasp or implement the innovation. 

They conclude: "Instead of prescriptive mandates or packaged 

programs, educators need time to work with each other to 

think, analyze, and create conditions for change within their 

specific circumstances and in ways that fit their own needs" 

(p. 85). 

Wortman and Matlin (1995), who are principals in whole 

language elementary schools, are aware that forced change 

never lasts. Teachers can be told to try new ideas or new 

programs, but they can siitply close the door and continue on 

in their favorite and familiar way. Directing teachers to 

change to a transactional paradigm is inherently 

contradictory. Wortman and Matlin maintain: 

If we want to change instruction, we support change in 

the heads and hearts of teachers. Unless teachers view 

themselves as learners, they will continue to use 

programs, put children through their paces, and blame 

the kids when they do not leam the material, (p. 119) 
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The Community of Learners 

Ser^rin and Irvine (1996) stress the importance of 

establishing a community of learners through an inquiry-

based curriculum. They say, "Central to our vision of 

teacher education was the belief that our primary 

responsibility was to work with our students to establish an 

inquiry community" (p. 172) . All members of this community, 

including the professors, are to be empowered and take the 

responsibility to pursue their own learning and actively 

assist one another in their learning. In an inquiry 

community, "authority" in the traditional sense is 

challenged; the curriculum is negotiable in accord with the 

participants' awareness of their own needs in their pursuit 

of insight and knowledge. 

Authenticity in Learning 

Heine and Homstein (1996) relate that a large part of 

their challenge in implementing whole language in teacher 

education has been the goal of creating authentic learning 

experiences. They present the following premises about 

learning, which converge with both Goodman's (1986) pillars 

of whole language and Caitiboume's (1988) conditions of 

learning: 

• Learning happens best in wholes rather than in 

disjointed, decontextualized parts. 

• Learning happens best when learners perceive and 

participate in authentic uses of what is being learned. 

• Learning happens best when we value and take 
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advantage of the social nature of learning. 

• Learning happens best when learners have control over 

what, when, and how they learn. 

• Learning happens best when learners have the 

opportunity to reflect on their learning, (p.181) 

Heine and Homstein believe in the importance of 

collaboration in the learning process to create authentic 

learning. Collaboration enhances thinking and learning 

through the exchange of ideas and reflection on the opinions 

of peers. 

They conclude that the whole language philosophy applies 

to learners of all ages, but it is not at all the intention 

that preservice teachers take on the role of children. 

Rather, "By living the curriculum, [preservice education] 

students come to know it from the inside out" (p. 183). They 

siammarize: "These lived-through experiences provide the 

demonstrations necessary for students to create whole 

language environments for their own future students. The joy 

and power of learning is too important to talk about or to 

leam about; it has to be experienced" (p. 191) . 

Reflection 

Andrew and Huffman-Joley (1996) focus on the importance 

of reflection in the transactional model. Through the 

experience of reflecting on how the theory operates in use, 

preservice teachers with a background of transmissional 

instruction cultivate critical thinking and can begin to 

perceive themselves as active learners who are growing and 
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reflectiveness: Implementing reflective strategies broadens 

classroom goals; doing the theory rather than telling the 

theory involves active learning; teacher educators recognize 

the potential for educational research in their own 

classrooms; and the iitpact of practical theory is observed as 

their students become more analytical about how they leam, 

which helps them understand how children leam. 

The lieamina Process 

D. Fox (1996) researched the inportance of the learning 

process in a case study of a preservice teacher who conpiled 

a portfolio of her pieces of writing on her thoughts and 

beliefs about the teaching of writing. She found that 

portfolio-keeping contributed to the participant's 

investigation of her teaching-learning process. The process 

of documenting her own growth in learning provided 

opportunities to be more reflective, to realize the 

irr^jortance of collaboration with peers, to be a more self-

motivated decision maker, and to articulate her own theory of 

teaching and learning. Fox concludes, "Because she con^leted 

her own portfolio, Anne began to name a theory of assessment 

that emphasized student responsibility, process, and personal 

ert5)owerment (p. 295) . This case study reveals the importance 

of experiencing the whole process of learning to fully 

conprehend and internalize well-integrated concepts. 

Doake (1994) says, "Our learning becomes most effective 

when we are able to self-monitor and self-correct as we 
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proceed" (p. 151). Advocates of whole language in teacher 

education believe that for a preservice teacher education 

program to be effective, the students must participate with 

an awareness of themselves as active learners and of their 

future students as participants in a transactional model of 

education. They believe that the principles of whole 

language which Goodman (1986) conceptualized as five pillars 

and the conditions of learning described by Cairiboume (1988) 

are applicable to all learners. 

Criticism of Whole Language 

Whole langxiage has been accused by its critics to be the 

cause of a decline in literacy standards. This criticism 

arises from the longstanding debate on the basic nature of 

reading: Is reading a process of making meaning, an exercise 

in applying phonemic knowledge, or a combination of the two? 

The belief that reading is primarily meaning building is at 

the core of the whole language philosophy's meaning-oriented 

methods, while those who believe reading is more of a 

mechanical response to a linguistic code advocate a phonics 

approach to the teaching of reading. 

J. Smith (1997) observed that standardized experimental 

research is by definition "contrived, decontextualized, 

artificial, and one-shot" (p. 78), and patently unsuitable to 

whole language contexts, which are studied with more validity 

through prolonged observation and multiple data types. He 

reviewed the anti-whole language literature and siammarized 

the "technicist" criticisms and their refutations in five 
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points. 

He cites several studies that contradict the assertion 

that learning to read is not natural, like learning to speak, 

but requires specific instruction in letter-sound 

correspondences. These include documentation of children who 

have learned to take themselves from print to meaning at home 

and at school with no formal phonics instruction. This 

research indicates that the enabling factors are immersion in 

high-interest print, a real need to coitprehend, and 

association with enthusiastic readers. 

Another criticism of whole language asserts that 

prediction is not an efficient strategy to teach children, 

because English words are not predictable and good readers 

don't predict. The misunderstanding here is the assuiiption 

that to be an effective reader, one must flawlessly reproduce 

printed text. On the contrary. Smith points out, miscue 

research demonstrates that effective readers predict 

meanings, not isolated words. 

A third criticism cites eye movement research showing 

that effective readers fixate on nearly every word, in 

contradiction to the belief of whole lainguage theorists that 

reading is a process of prediction, sanpling, and confirming. 

Smith responds that no absolute conclusions can be drawn from 

eye movement research, because we still do not know if the 

brain attends to what the eye fixates on nor if entire words 

or only parts are examined. Also, readers may respond 

differently in an unselfconscious setting than when their eye 

movements are being photographed in a lab. 
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Fourth is the assertion that phonics should be taught 

systematically because research studies show that it 

increases children's test scores. Smith points out that 

phonological awareness is taught in whole language 

classrooms, but as one aspect of reading, along with 

coitprehension and pleasure. Whole language educators believe 

that emphasis on letters and sounds gives children an 

inaccurate perception about the difficulty and purposes of 

reading. 

Finally, Smith cites summaries of coirparative studies 

which indicate that "code-oriented" programs produce better 

results thcin meaning-oriented programs. He then cites other 

researchers who reject these studies because their bases for 

con5)arison are restricted, irrelevant criteria such as 

recognition of words in isolation, decoding skills, and other 

artificial exercises. 

Smith also cites empirical studies whose results 

demonstrated high achievement among children who learned to 

read by whole lancfuage and other studies that demonstrated 

the effectiveness of con^onents of whole language programs, 

including shared reading, story reading aloud, and silent 

reading, in improving achievement in reading. 

An influential example of what whole language advocates 

would consider flawed analysis of research is the claim of 

former California State Superintendent of Public Instruction, 

William Honig (1996), that whole language teachers tend to 

minimize the value of a word and do not consider the 

importance of the meaning contained in each word. Honig 
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writes, "This position flies in the face of extensive eye 

research which has conclusively found that good readers 

visually scan virtually every word as a chunk" (p. 18) . 

Honig recommends a balanced program that incorporates "direct 

and organized skill instruction into a broader rich language 

and literature con^rehensive language arts program" {p. 17). 

Another exaitple of what whole language advocates would 

consider to be flawed conclusions is found in K. Stanovich 

and P. Stanovich (1995) recent eye movement research 

demonstrating that good readers see every letter in their 

reading process and do not skim or sanple the text. They 

concluded that the semantic and syntactic cues played a minor 

role and the effective and efficient utilization of 

graphophonic cues is the key to reading. 

Adams (1990), K. Stanovich (1986), and others base their 

arguments in favor of an en^hasis on phonemic awareness and 

their endorsement of explicit and systematic instruction in 

common sound-spelling correspondences for all children on 

contrived, non-naturalistic research. Like J. Smith (1997), 

K. S. Goodman (1998) criticizes phonics advocates like these 

who find support in controlled research conducted apart from 

a real classroom setting. He says these experiments are 

designed to show how specific instructional interventions, 

including packaged reading programs, affect specific aspects 

of reading. In sharp contrast to whole language, this view 

of reading depends on a part-to-whole word-recognition 

process. 

Palmaffy (1997) refers to researchers who speculate that 
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whole language's rise in popularity did not stem from solid 

evidence of its efficacy. Instead, teachers were "seduced" 

by whole language because of their desire for a method that 

is easier for children and replaces old-fashioned worksheets 

and drills. Also, in Palmaffy's view, teachers have ignored 

relevant pro-phonics research because of long-term skepticism 

about educational research, which has a reputation to be 

lacking in rigor and practical value and to have little 

in5)act beyond activating the next brief swing of the 

educational pendulum, and because teachers lack experience in 

utilizing research findings. These factors played a part in 

the rise of whole language, at the expense of what he 

considers more proven practices. Teachers who consider 

themselves professionals and who are committed to their 

students' learning would take exception to these views. 

K. S. Goodman (1996) offers a sensible approach for 

uncertain educators to settle the controversy to their own 

satisfaction: 

If nv work has been influential in the whole language 

movement, it is because rt^ research has always involved 

real learners and real books. Teachers don't need to 

take rtv findings on faith; they can test them out with 

their own students in their own classrooms, with little 

effort or cost. Many whole language teachers over the 

years have used the concepts not only to vinderstand 

their students but also to develop sound, effective 

instruction, (p. 8-9) 
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CHAPTER THREE 

METHODOLOGY 

The Context of the Study 

This is a qualitative case study of the growth of a 

preservice teacher in whole language. The University of 

Arizona in Tucson provides preservice teacher education in 

the department of Teaching and Teacher Education. In their 

senior year, preservice teachers take a set of methods 

courses, titled "block," which include methods of teaching 

language arts, reading, social studies, science, and 

mathematics, as well as a practicum, or apprenticeship. 

Preservice teachers can choose from different blocks offered 

by College of Education faculty. In the whole language 

block, they leam whole language philosophy through a methods 

course that integrates language arts, reading, and social 

studies. The science and mathematics methods courses in this 

block are held at the university campus; the other integrated 

methods classes are held at Borton Primary Magnet School. 

Whole Language Block 

Meyer, Goodman, and Goodman (1996) recount that the 

whole language block started in 1990 as a field-based whole 

language methods block with two major principles: It should 

have a firm theoretical framework and it should provide 

authentic experiences within the reality of a school that 

supports that framework. Meyer et al. explain the background 

of the whole language block: 
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The Goodmans' experience with field-based programs began 

in the 1960s and 197 0s at Wayne State University in 

Detroit. At that time teacher educators were convinced 

that preservice teachers received the richest kind of 

professional development if they worked directly with 

children at school sites. That experience was 

invaluable in planning this program. The principal and 

a representative committee of teachers and parents spent 

a full year collaboratively developing the block program 

with us. In our whole language block we see the 

students as apprentices, learning through active 

experiences with children and teachers to develop the 

flexibility to work in a variety of classrooms. 

Experienced whole language teachers help the apprentices 

understand what they do in their classrooms and why. 

The methods class sessions held at the school provide 

opportunities to read, discuss, and explore academic 

knowledge and theory as it is played out in the whole 

language classrooms, (p. 257) 

K. Goodman and Y. Goodman lead the block in alternate 

semesters, aided by a graduate teaching assistant, who 

supervises the students in their apprentice classrooms, and 

several graduate interns. The responsibilities of teaching, 

journal excheinge and conferencing with students, and 

evaluation are shared among the block staff. 

Whole Language Block, 1996 

This study began in the spring semester of 1996, when 
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the participant was a student in the whole language block, 

and lasted until December when she finished her student 

teaching. The whole language block instructors that spring 

were Ken Goodman; Terry Greene, a graduate teaching 

assistant; and three doctoral students, including me, as 

graduate interns. Twelve preservice teachers were enrolled. 

On Monday and Thursday mornings, the students had 

science and mathematics methods classes on the university 

campus. From 12:30 to 3:30 p.m. on those days, the 

integrated block sessions were held in a classroom at Borton. 

On Tuesdays, the block session was held from 8 a.m. to noon, 

and the students spent the afternoon in their apprenticeship 

classrooms at Borton. Wednesday was a full day of 

apprenticeship. 

Every block session started with "opening," when the 

students took turns presenting a favorite picture book, song, 

Icinguage game, or story in a friendly atmosphere. On Tuesday 

mornings, after the opening, the students, faculty members, 

and graduate interns all attended the daily morning assembly 

at Borton School. This opportiinity helped the block students 

establish a sense of belonging in the Borton community. 

The staff planned the block sessions to cover the areas 

of reading, the writing process, and concepts of social 

studies. The faculty. Dr. Goodman and Dr. Greene, had an 

overall outline of their long-term plan for the block, but 

every other week they and the interns met for more detailed 

short-term planning. Their planning also accommodated the 

schedule of the classroom teachers at Borton who volunteered 
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to visit a block session to talk about their classroom 

practices. 

The philosophy of whole language was manifested in 

choice, ownership, and authenticity for the block students. 

They formed committees to establish their classroom as a 

comfortable place to interact and leam. The faculty 

selected K. S. Goodman's what's whole in whole Lancniaqe 

(1986) cind Goodman, Goodman, and Bird's Pfhole Language 

Catalog (1991) as the textbooks that everyone would read and 

discuss, but numerous other whole language professional books 

were introduced, and the students chose some of them for 

group discussions. 

Three projects--theme cycle planning, a classroom 

portfolio, and documentation of a child--provided the 

students authentic practice to actualize the theory they were 

learning in the block sessions. Planning and implementing a 

theme unit in their apprentice classroom was a substantive 

and sustained opportunity to observe the development of 

children's literacy and participate in the establishment of a 

classroom community valued by all its members. The students 

also presented their projects in the block class. This 

sharing provided the students an opportunity to contribute to 

and value one another's learning. 

A regular journal exchange with one of the faculty 

members or graduate interns was another requirement of the 

whole language block. Meyer et al. (1996) describe this 

journal exchange as an excellent vehicle for reflection and 

communication for both faculty and apprentices. The faculty 
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and interns could pose individual questions to the students, 

recommend readings, and offer feedback, suggestions, and 

support. The journal was also a record of data the 

apprentices would need at the middle and end of the semester 

to prepare self-evaluation narratives about various aspects 

of their learning. And, the instructors could use the 

journals for ongoing evaluation, to observe the students' 

progress and growth. They looked for indicators such as 

critical response, or a demonstration of confidence and 

knowledge evidenced by disagreement with a presentation or 

reading backed up by support for their arguments, and 

articulation of their developing educational philosophies. 

Borton Primary Magnet School 

Borton School is located in an industrial area in 

central Tucson. It has eleven classrooms--kindergarten, 

first grade, and second grade, with a total of 225 students. 

Because by law it is a desegregated school, and it is in a 

Mexican-American neighborhood, about half the students come 

from the neighborhood aind half from other areas of Tucson. 

Businesses in the neighborhood include recycling, used auto 

leasing, and metal processing. Homeless people congregate at 

a nearby park. 

Borton School has an outstanding reputation in the 

community. It is well known for its excellence in education 

and has received a number of awards from state and national 

educational organizations. The principal. Dr. Bob Wortman, 

is very active as a whole language educator, teaching 
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graduate courses, presenting at conferences, and writing for 

the profession. Many Borton faculty members have also been 

recognized for their excellence as classroom practitioners. 

Some have given presentations at local and national 

conferences and published articles in academic journals and 

professional books. 

In Whitmore and Crowell (1994), Borton teacher Caryl 

Crowell describes her school: 

As an early childhood magnet, we wanted our school to 

have a comfoirtable, homelike atmosphere, where our young 

students would feel at ease with all the adults and 

where all the adults would take responsibility for all 

the children....Borton also enjoys an excellent 

reputation in the minority community, particularly in 

the neighborhoods that surround the school. Since 

minority children may attend Borton only if they reside 

within the area the school is designated to serve, 

parents will sometimes resort to listing false addresses 

in efforts to enroll their children. (p. 28-29) 

Each of the classrooms at Borton has a name: Sunshine 

Room, Tree Room, Fish Room, etc. Referring to the classrooms 

by these names rather than a room number or the teacher's 

name seems to give each class its own character and a more 

welcoming feeling for the students, as if their classroom is 

their second home. 

During the first four months of this study, Borton 

School was under construction for major renovations. 

Although school was conducted in portable classrooms at a 
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nearby park, the unusual location did not seem to cause any 

major distractions. The whole language block was held in a 

t eachers' lounge. 

Caryl Crowell and the Sunshine Room 

The participant in this study chose the Sunshine Room 

for her apprenticeship and her student teaching. It was a 

English/Spanish bilingual class of first and second graders. 

There were 23 students in the spring of 1996, and 24 students 

in fall of 1996. The classroom teacher was Caryl Crowell, 

and Halie Pence was a full-time teacher aide. 

Caryl Crowell had been a Head Start teacher for three 

years and a primary school teacher at Borton for 14 years. 

In her co-authored book and several articles in professional 

journals, she introduced and explained the whole language 

practices she had been refining through professional 

development throughout her career. At the time of this 

study, she was co-chair of Tucson Teachers implying Whole 

Language, a local professional organization. 

Caryl has mentored apprentices and student teachers each 

semester since the inception of the block program, and she 

told me why she believes their presence in the classroom 

provides significant benefits to her students. Having 

someone there from another place, with another accent, is an 

interesting new experience in itself. Since most of the 

preservice teachers are not bilingual, the Spanish-speaking 

children are forced to work on speaking English. The adult 

learner provides a clear, ongoing demonstration that adults 
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are learners, too. Finally, the children have the benefit of 

an additional resource person, which makes it easier to work 

with individual children, and the children can be resources 

for the apprentice or student teacher, too. 

Caryl Crowell (1994) explained the name, Siinshine Room: 

When Borton first opened its doors as a magnet school we 

wanted to establish ourselves as a child-centered site. 

Knowing that our oldest students would be nine years old 

and about four feet tall, we decided to mark our 

classrooms with logos on the doors rather than with 

numbers that were too high for the children to see. At 

a previous school, my classroom door sport;ed a poster of 

a smiling sun and a child's words, "Mami, no te 

preocupes. Estoy en la escuela." (MomnV/ don't worry. 

I'm at school.) That so captured the feeling of trust 

that I wanted parents to have when they sent their 

children through my door, that it was the first thing I 

put up when I arrived at Boirton. My classroom 

immediately became identified as the Sunshine Room....At 

the beginning of each school year...our class spends the 

first week or so establishing ourselves as the Sunshine 

Room. We each design individual sun logos that are used 

to decorate writing folders and journals, bulletin 

boards....We read books about the sun and leam sun 

songs.... Since everyone else in the school refer to us 

as the Sunshine Room, it doesn't take long for my 

students to claim that identity for themselves, (p. 31-

32) 



participant 

Mechelle Meixner is the participant in this stucSy. She 

was a student in the whole language block in the spring 1996 

semester and did her student teaching in the fall of 1996. 

Mechelle was raised in a small town in Texas. She had a 

B.A. in creative writing with a minor in enviroiraiental 

science. Her parents are teachers, and they encouraged her 

to follow a career outside of the education field. However, 

as an ecologist, she thought teaching children in a classroom 

would be the best way she could contribute to protection of 

the environment, and she earned an M.A. in Environmental 

Education. Also, she enjoyed her teaching assistant job 

while in graduate school and after graduation started 

substitute teaching in elementary schools. Later, she was a 

teaching assistant for three university ecology labs. Then, 

her interest in ecology led her to start her own business in 

nontoxic cleaning, but she continued teaching as a lead 

teacher in a before- and after-school program for 

kindergarten through seventh grade. In the fall of 1995, she 

enrolled in the teacher certification program at the 

University of Arizona in order to obtain an elementary 

certificate. 

Mechelle's participation in this case study began 

accidentally. When she enrolled in the whole language block 

in spring 1996, I was also enrolled as a graduate intern. We 

first met when a faculty member assigned her to be one of the 

students who would exchange journals with me weekly. Our 

dialog about whole language and education in general started 
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in this journal exchange. Then, she chose the Sunshine Room, 

where Caryl Crowell was the classroom teacher, for her 

apprenticeship and student teaching. I had attended 

presentations by Caryl about her classroom practices in whole 

language at the 1995 International whole Language Umbrella 

Conference and on some other occasions, and I highly respect 

her as an experienced whole language educator, when Mechelle 

chose Caryl's classroom for her apprenticeship, I realized 

this would be an optimal venue for me to conduct a 

qualitative case study, and 1 invited her to participate. 

Her response was very positive, and she agreed to share her 

experiences with me and allow me to observe her in her 

apprenticeship and student teaching. She also allowed me to 

use our journals and the photographs I took, and to audio-

and videotape her activities and use the transcripts of the 

recordings as data for study. Since Mechelle had chosen 

to enroll in the whole language block, and she was expected 

to develop her understanding of whole language, rry saitpling 

strategy can be described as a nonprobabilistic one (Merriam, 

1988) , and this purposeful sampling was appropriate for my 

study. 

I was an observer in this stud^. We were together in 

the same classroom during the block sessions and her 

apprenticeship and student teaching, but I did not interfere 

or participate except when I took part in her discussion 

group in my role as a graduate intern. Through the journal 

exchange, Mechelle and I maintained a steady, close dialog 

about her learning process in whole language. 
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The Qualitative Case Study as a Research Method 

I designed this study as a qualitative case study with a 

naturalistic paradigm. In this section, I clarify the terms 

qualitative research, case study, and the naturalistic 

paradigm, and the applicability of my choice of this type of 

research for this study. 

Bogdan and Biklen (1992) identify the characteristics of 

qualitative research, which accurately describe my research 

methods. In qualitative research, a rich data base is 

directly gathered by the researcher, for whom context is 

highly significant, in a natural setting. The research is 

descriptive, not quantitative, and words or pictures 

constitute the data. The researcher's eiiphasis is on 

process, not outcomes or products. The data is analyzed 

inductively, from the particular to the general, sind 

"meaning" is paramount. 

Miles and Huberman (1994) discuss the strengths of 

qualitative data: 

One major feature is that they focus on naturally 

occurring, ordinary events in natural settings, so that 

we have a strong handle on what "real life" is like. 

That confidence is buttressed by local groxindedness, the 

fact that the data were collected in close proximity to 

a specific situation rather than through the mail or 

over the phone. The en^hasis is on a specific case, a 

focused and bounded phenomenon embedded in its 

context....Another feature of qualitative data is their 

richness and holism, with strong potential for revealing 
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complexity; such data provide "thick descriptions" that 

are vivid, nested in a real context, and have a ring of 

truth that has strong impact on the reader.... 

Furthermore, the fact that such data are typically 

collected over a sustained period makes them powerful 

for studying any process; we can go far beyond 

"snapshots" of "what?" or "how many?" to just causality 

as it actually plays out in a pan:icular setting.... 

Qualitative data, with their emphasis on people's "lived 

experience," are fundamentally well suited for locating 

the meanings people place on the events, processes, and 

structures of their lives: their "perceptions, 

assuit5)tions, prejudgments, presuppositions" and for 

connecting these meanings to the social world around 

them. (p. 10) 

Lincoln and Guba (1985) add that qualitative methods are 

"more adaptable to dealing with multiple (and less 

aggregatable) realities....and more sensitive to and 

adaptable to the many mutually shaping influences and value 

patterns that may be encountered" (p. 40) . 

Merriam (1988) describes four distinct features of case 

study research: particularistic, focusing on a specific 

phenomenon such as a program, event, situation, person, 

social group, institution, or process; descriptive, its end 

product a full and detailed description of the phenomenon 

being studied; heuristic, elucidating the phenomenon; and 

inductive, wherein "generalizations, concepts, or hypotheses 

emerge from an examination of data--data grounded in the 



context itself" (p. 13). She writes, "Case study research, 

and in particular qualitative case study, is an ideal design 

for understanding and interpreting observations of 

educational phenomena" (p. 2). 

Naturalistic research is holistic and carried out in the 

natural setting or context of the phenomenon under study. 

Lincoln and Guba (1985) explain that researchers who choose 

this paradigm believe that "realities are wholes that cannot 

be londerstood in isolation from their contexts, nor can they 

be fragmented for separate study of the parts (the whole is 

more than the sum of the parts)" and that "the very act of 

observation influences what is seen, and so the research 

interaction should take place with the entity-in-context for 

fullest understanding" (p. 39). 

Data Collection 

The data were collected during two academic semesters, 

spring and fall 1996, at the whole language block class, the 

participant's apprenticeship class, and her student teaching 

class. I reviewed my data using triangulation to examine my 

research questions from different dimensional aspects 

(Merriam, 1988). 

The following sections detail the data collection. 

Exchange Journals 

Ten exchange journal entries during the block semester 

and six in the student teaching semester were collected. 

These journal entries, the most powerful of the data sources. 



76 

were the primary data source for the examination of my 

research questions. They contained the participant's on

going reflections about her experiences and showed the 

connection of her accjuisition of knowledge with her 

intellectual and professional growth and her personal life. 

videotapes and Field Notes 

The following sessions were simultaneously videotaped 

and recorded by hand in detailed field notes. Some of the 

videotapes were also transcribed, as noted. 

During the block semester; 

February 5 - Block session; a group discussion on "how 

we can know about whole language"; 25 minutes; the 

participant and two other students. 

March 5 - Block session; a group discussion of 

professional whole language books; 45 minutes, the 

participant and five other students (transcribed). 

March 23 - Block session: Social studies group 

discussion; 45 minutes; the participant and two other 

students (transcribed). 

March 7 - i^prenticeship: helping students write thank-

you notes to a guest speaker; 25 minutes. 

March 28 - Apprenticeship; instructing a group math 

lesson #1; 45 minutes (transcribed). 

i^ril 11 - i^prenticeship; instructing a group math 

lesson #2; 45 minutes (transcribed)-

During the student teaching semester: 

September 15 - small group instruction about sunlight; 
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45 minutes. 

October 10 - whole class instruction: math; "magic 

square"; 45 minutes (partially transcribed) . 

October 14 - whole class instruction: math; "measuring 

our height using a string"; 35 minutes. 

October 16 - whole class instruction: math; "measuring 

shoes using a ruler"; 35 minutes. 

October 15 - small group instruction with a Big Book; 45 

minutes (partially transcribed). 

October 23 - group instruction; study centers in a theme 

unit on animals; 45 minutes 

November 11 - whole class instruction: committee 

activities in the animal theme unit #1; 65 minutes (partially 

transcribed). 

November 12 - whole class instruction: committee 

activities in the animal theme unit #2; 65 minutes (partially 

transcribed). 

November 13 - whole class instruction: committee 

activities in the animal theme unit #3, and whole class 

discussion; 65 minutes (partially transcribed) . 

November 20 - whole class instruction: museum 

preparations #1; 50 minutes. 

November 21 - whole class instruction: museum 

preparations #2; 45 minutes (partially transcribed). 

November 22 - whole class instruction: museum event; 90 

minutes. 

November 27 - whole class instruction: organizing 

research reports; 25 minutes. 
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November 28 - group instruction; research; 45 minutes. 

December 5 - group instruction: making a life-size 

elephant; 45 minutes. 

December 6 - group instruction: making a life-size 

elephant; 30 minutes. 

December 7 - group instruction: making a life-size 

elephant; 30 minutes. 

December 10 - group instruction: research reports; 45 

minutes. 

December 12 - group instruction: research reports; 45 

minutes. 

December 14 - whole class instruction; research report 

presentations; 90 minutes. 

Audiotape 

On October 30, I met for an hour with four student 

teachers at Borton, including Mechelle, to discuss issues in 

their student teaching. I audiotaped and transcribed the 

meeting. 

Oral Interviews 

Two in-depth oral interviews were conducted, on March 10 

and April 23, to discuss the participant's growth. Each 

interview lasted about 45 minutes, and both were audiotaped 

and transcribed. 

Doc\iments and Memos 

The written documents collected included handouts 
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provided to students in the block sessions, Mechelle's lesson 

plans (including those for a theme unit that spanned two 

months), worksheets she created, memos she wrote for various 

purposes during student teaching, and administrative reports 

written by the university supervisor of her student teaching 

and her cooperating teacher. 

Photographs 

Throughout the eight months, I took many photographs of 

Mechelle working in the Sunshine Room as visual field notes. 

Data Analysis 

The main method of data analysis was coding with 

categories. Through this procedure, the data were shaped 

into usable information from which a final product of 

descriptive qualitative research could be constructed. There 

are three levels in this type of analysis (Merriam, 1998). 

The first level of the analysis was organization of the 

data. The exchange journals, videotape transcripts, 

observation field notes, discussion transcripts, oral 

interview transcripts, dociiments, memos, and photographs were 

organized separately so that each kept its distinctive 

characteristics as qualitative data. Within each category, 

the data were organized chronologically to enable examination 

of the change in the participant's perspective and growth in 

whole language. To develop a multi-dimensional picture, 

chronological threads could also be followed from one type of 

data to another, as needed. For example, the unfolding of 
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the theme unit could be examined from different perspectives 

by extracting data related to it from Mechelle's lesson 

plans, transcripts of videotaped lessons, my field notes, 

photographs of projects, the exchange journal, Mechelle's 

comments in the discussion group, and her answers to 

interview questions. 

The second level of the analysis was a two-step coding 

of the data. The data were coded in two layers: according to 

Camboume's (1988) conditions of learning and then according 

to K. S. Goodman's (1986) five pillars of whole language. 

With the research questions in mind, each relevant piece 

of data, such as a journal entry or section of a discussion 

transcript, was first coded according to Camboume's 

conditions of learning. Since his description of these 

conditions assumes a naturalistic and holistic learning 

context such as that in which this study took place, these 

conditions were appropriate and effective for the examination 

of the participant's growth that I undertook. They were also 

powerful tools that enabled me to examine the data from 

multiple aspects, thereby enhancing the content of the 

narrative description (Merriam, 1988). 

Then, the data were sorted into Goodman's five pillars 

of whole language. Examining each condition within each 

pillar maximized the depth and detail of the interpretation 

of the data within a whole language framework. 

Figure 1 is part of a sample page showing the coding 

procedure. The pillars are identified on the left, the 

conditions on the right. 
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Figure 1 

J 

first, I was a kind of nervous what Caryl may 

think about me what I said all those mean things, 

and . . I was also scared, because oh... . she 

is so perfect, she is so smart, she teaches so 

wonderfully, and um. . . you know, she is 

I 

brilliant, so I was a kind of afraid and I kind 

of kept a distance between me and her. And also, 

,)^o many things... the classroom ^s so different jinf** 

from what I'd seen. So I thought, "Hioitimnm. . . you 

know, maybe 1 would never do this, maybe kids 

should be quieter, maybe the kids should be -dft'i'-''' .—- „ —... — 
stiller. But 1 thought, maybe there is something 

to this and I need to watch and find out. And 

now... it's very funny that I thought so close to 

^ Caryl and, you know, I just threw out a hole idea _ 

closer and closer, because she spent time with me 

J 1 after school going over papers Imt also she was 

1 talking to me as a person, in other day I've 
' 

\ i finally realized that Hailie. the teacher aid, 

said to me while I was talking to her about what 

[Note: The participant gave permission for excerpts from her 

data to be used.] 

In the third level of data analysis, I examined the 

categorized data in relation to my research questions. The 

structuring and articulation of this examination became the 
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narrative descriptions that comprise Chapters Four and Five. 

To provide an initial overview of the participant's overall 

growth, the description follows chronological order, in 

Chapter Four. Then, the results of the data analysis 

according to Cambourne's conditions and Goodman's pillars are 

discussed in Chapter Five. Finally, the answers to the 

research questions are discussed in the final chapter. 

Chapter Six. 

Narrative description was appropriate to describe the 

growth of the participant in this study. It might have been 

possible to measure her learning process by test scores to 

ascertain how much knowledge she gained, but this would not 

reflect in what way she acquired the knowledge and how she 

applied it in her teaching. 

This study also provided a description of a university 

program to educate preser-vice teachers in whole language. 

Limitations 

This study dealt only with one participant in a specific 

program. The results would be different when conditions are 

changed. Therefore, the generalization of the results has to 

be done with careful consideration. This research is also 

limited by the kind of data collected. For future studies, 

collection of a wider variety of data is suggested, including 

more detailed reflections from the cooperating teacher, and 

the elementary students' artifacts or reflections. 
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CHAPTER FOUR 

CHRONOLOGICAL DESCRIPTION OF 

MECHELLE'S GROWTH IN WHOLE LANGUAGE 

Part I: 

Mechelle in the Block Sessions and i^prentice Classroom 

Mechelle began her immersion in whole language with a 

semester in a whole language block, a set of courses in the 

university teacher education program which included methods 

of teaching language arts, reading, and social studies. She 

also spent a day and a half each week in the Sunshine Room of 

Borton Primary Magnet School for her apprenticeship. She 

chose this classroom because she wanted to leam from the 

teacher, Caryl Crowell, a well-known and outstanding whole 

Icinguage practitioner and co-author of the professional text, 

Inventing a Classroom. The Sunshine Room was a class of 23 

first and second graders for half of whom Spanish was their 

first language. During this semester, I was one of three 

graduate interns, attending all the block sessions, 

occasionally observing her apprenticeship, and communicating 

with her frequently via journal exchanges to share our 

thoughts as co-learners. 

In his book. First-Year Teacher; A Case Study. Bullough 

(1989) says, "... becoming a teacher is a developmental 

process characterized by devastating disappointments and 

failures, as well as sparkling moments of success" (p. 16). 

I believe that the process of becoming a teacher starts long 
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before one begins teaching. In this section, I describe 

Mechelle's evolution during the whole language block, in 

spring 1996, the semester preceding her student teaching. 

Bullough expands upon Ryan's (1986) proposed four "loose 

but identifiable" stages in the development of teaching 

competence: "fantasy," "survival," "mastery," and "impact" 

(p.16). These stages are distinguishable but overlapping. I 

found similar stages in Mechelle's growth during her whole 

language block semester, and I thought it appropriate to 

group my data and analyses into them. I identified these 

stages as "aspiring," "questioning," "developing," and 

"confirming." Mechelle's growth this semester took place in 

the context of teacher education, and I adapted Bullough»s 

stages according to the differences between a first-year 

teacher and a preservice teacher. 

Aspiring Stage 

Bullough says that during a first-year teacher's fantasy 

stage--a stage of enthusiastic desires and blooming dreams 

for one's near future in the profession, "the imagination 

runs wild with images of spellbound yoving people eagerly 

awaiting the next teacher pronovincement" (p. 16) . Aspiring 

teachers may begin building up to this stage once they begin 

to imagine themselves teaching in a classroom, so Mechelle 

may have already envisioned a fantasy, though probably one 

less distinct than those of beginning teachers. When she 

selected the whole language block for her preservice teacher 

education, she was excited about learning a new, previously 



85 

unexplored pedagogy, and this would have added a more 

specific image to her aspirations. 

Mechelle was happy and enthusiastic about being in the 

block classroom. Many aspects of that class were different 

from her prior experiences of college courses. These new 

experiences included student committees having responsibility 

for various aspects of class management, choosing their own 

supplemental reading materials, and having the freedom to 

leave to get a drink or go to the bathroom. In an interview 

on March 16, she said, 

I knew it was where I should be ... because Terry 

and Ken (the block instructors) were so right up front, 

they were like uhmm ... "Okay! ... Hi, we'll be here 

guys" you know whatever, "here you are, you are at 

Borton ... go and get involved." and they didn't spend 

time for ... "here's rules and these are things that you 

have to do...," but they treated us like we were 

responsible professional adults, and we will act like 

that, and that was a good assim:tption to make. We can go 

if we want, but choose to stay because we want to. 

While Mechelle was reserved when she first came to the 

class, as most students were, she was smiling and seemed 

eager to talk with the others. Her first journal entry, 

written on January 18, before I became her journal partner, 

gave a general impression of her first week: 

I am excited to be at this school--in this atmosphere. 

I can feel the difference between this school and many 

of the other elementary schools I have been in. 
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On January 21, once we became partners, she wrote her 

second entry, almost a full page, in which she expressed her 

positive impression about the class: 

I spent the day reading my new whole language 

books....I'm thrilled with the whole language block....1 

am beginning to have a better understanding of what 

whole language is all about and am quite excited. I 

feel like it is how I have always wanted to be--but 

didn't understand how to do. I will keep on reading. 

Her remarks imply that she had brought with her to the 

whole language block an idea similar to whole language, and I 

asked where she had found that idea. She explained that one 

of her previous instructors conducted his class using a 

transactional style with a lot of peer discussion, and she 

liked it very much. Reflecting on primary-level substitute 

teaching she did several ago, she could now characterize it 

as primarily transmissional. At that time, and imtil she 

acquired a hint of the concept of whole language teaching 

through questioning graduate students about the various block 

programs, she had expected her job as a teacher would 

conprise checking spellings and worksheets and disciplining 

unruly children. She had thought she was not interested in 

teaching first or second grade, because the traditional model 

of teaching the language arts with which she was familiar 

seemed boring. Although she told me that she probably wanted 

to be in a third or fourth grade classroom for her 

apprenticeship, she agreed to visit classrooms in Borton 

before making a final decision. 



The whole language block class was conducted as a model 

of whole language philosophy, which excited Mechelle both as 

a learner and a teacher-to-be, but stress caused by 

differences between the block sessions and her other methods 

classes, math and science, troubled her throughout the 

semester. The difficulty arose from the incompatibility of 

the philosophies of transmissional and transactional 

education. Mechelle was immersed in both philosophies in the 

same semester, and she struggled to fit herself to the other 

methods classes, which the instructors taught traditionally. 

She could not see how a holistic learner could handle it, 

though journal exchanges with me, a faculty member in the 

block class helped her cope. While she complained about her 

transmission model classes and manifested her stress in them 

with direct expression of dislike, she also coped by 

selecting and reading related books in addition to the 

required texts. These frustrations indicate the difficulty 

and limitations of organizing a comprehensive and effective 

whole language teacher education curriculum. Lack of 

consistency in the philosophy and practice of education 

confuses learners and makes their task harder and their 

learning less solid. 

Reading professional literature is enphasized in the 

block curriculum, and students received a list of recommended 

books about whole language and related topics. On January 

23, Mechelle wrote, "I am learning so much from reading 

because I can skip as my desire and needs dictate and read 

what I want instead of having assigned readings." Her 



88 

comment indicates the depth of her engagement in reading as 

well as her ovmership of her reading. She made her own 

choices according to what she wanted and needed. 

Students visited all the classrooms at Borton at least 

twice before deciding which room they wanted to join for 

their apprenticeship. Mechelle found a room she really 

wanted to be in, Caryl Crowell's first and second grade 

Sunshine Room, and wrote a five-page response about her 

classroom visitation explaining why she wanted to be an 

apprentice in this room. She got it and undertook her 

apprenticeship here. This was a surprising change of mind, 

for Mechelle had expressed interest in the intermediate 

level, not primary. She explained that she was attracted to 

several elements of the Sunshine Room, including Caryl's 

leadership style and her classroom organization. She wanted 

to learn more from Caryl, for she was aware of her reputation 

and had chosen to read her book, inventing a Classroom, for a 

block discussion group assignment. 

The first day of her apprenticeship, she was excited and 

smiling, but very quiet. Caryl explained to Mechelle how she 

could be of assistance, and she started helping. For the 

first few weeks her jobs were mostly tutoring individual 

students and assisting in materials preparation. AEter two 

weeks, on February 3, she wrote: 

I am beginning to understand and see what you mean about 

whole language as more than a method. .. .It is a way of 

teaching which is more like learning. I don't have the 

language to explain what I mean--and how I view it^self 
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as a teacher changes almost every c3ay, and yet I am 

beginning to get an understanding.... am so happy to be 

[in the Siinshine Room] .... 

As her journal partner, I often wrote and told her in 

conversation that I believed whole language is not a 

pedagogical method, but rather a philosophy. Her journal 

entries reflected our interactions: "It is a way of teaching 

which is more like learning." This is an aspect of her 

understanding of whole language as a concept, not a method; 

she was grasping a sense of the learning in teaching. She 

added, with honesty, that she did not yet have the language 

to explain her perception, and that she needed more time for 

thinking and reflection. 

Simtmarv of Asnirina Stage 

As Mechelle began developing whole language in the block 

sessions, her first impressions were very positive and she 

had an enthusiastic desire to know more. She realized that 

she had selected an ideal apprentice classroom for learning 

more, and she was also enjoying reading about it and reported 

that she chose whole language books for her bedside reading. 

She was aware she had just started her journey in whole 

language. 

Questioning Stage 

After a month of learning experiences in both block 

sessions and her apprenticeship, Mechelle left the aspiring 

stage and entered a new stage, which could be called 
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"transition shock" (Corcoran, 1981) or a "questioning" stage. 

Conflicts are unavoidable when a person is transitioning from 

one philosophy to another, and Mechelle entered this new 

stage with confusion. She seemed troiibled that her old 

pedagogical beliefs did not provide answers about what was 

right or wrong in teaching, and new concepts continued to 

flow into her schemata without successful assimilation. She 

reacted to this transition by raising questions that were not 

easily answered. 

She wrote in her j ournal on F^ruary 12: 

I am feeling confused. I am not certain about who I am 

as a teacher, what I want to be. Sometimes I think that 

it would be easier to do something else--besides 

teaching....! feel scared about the responsibility I 

have to the community, parents, and especially, the 

children. It is funny-- sometimes the same things that 

make me very excited about teaching also make me 

scared....I am unsure how to deal with students who are 

being disruptive.... 

Here Mechelle reveals the inner tension developing as 

she became more conscious of the reality--the potential for 

fulfillment and the great responsibility--of teaching. The 

students in her apprenticeship room treated her as a teacher, 

and she found it difficult to deal with some incidents in the 

classroom using only the philosophy she was learning in the 

block class sessions. Sometimes her immediate reactions to 

those incidents reminded her that even though she was excited 

about whole language as a corti)lete pedagogy, applying it all 
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the time was not easy. She realized that she still held 

aspects of the transmissional model in her attitudes toward 

and interactions with the students. 

Her questioning stage continued: 

Useful information--meaningful learning: how do I get 

there? How do I create a learning environment which 

kids want to get into? Can I avoid forced papers? 

How do I get everyone engaged, interested, working? 

(February 26) 

Mechelle was undergoing two simultaneous transition 

processes: As a teacher-to-be, she was digging to try to 

understand her own thinking about what and how she wanted to 

teach. At the same time, as a student, her own learning 

style was in transition: from a successful traditional, 

tranmissional model student to one who leams well through 

the transactional process. On February 12, she confessed: 

I often feel frustrated with my math and science 

teachers. I'm trying to act professionally ... but find 

myself coming to class late and also losing my 

concentration in class. Today, I even skipped their 

classes! The really bad part was that when I asked my 

classmate what had happened in class, I found out that I 

already knew about those things (had experienced them in 

some of my other classes) . So now I really don't want 

to go back. This is new for me--I have always been a 

very dependable student.... 

While the experience of immersion in two different 

models of education confused her in a way, the contrast 
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enabled her to confirm the direction in which she would go. 

Even in this conflicted state, she wrote, "I'm still very, 

very excited ... eager to ... do some substitute teaching and 

try out some new ideas." On F^ruary 26, she expressed this 

realization: "Perhaps I just have to accept that I will never 

have the absolute answer to any of the questions. But I can 

always keep working on them." 

During the first two months of the block sessions, 

students listened to many lectures, which also provided 

opportunities for discussion: the reading process, the 

writing process, miscue analysis, Cainboume's conditions of 

learning, etc. In addition, one or two guest speakers 

brought their own agenda every week. These two months were 

quite intense, and no one could doubt that the block students 

felt overwhelmed. Concurrently, in their apprenticeship 

classrooms, they were becoming more acquainted with the 

classroom teachers as well as the individual children, which 

led them to start watching the personal interactions among 

teacher and children more closely. In this situation, it 

seems natural that Mechelle would start to raise questions 

and dig deeper and deeper. 

Summary of Questioning Stage 

Weaver, Gillmester-Krause, and Vento-Zogby (1996) 

postulated that humans leam concepts and processes by 

continually foraiulating and reformulating hypotheses about 

the world. Immersion in whole language provided Mechelle 

with opportunities to grow as both a teacher-to-be and a 
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Student. While observing whole language as it was 

demonstrated in the block sessions and applied in her 

apprenticeship room, she actively transacted with her 

situation, and in the process formulated and refomtulated 

hypotheses about whole language and whole language teaching. 

At the same time that her intellectual understanding of 

whole language was rapidly accumulating, her confusion and 

questions about it also expanded. Her continuing positive 

attitude and enthusiasm for learning, despite these 

uncertainties and lanknowns, reflect two significant 

attributes of the block program: the importance of respect 

for individual learners, which affords them a risk-free 

environment, and the inportance of learning in a community of 

learners. If she had tried to develop whole language 

concepts only from books, without peers, mentors, 

demonstrations, or real situations with children in a 

classroom, she would not have had opportunities to raise 

questions and clarify her thoughts and actions during the 

learning process. 

Developing Stage 

Mechelle's third stage was a period of development in 

her own understanding of new information: formulating new 

thoughts, moving forward, and maturing. In this stage, she 

showed remarkable growth in her understanding of what she 

refers to as the "new idea" of whole lainguage. Saitple 

journal entries during this period are: "[I] wonder about how 

I will create iry community. What things do I inadvertently 
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do to either create a community of learners that learn from 

each other, or to silence voices? I watch Caryl include 

everyone in the room" (March 10), and "[the] essence [of 

whole language] lies with the children" (March 17), 

The block instructors organized class sessions to 

maximize exploration, reinforcement, and internalization of 

whole language concepts and facilitate the students' 

development. For exanple, peer discussion always followed 

reading, and lectures frequently dealt with situations 

reported by the students from their apprenticeship 

experiences. 

Mechelle was also discovering that making mistakes is 

part of the learning process, for herself as well as her 

students. On March 4, she wrote: 

I am trying to realize that it is okay to make mistakes. 

I was reading Caryl's book yesterday and finally 

understood what she means when she says that she 

encourages children to take risks. To fail. To try a 

joke--and find that no one laughs, rather than never 

telling a joke because of fearing that no one will 

laugh. 

Sometimes I feel afraid to even talk in the Sunshine 

Room. I feel that what I want to say or do is 

inappropriate--or just all wrong.... 

The position of apprentice in someone else's classroom 

is not a comfortable one for preservice teachers, while 

learning how to teach by observing the classroom teacher, an 

apprentice is also expected to interact with children as an 
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adult--a teacher. Mechelle sometimes voiced her worries 

about how Caryl viewed her as an apprentice, and her concerns 

were understandable. In the above journal entry, she 

describes how she came to understand what risk-taking means. 

A fragment of the whole picture was starting to make sense to 

her. 

The following statement conveys her siibstantial 

achievement in linderstanding and growth in the whole language 

block: 

Already I have changed so much this semester....The way 

I thought a class would be run has changed. Today, when 

we were planning how our classroom might look, and how 

we would put writing and reading into it, I knew that my 

view of a classroom is dramatically different now. At 

the beginning of the year, I defined myself as child-

centered. However, I didn't xinderstand that the same 

way I do now. Before I thought that it meant that I 

liked children, and wanted them to have some involvement 

in what they were going to learn. Now I believe that 

children cannot be forced into learning, and that 

classrooms and schools need to exist for the children--

to help them in their growth as people, citizens of this 

planet, coxantry, state, and community.... (March 4) 

For Mechelle, the whole language block was not only an 

integrated methods class, but also a place to build a more 

refined philosophy of education: a view of the role of 

schools, classrooms, and learning in children's lives. It 

was a place for her to develop whole language through whole 
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language. She discovered that child-centered education does 

not mean allowing children to do whatever they want. She 

continued: 

In a classroom that is child-centered, the kids are 

responsible for their learning, behavior, selves. What 

an amazing concept, job is to create a community 

where people are comfortable, can get along with one 

another. My job is to continually foster the children's 

independence, desire to know, ability to solve problems, 

pose problems, think without just reacting--i.e., be 

reflective, be tolerant. The children do these things, 

or fail to do them, for themselves--I don't do it. 

However, I do create an environment for this kind of 

learning to take place.... 

This is a clear and powerful statement of what she 

learned over two months. She was able to capture in her own 

words the concept of child-centered education and the role of 

teachers in whole language classrooms. In the same entry, 

she reflects honestly on herself: 

Everyday, I feel myself becoming more accepting of this 

new idea about teaching. Right now I can hear it and 

agree OR read it and agree, much more readily than I cam 

say what I think about teaching. And I can talk about 

teaching this way much more readily than I can actually 

teach this way.... 

It seems she is reformulating her own concept of 

education and knows to what extent she understands it. She 

continues: 
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This is the way it comes for me. Like children learning 

to talk--they are immersed in language and so understand 

it before they can say it. That is where I am at--and I 

am always learning new things--EVERY DAY. This is so 

incredibly exciting. I think that all of my educational 

thinking and theory is finally coming together--to a 

point that I am beginning to make sense, just a tiny 

bit, out of the chaos that fills itv mind. 

Obviously, Mechelle was delighted with what she had 

learned so far and how she learned it. She had also 

identified one of the essences of whole language: "Like 

children learning to talk-- they are immersed in language and 

so understand it before they can say it. That is where I am 

at." This expresses exactly how whole to part learning works 

for a learner, what Goodman meant by "from whole to part, 

from vague to precise, from gross to fine" (1986, p.39). 

Thus, the development of her understanding during March was 

remarkable. 

During this time, in the block sessions, students were 

pursuing personal projects--classroom portfolio and 

documentation of a child, described below--and preparing 

discussion group presentations. Mechelle was a member of a 

whole language literature discussion group of six students 

and a social studies literature discussion group of three. 

Each student chose a professional book to read and discuss 

with the group, then the group planned a presentation to the 

class based on their discussions. These discussions provided 

opportunities to interact with peers through different 
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aspects of participation in the community of learners. In 

the larger whole language group, Mechelle had both active and 

passive roles. She stated clearly what she liked in the book 

she read and what she wanted to share with the group and the 

whole class. She was also a good listener, and she tried to 

pull others into the discussion by asking, "What do you 

think?" She strove for a comfortable atmosphere in which all 

members of the group would be more likely to participate. In 

the smaller social studies group, she often took a lead in 

the discussion, sharing her opinions and asking peers to 

share theirs. 

At the same time, in her apprentice classroom, Mechelle 

was creating parts of the theme unit Caryl and the children 

were studying about weather, which required gathering 

information and organizing it for the children. She enjoyed 

the experience, which gave her an opportunity to learn--by 

active participation, not transmissional instruction--how 

teachers plan and proceed with a theme linit. 

She was also working on two projects for the block 

class: a classroom portfolio and documentation of a child. 

These separate projects were carried out simultaneously. In 

a macro-vision of the classroom, Mechelle tried to capture 

the characteristics of the Sunshine Room to write a profile 

for the portfolio. For this project, she took pictures, 

interviewed students, and recorded class events and 

doctimented them in a big scrapbook. In a micro-vision of the 

classroom, she watched one girl closely to study her literacy 

development for the documentation. For this, she gathered 



99 

writing saitples, did a small study of miscue analysis, 

interviewed the child atoout reading, and did her own analysis 

of the child's literacy development. Close watching of a 

child in a classroom community was a great opportianity for 

Mechelle to examine her knowledge of the reading and writing 

processes learned in the block sessions. It also gave her a 

chance to learn how inportant "kid-watching" is in order to 

understand each individual student in a classroom. The 

profile was passed on to the girl's parents, which gave them 

the opport\inity to not only leam how their child leams 

language, but also celebrate their child's growth. 

Smnmary of Developing Stage 

In this stage, Mechelle actively constructed the concept 

of whole language not only by receptive and intellectual 

understanding, but also by participating in a whole language 

classroom and expressing what she learned in her own words. 

Through immersion in whole language environments, pieces of 

whole language gradually began making sense. The projects 

she conducted for the block class proceeded in the context of 

what the classroom children were doing and what she as 

apprentice student wanted to pursue based on her 

observations. These projects helped her to gather more 

pieces of the whole picture of what whole language in the 

classroom is all about. Often several things were going on 

at once in the block sessions, and they appeared chaotic. 

Overall, the learning process was messy, but by going through 

this process, she was empowered to dig out her thoughts, seek 
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Confirming Stage 

I would describe the last stage of Mechelle's 

apprentice semester as a "confirming" stage, one in which she 

confirmed ideas she had grasped by that time and was more 

confident believing them. During this stage, she had three 

critical experiences through which she verified that the 

philosophy of education she had cultivated this semester was 

the one she believed in. These experiences were a conflict 

with her science methods teacher, two math mini-lessons, and 

a visit to a transmissional model elementary school. 

Conflict with Instructor 

Throughout the semester, Mechelle had felt frustrated by 

the way the instructor taught the science methods class. She 

wrote this journal entry during a class session on i^ril 6: 

I am in science class. I am thinking: I have to sit in 

this class because if I do not then I will not get my 

teaching certificate....That is the only thing that 

keeps me from walking out. Truly. This is totally 

insulting and ridiculous.... 

Later that day, she wrote: 

I questioned [the instructor] about his test. I 

basically said that I want to walk away from this course 

with a greater understanding about how to think 

about science, especially how do children leam to be 

good scientific thinkers. I want to get some context 
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information, too. But I am not interested in 

memorizing, I am not a fountain of information, I am a 

facilitator, students use me and the classroom that 

we all create to find their own information and try to 

make meaning. 

The science methods instructor's traditional perspective 

contradicted Mechelle's image of a teacher as a facilitator 

in a community of learners. She was distressed about the 

conflict and tried unsuccessfully to resolve it. She 

continued: 

At home, I e-mailed the instructor a letter stating my 

concerns and unhappiness with his class. 

Now I am glad I took the risk, responsibility and 

control to question to him. But he has not communicated 

very much back to me.... 

At this point, I would like to have a discussion with 

him....I am not sorry that I have initiated this 

conflict. I feel that it is an in^ortant step towards 

becoming a professional teacher.... 

I think that in the end I am excited about this conflict 

as it is the first time I have openly questioned a 

teacher. 

Mechelle was trying to balance anger and assertion. Her 

peers in the classroom praised her for her courageous 

attitude, saying the Sunshine Room had changed her. She was 

not regretful about this incident. Rather, she tried to use 

it as a challenge to test her growing beliefs. She was 

facing a real world situation: Many insightful teachers have 
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been stymied by a traditional, regimented system. 

Circvimstances required her to examine her beliefs about the 

student-teacher relationship and the inportance of creating a 

classroom community of learners. Since she had already 

established confidence in her beliefs, she was consistent 

about them. 

Math Lessons 

Although Mechelle had tutored individual students and 

read books aloud to groups of students, her first formal 

"teaching" was two math mini-lessons in geometry, 

specifically, working with Tangrams. I observed, videotaped, 

and transcribed these lessons, and Mechelle and I talked 

about them using the transcripts. This was another good 

opportunity for both of us to reflect on her growth in whole 

language, it also gave us an opportunity to remember how 

difficult it is to put theoretical londerstanding into 

practice and the inportance of valuing the process of 

transition. 

While Mechelle was unquestionably kind to the four 

students in the group, the first lesson was decidedly teacher 

dominated. She was providing direct instruction--the 

transmissional model of teaching. She had an agenda that she 

wanted to pursue, and in order to move on with what she had 

planned, she repeated the same statement many times to get 

the students' attention back to the worksheet she had 

prepared. The worksheet directed the children to select the 

pieces with which they could form a square. There was 
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neither exploration nor choice in the activity. 

She wrote to me: 

I wonder about my choice to try to get the children to 

follow the worksheet. Seeing that really showed me that 

I want to keep working towards letting go of my 

power/control and responsibility for all choices...! 

will work towards bridging this gap between it^ 

theoretical beliefs and nv practice in my next Tangram 

session. (April 9) 

While Mechelle was confident in her beliefs and knew the 

direction she wanted to go, her intellectual understanding of 

holistic teaching did not function strongly enough in an 

actual working setting. Despite her intentions, she reverted 

to a transmissional teaching model in order to keep the 

children to her own agenda. 

After reflecting on her first session, she planned the 

next one, with a change in strategy. She demonstrated many 

shapes they could make and gave students more opportunities 

to think by themselves about the geometric puzzles and time 

to create their own shapes. This lesson closed with an 

emphasis on options: She showed them a "Mechellegram," her 

own Tangram-like puzzle, and invited them to make their own. 

She was trying to use the transactional model of teaching to 

enable the children to leam geometry by themselves. In her 

feedback following our discussion of the lesson transcript, 

she wrote: 

[Had I asked about other puzzles] I would have better 

understood what they already knew, and even their 
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interests....! felt very excited when the children 

started talking about what a jigsaw puzzle was and what 

a Tangram was and their relationships and 

differences.... 

I was excited to see the children's excitement when I 

pulled out my Mechellegram. Children are so neat, 

creative, and just plain wonderful. I hate the idea of 

wasting their time. I feel more motivated than ever to 

keep learning about how to teach. (April 16) 

Mechelle was analyzing quite well what she had done and 

what she wanted to do. in a discussion of the transactional 

model of education. Weaver (1992) says it is important for 

students to develop their own hypotheses and take risks, and 

that in the process of learning to be a teacher, one follows 

the same path as children do in their learning. This was 

Mechelle's experience. Through actual teaching, she was 

learning how she could decrease the gap between her beliefs 

and her behavior: why the gap had formed and what she could 

do to close it- This self-correction in turn strengthened 

her enthusiasm and resolve to teach this way. 

Visit to a Traditional School 

In April, Mechelle took a field trip with the second 

graders to the elementary school they would attend in 

September. The school was organized following a 

transmissional model and the visitation shocked her. Her 

three-page journal entry of April 19 described her 

observations of the school, contrasted it with the Sunshine 
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Room, and explained the reasons for her dismay, she 

summarized her reaction, confirming what she believed to be 

good in education and why: 

I felt sad that so many of these beautiful, wonderful, 

intelligent, talented kids that I know will be forced to 

go to that school. I wanted to cry. I also felt, while 

I was in that environment, that I did not want to be a 

teacher....[The school] took away the magic and beauty 

of children. It soured the endless possibilities that 

classroom communities have to offer. Why? Because [in 

that school], there is a battle waging to make the kids 

fit the school, instead of a negotiating and daily 

inventing of classrooms by all who are a part of the 

school community in order to best meet the needs of the 

children that go there. 

An additional prominent incident that served as a 

catalyst for Mechelle's growth and the solidification of her 

beliefs occurred close to the end of the semester, when she 

observed how a whole language teacher sets up a classroom. 

The year-long renovation of school buildings at Borton was 

almost over, and teachers began to move back to their 

original rooms from teit^orary, portable ones. Helping Caryl 

was an excellent opportunity for Mechelle to leam how an 

outstanding teacher creates a classroom from an entity room. 

Mechelle wrote: 

I feel very different--more willing to take risks. I 

have spent some long hours with Caryl, helping her move. 
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and now feel that I know her much better, I also feel 

even more comfortable with her. In addition, I feel 

more of a part of the room, because I have helped 

arrange it... .1 was so amazed with the way Caryl put the 

room together. She created such a comfortable 

environment. It is also aesthetically very pleasing. 

It is a place that I like to be. (i^ril 17) 

In conversation with me, Mechelle said she had also 

learned some practical aspects of classroom arrangement--not 

for the teacher, but for the children, to invite them into a 

classroom community. For exairple, the carpet should be 

spread to accommodate children's mobility, tables should be 

placed to facilitate conversation, and a loft with books 

should be designed to provide a comfortable reading place. 

These ideas, which until this point had not been made 

explicit to Mechelle, provided insights into how she wanted 

to create her own future classroom. 

The visit to the traditional school occurred two days 

later, and the contradictory classroom setups seemed to 

confirm her values and justify her reasons for her attitudes 

and beliefs. 

Himimarv of Confirmincr Stage 

As detailed in the preceding sections, each of the three 

critical experiences--the conflict with her science 

instructor, her math mini-lessons, and the visit to a 

traditional school--plus observing Caryl arrange the room, 

furthered Mechelle's confirmation of what she was learning in 
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the block sessions and the apprentice classroom, what she 

found right about it, why she believed what she did, and what 

she needed to do to progress in these beliefs and their 

application. 

Over the course of the semester she and her block peers 

had established a risk-free environment, and Mechelle took 

advantage of the opportunity to be open to them in their 

discussion groups, not hesitating to explain her positive and 

negative experiences and her thoughts on them. They were 

aware of her growth, commended her for it, and supported her. 

Caryl and I were supportive as well. Articulating her 

thinking through journal writing, conversations with me and 

Caryl, and peer discussions contributed to the confirmation 

process. 

Mechelle had come a long way since entering the whole 

language block. From initial vague aspirations, through a 

period of uncertainty cind questioning, followed by 

development in xanderstanding and confidence, and, finally, 

confirmation of whole language concepts and their 

philosophical context, she was ready to \indertake the greater 

responsibility of student teaching. 

Mechelle reflected one day and wrote: 

Tuesday afternoon when I came in, the children were very 

quiet and working hard on math activities. I enjoyed 

going from group to group, but felt that no one really 

needed me. It was good to just watch and do some 

catching up with the children about their new room. I 

will be very sad when summer comes because I really like 
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these kids! (April 18) 

Mechelle had certainly become a member of the Sunshine 

Room. Though she felt somewhat superfluous that afternoon, 

her presence must have added a dimension to the class. She 

enjoyed observing the children and they knew she was there if 

they needed her. How nice that she could say she would be 

sad when the semester was over! 

Part II: Mechelle in Student Teaching 

Mechelle hoped to be in Caryl Crowell's Sunshine Room 

for her student teaching in the semester following the block 

and apprenticeship, and she was thrilled to receive approval 

from the university to be there. Student teaching started at 

the end of August 1996. 

Having block classes in the spring semester makes it 

possible for student teachers to observe how teachers begin 

the school year. Many teacher education faculty members 

believe it is better for graduating education majors to have 

their block sessions in the fall so they can complete all of 

their university requirements at the end of the school year 

and start working as real teachers in the fall. While this 

schedule has its advantages, these student teachers cannot 

observe the crucial start of the school year. In this 

respect, fall semester student teaching affords in^jortant 

learning opportiinities from the very beginning. 

Mechelle started to visit Caryl's classroom a few days 

before the official start of student teaching so she could 

leam how Caryl prepares for her new class. 
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Mechelle's Responsibilities 

Mechelle's university student teaching supervisor, Dr. 

Richard Lopez, provided guidelines and requirements for 

student teachers as well as scheduled supervision. Mechelle 

told me that Dr. Lopez's continuing positive support enhanced 

her student teaching experience. She trusted his guidance 

and valued their conversations and the detailed comments he 

prepared following his visits to the Stanshine Room. 

After meeting with Dr. Lopez in late August, Caryl and 

Mechelle developed the following overall plan for Mechelle's 

student teaching: 

SCHEDULE OF DUTIES FOR THE SUNSHINE ROOM 

Dates Caryl will turn specific responsibilities over to Mechelle. 

August 23 - One bulletin board 

October 21 

September 11 

September 18 

October 1 

September 23 

September 30 

Opening story and calendar duties 

Big Book and extensions with beginning 

emergent early literacy readers 

Big Book and extension with early-emergent 

or early literacy readers 

Math group/activities 

Begin strategies for working with non-

English speakers 

Structured reading activities 

Start Theme Cycle (NOTE: At this point 

Mechelle would have full 

November 15 

responsibilities for Sunshine Room.) 

Last day that Mechelle would have full 



110 

responsibilities for Sunshine Room. After 

this date the responsibilities would 

gradually be returned to Caryl. 

The First Week 

On the first few days of school, Mechelle observed 

carefully how Caryl started the class and took copious field 

notes, more than five pages per day. In addition to writing 

down what Caryl did and what she said to and asked the 

children, Mechelle also copied classroom charts, jotted down 

the theoretical frameworks she found in Caryl's teaching, and 

recorded Caryl's after-school comments about the students' 

progress in various areas. These notes contained the essence 

of what she was learning. 

Caryl started the first day by reading a picture book to 

the class, a practice she continued throughout the semester. 

She also explained the class norms for creating a safe 

community. Then she led a math-and-language game/lesson, 

using the letters in students' names to fill a grid. This 

was not only an enjoyable way for the children to engage in 

counting, noticing patterns, and predicting, it also helped 

them get to know each other's names. She spent some time on 

each of the first few days "negotiating the curriculum" with 

the class, soliciting their ideas on what they wanted to 

leam about that year. As students provided topics, she 

created a web to categorize them. Finally, the students 

voted to determine the sequence of topics for the year. 

The daily schedule of the Sunshine Room began with 
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morning business. Usually, math followed, then recess, theme 

study, and liinch. After lunch, they had time for DEAR (Drop 

Everything and Read) and literacy block. 

The following are excerpts from Mechelle's field notes 

of the first day: 

Caryl opens with a story. 

Talks about this being a bilingual class, so don't have 

to speak all languages to luiderstand. 

Most students felt (raised hsind) that they would leam 

more of another language. 

Shows kids Sunshine book--will add all books that read 

in it. (Kids guess how many: 9, 10, 40) 

Then look at calendar. What is today? 

Paper under the calendar--will mark with tallies. Then 

the strip has how many days of school: nuinbers 1, 2, 

Kids need to value what they already know. 

Tomorrow, talk about classroom norms 

What made it easy to work together? 

Boundaries for loft, centers. 

Think aloud--"play with literacy"--with letter stan^is, 

puppets, invitations to write letters, listening posts, 

visual skills, shared big book readings, drama...AND 

kids choose what they want to do. Adults can pull kids 

at that time to do more directed activities. . 

Writing starts before reading. 

What really interests you. 

"It's your homework, not your parents'." 
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[Name] data--we'11 work on it--authentic way to leam 

numbers. 

"I really value what parents know about their children." 

After the first c3ay, Mechelle began taking over the 

morning business, following Caryl's example. She started the 

day with a story, asked about the calendar, etc. Even though 

she did not speak Spanish, she asked Spanish-speaking 

children to tell her and the rest of the class how to say the 

date in Spanish. 

After the first week, she wrote to me about Caryl's 

first math lesson, summing up by saying: 

Caryl's math lesson on the following Monday was a 

wonderful tie-in to what had been done the first week. 

It was incredible to watch the way she had the 

children participate in the discussion. I especially 

loved the way that she went through the first 6 squares 

and then didn't fill in the 7th square and instead had 

the children predict the pattern after she started it. 

Also, the way she involved them in predicting how many 

times a name would fit into a particular box, and 

pressing them they guessed. She had many involved, 

thinking students who were actively participating in 

the discussion. 

I also like the way the students came up to the overhead 

projector to record their predictions. Not only were 

they learning about predicting, but also, special 

reasoning--in working with the overhead and its 

projection. (August) 
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Her description indicates that she was no longer in her 

apprenticeship, but in her student teaching, because her 

observation of Caryl was more focused on the teacher-children 

interaction. She was observing Caryl as a model of a 

classroom teacher and trying to understand Caryl's techniques 

and their impact on student learning. 

Mechelle kept a separate set of notes to record Caryl's 

comments relating to her student teaching experience. On 

August 26, she wrote: 

Caryl said, 

- I want you to be a part of all of the teacher 

conferences. 

- You will watch the music, P.E., etc. A great 

opportunity to leam these things as you won't get 

these specialists as a teacher. 

- biggest priority is for kids to feel like they can 

be readers. I want every child to have found 

something that they can read by the first week. 

Really encourage all kinds of reading. 

Caryl' s remarks made a strong iitpression on Mechelle at 

the beginning of the school year. She told other student 

teachers at Borton that she was very impressed by Caryl' s 

explicit effort to lead the children to realize that they 

could be readers or they were already readers. The quotes 

selected give an indication that she was acquiring the 

central concepts of whole language from Caryl and beginning 

to understand her educational philosophy. 



The First Month 

On September 13, three weeks after starting student 

teaching, Mechelle wrote: 

Some days are good, and some day are very hard. 

Every day has challenges. Every day has joys. However, 

I am so glad to be here--my learning curve is really, 

really high. I am learning so much every single day, 

and I feel so lucky to be with Caryl and at Borton, 

It was just like being in the aspiring stage again, yet 

more realistic. Working with the same mentor she had for her 

apprenticeship was proceeding smoothly, because they had 

already established mutual understanding and support, and 

Mechelle's self-evaluation was very high good. She 

continued: 

whole language block influences me tremendously. Caryl 

said it best: "Mechelle doesn't know all the little ins 

and outs of classroom management, but when I talk to her 

about how children leam to read I know that she 

understands and agrees with what I am saying. I don't 

have to waste time explaining or defend.ing my position." 

The whole language block has helped me develop an 

understanding of how children learn, and an ideal of 

teaching that I would like to obtain. I feel more 

confident to take risks, and am better able to be 

analytical about my thinking and experiences. 

This paragraph contains some important points. The 

block sessions had given her a basic understanding of how 

children leam a language and how they can best be helped to 
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leam it, which gave her cooperating teacher more ease in 

interacting with her and surely put Mechelle in a better 

position to leam from Caryl. Moreover, she reflected on her 

growth in confidence and self-analysis. 

A subsequent paragraph from the same entry contained 

another important statement relating the block sessions to 

student teaching: 

Being in the classroom helps me pull the theoretical 

into the practical. However, I needed that good 

theoretical base to know what to do, and why to do it, 

when practicing in the classroom. I use what I learned 

to make decisions. 

What she had learned in the block sessions was already, 

in the first stage of student teaching, a source for decision 

making in the classroom. Although she did not at this point 

mention specifics aiiout how she pulled this theoretical 

framework into classroom practice, it was iirportant that she 

articulated this consciousness. Like all teachers, she was 

constantly making decisions while she was with the children. 

And, she was learning how to create a community of 

learners and how teachers can help children create it. She 

wrote on the same day: 

I am learning to be more directive and more 

"controlling." I am learning how to compromise and 

figure out ways to not "throw the baby out with the bath 

water." For exait5)le, at first I didn't want to do any 

grouping by cibilities. Now I am learning that sometimes 

it is best to group by abilities, but the trick is not 



116 

to do it all of the time. Also it is important not to 

make a big deal out of the groups--be casual. 

Her reaction to the issue of grouping shows that she was 

flexible enough to change her ideas according to her 

observations and analysis of the actuality of classroom 

dynamics. 

During the first month, Mechelle had taken over the 

morning business and created and taught a study center for 

the Sunshine theme unit which Caryl had started in August. 

She wrote on September 30: 

I am very excited some days and demoralized and 

frustrated on other days. Ironically, I feel that I 

will be ready to start teaching in August 1997. 

She continued: 

I have learned that teaching is very, very hard. Also 

it is more complex. I am more comfortable with 

uncertainty (not \anderstanding things and being xansure 

about what to do). Also the love I feel for the 

children in the Sunshine Room AND the adults at Borton 

grows and grows. The children are SO NEAT! I love to 

talk/gossip about them with Caryl and Halie (teacher 

aide) at the end of the day. 

At this stage, she hasn't mentioned why she sometimes 

feels demoralized and frustrated, nor why she finds teaching 

to be hard. Still, her attitude and emotions toward the 

children and adults in Borton were very positive. It seems 

that in the immersion of classroom teaching, as in the block 

and apprenticeship semester, she was again grasping 
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"teaching" as a rather gross and vague whole; she had not yet 

reached the point of attending to many of the precise aspects 

of teaching and classroom management. One that was on her 

mind was control and determining its optimal balance: 

I wonder if I am too strict OR too lenient. Sometimes 

I just bite children's heads off, other times I wonder 

if I should be more strict, set more boundaries. Should 

the children be forced to walk in a straight, quiet line 

or is it okay for them to bounce balls, talk to their 

friends, wander around a bit? Should I press a child to 

work on their spelling or writing harder? Or are they 

already working as hard as they can and still writing 

like that? (September 30) 

She was questioning some pragmatic issues, which she 

would be dealing with frequently later in the semester. 

Student teachers face numerous incidents in the classroom 

that are not easy to react to both spontaneously and 

appropriately. Classroom dynamics and children's 

relationships are always changeable and tentative, and it's 

essential for adults in the classroom to remain consistent in 

the application of their knowledge of child development and 

their educational philosophy. 

As an apprentice, Mechelle had assisted Cajryl in 

planning a theme unit, including gathering information from 

any possible resources. Now she planned and taught a study 

center for another theme unit, and she reflected on it: 

I sometimes feel overwhelmed and am scared about living 

up to the challenge of teaching. However, I also have 



118 

times of great personal satisfaction and feelings of 

accomplishment. For exartple, I recently designed and 

taught my first theme center. The Sunshine Room is 

doing Sun right now, so I designed a center to focus on 

Sim energy/heat. It was SQ successful! The children 

enjoyed it and learned a lot!! I could just see their 

brains growing and understanding. It was great! I used 

many different resources {talked with a science educator 

on the phone, got books from the library, used a teacher 

book that I found in the Sunshine Room, and talked a 

little with Caryl) to develop the center. I am 

understanding that I don't have to reinvent the wheel. 

Also, by talking to others, I can be more creative and 

more effective than I can be on nv own. (September 30) 

I observed her instructing a group of students at the 

study center. She seemed confident and was well prepared 

with focused questions and creative small experiments using 

different colored T-shirts, apples, and marshmallows. Her 

clear explanations and the appealing visual display attracted 

the children to leam about the sun's energy. 

Children at her study center table were not only 

interested in the experiments, but also were immersed in the 

books she had assembled about the sun's energy. It was 

amazing to see those first cuid second graders eagerly 

browsing through the books even though some were written for 

older children or adults. Her first stuc3y center was 

remarkably successful and she had a gratifying feeling of 

accort5)lishment. 
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Mechelle had full trust in Caryl's ideas, opinions, and 

decisions and told me that she often emulated her. I 

frequently observed Mechelle watching Caryl carefully and 

trying to do many things as she did. This was important, 

because it gave her opportimities to think about the reasons 

behind Caryl's decisions. This process can be very effective 

if the student teacher has a certain understanding of the 

cooperating teacher's beliefs. Mechelle's apprenticeship in 

the same classroom seemed to have given her a distinct 

advantage for maximizing what she could learn in her student 

teaching. 

At this time, late September, Mechelle was helping Caryl 

tutor individual students as well as leading group lessons. 

One day, she was helping a math group leam about 

calculators. She was carefully following Caryl's plan, but 

something was not going well. The children were not 

concentrating, even though they were interested in using the 

calculators. On September 30, she recorded her observations 

of this situation: 

I am learning to trust ir^ feelings--my knowledge. 

After doing 2 math lessons with calculators last week, I 

felt that only some of the children understood the 

concept of addition and even numbers well enough to 

start using calculators. I felt that the calculator 

activity that Caryl had set up was too advanced for many 

of the children, that they needed more concrete work 

with numbers and addition, first. I went home and 

thought about this--really thought through it. But I 
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dican't have enough courage to talk to Caryl about it. 

Then after Caryl had returned and worked with a group, 

she told me that she felt the children weren't ready for 

this activity yet, needed more practice with nioiriber 

sense and addition first. I didn't say anything to 

Caryl, but I felt sad that I didn't discuss my feelings 

with her. She would have valued my opinion. Anyway, I 

trust my opinion more now. 

Mechelle grasped the situation and recognized what 

should have been done. She found it is difficult for a 

student teacher to share an opinion, especially when it seems 

to contradict the cooperating teacher, but surely Caryl would 

have listened to her. Through this experience, Mechelle 

strengthened her self-image as a teacher. 

I asked her to discuss other concerns she felt at that 

time. She wrote; 

How will I be able to teach very well if I am the only 

adult in the room? If I am responsible for planning all 

learning needs: P.E., music, art, specialized reading, 

etc.? How could I do all of this and still have time 

for nv own family? How can I be the only adult in the 

room and still be able to give enough individual 

attention to the specific needs of it^ students? 

(September 30) 

While Mechelle would probably have to seek answers to 

the large questions she raised throughout her teaching 

career, there were some points we could discuss and that need 

consideration. Certainly being at Borton is ideal for a 
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Student teacher who wants to develop whole language, but some 

student teachers and their supervisors think that since 

Borton also has some other special advantages that other 

schools do not (a larger budget means more teacher aides, a 

community liaison for lower income students, reading 

specialists for bilingual students, and other special 

programs and facilities), student teachers would miss some 

aspects in opportunities to handle difficulties that may-

arise in other schools and classrooms. While every school 

and classroom has different characteristics and problems, and 

it may not be necessary to experience these extra 

difficulties in student teaching, student teachers at Borton 

might lack experience in facing some common school system 

problems. In this sense, her concerns are sensible and 

realistic. Caryl responded to Mechelle's concerns on October 

7: 

If you think about it too long, teaching is an 

overwhelming job. It's a tremendous opportunity and a 

tremendous responsibility. And you never quite leave it 

behind at the end of the day. I think the key to 

surviving is to remember that the kids are supposed to 

be the learners. If you get all planned for kids, they 

have no reason or opportunity to leam to do for 

themselves. What it really comes down to is trusting 

the kids as learners. 

Caryl's response, both explicitly and implicitly, 

conveys a basic insight into whole language teaching. While 

she did not directly reply to Mechelle's specific concerns. 



her suggestion to trust children as learners indirectly 

replies to all of them. 
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The Serond Month 

As Mechelle's first month of student teaching 

progressed, she viewed herself more and more as a teacher. 

She had faced realistic aspects of working as a teacher in a 

classroom, and her questions about strictness versus leniency 

and other concerns about a teacher's life arose from being in 

an everyday classroom situation. They also revealed an 

awareness of her desire to become a democratic teacher, an 

ambition she often discussed with the five other block 

session peers who were also student teaching at Borton. Her 

inexperience with the particulars of classroom management 

seemed to be typical of other student teachers. 

Iiiterany Block: A Big Book Mini-Lgsson 

Mechelle was soon facing a struggle with management 

issues in the classroom. Trying to imitate Caryl had become 

less and less effective, because the children did know she 

was not Caryl. 

In the mid-October, she was in charge of a mini-lesson 

for emergent readers. Caryl had scheduled this lesson for a 

literacy block, a daily activity that provides students a 

variety of opportunities to engage in reading and writing for 

forty-five minutes to an hour. Mechelle decided to do a 

reading strategy lesson using a Big Book. The focus of the 

strategy was to predict words according to the pictures and 
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context. She covered all the words in the book with one or 

more blank post-it notes and asked the children to predict 

the story according to the pictures on each page. She 

removed the post-it notes one at a time so the children could 

see the beginning of a word and asked them to predict the 

word. 

I observed one of these lessons, which Mechelle 

presented to five or six students at a time. The literacy 

block was scheduled in the afternoon, and it was difficult to 

keep some of the students' attention on learning. She even 

had a hard time getting two of them to sit aroimd the big 

book. These two were quite wild and did not listen to her, 

and it took up too much time trying to get them to settle 

down. She was lenient, and they took advantage of her 

leniency and kept being disruptive. She patiently tried to 

get their attention not by words of control, but by inviting 

them to read, saying "Carl (Borton students' names have been 

changed), we need your thought!" or, "Andrea, why don't you 

help us find out the story?" Although the lesson was not 

smooth, because some of the children were off-task, Mechelle 

persevered. They read the book together twice, once 

predicting the story according to the pictures, then as 

Mechelle removed the post-it notes word by word. She 

repeatedly asked the children what words they thought would 

be next and why. There were many conversations going on 

between her and the children, as well as task-related talk 

among the children. She made it clear that she valued their 

predictions, which were drawn from their own lives. After 
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they finished reading together, she suggested that they read 

the same story by themselves and gave them each a small copy 

of the same book. They grabbed those small books and started 

reading them on their own. Some were reading aloud. 

In this lesson, Mechelle manifested her strong beliefs 

about what helps children leam to read, demonstrating how 

prediction can be used effectively to make sense of a story. 

Although she struggled to keep the children's attention on 

reading and the group appeared chaotic, and she told me 

afterwards that she was exhausted, despite all this, the 

children enthusiastically engaged in individual reading of 

the book. I was iinpressed by Mechelle's effort which brought 

about such apparently strong motivation to read the book 

again on their own. 

The Theme Unit - Part I 

During the first few days of school, Caryl and her 

students negotiated their curriculum for the year. Caryl 

usually led a unit on the Sun at the beginning of the year to 

familiarize students with theme units. She had plenty of 

materials for this unit because she had done it for a number 

of years. Also, this unit had a special meaning for the 

children, since their class was named the "Sunshine Room." 

The Sun unit helped them establish their identities as 

members of the Sunshine Room. 
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Planning 

The university supervisor's initial statement of 

requirements for student teachers included these 

instructions: 

You should immediately begin planning your integrated 

unit of study that you will teach during this semester. 

Start now to identify your unit topic. All of the 

cooperating teacher's resources and materials are 

available for use in planning and implementing the iinit. 

Note that the final draft is due to me on September 30. 

Because of the Sunshine Room's previously negotiated 

curriculum, Mechelle did not have any choice about the theme, 

cind in late August she started planning a unit on animals. 

She prepared a packet of schedules and lesson plans with 

a seven-page annotated bibliography. She began her planning 

report with three goals: 

1. Students will develop an understanding of the impact 

of hiunans on wildlife and habitats. 

2. Students will develop an understanding of what a 

desert is and an awareness of the deserts of the 

world and the animals and cultures that live in them. 

3. To provide an environment for children to ask and 

explore their own questions in an attempt to help 

children see themselves as independent and lifelong 

thinkers/researchers/scientists. 

These goals included not only expectations for content 

learning, but an intention to foster in the children a self-

image as lifelong learners. 
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In my case studies of four student teachers at Borton, 

only Mechelle experienced curriculum negotiation between 

teacher and students. Also, two of these four student 

teachers opposed the negotiation process and preferred to 

choose the topic of the units themselves. It was not that 

they were opposed to whole language, but because the process 

of student decision-making seemed to require too much time, 

effort, and patience. Mechelle- -who liad often remarked on 

her admiration of Caryl's negotiation of the curriculum with 

her students and her pride in the Sunshine Room planning 

their own curriculum-- explained the process to the other 

student teachers, but they still did not agree with her 

approach. One said she would not feel secure attempting to 

teach a \anit on a siabject she didn't know much about. While 

this seems sensible, it also suggests the value of the 

cooperating teacher serving as a role model, demonstrating to 

the student teacher the in^ortance of teachers being learners 

and risk takers. 

In the overview section of Mechelle's theme unit lesson 

plans, she wrote: 

Although we are currently phasing this in, it will 

officially begin on October 21 and last until 

November 15. On Mondays, Tuesdays, and Thursdays we 

will have theme centers or theme whole group activities 

for about one hour each day. Many literacy choices, 

math activities, music, art and physical activity 

classes will also be related to the animal theme study. 

You will see those written up in my blue folder on a 
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week by week basis. These lesson plans will be altered 

as necessary as the children and I invent our animal 

theme together. 

Here Mechelle alludes to two concepts that are central 

to holistic learning. Although she scheduled starting and 

ending dates for the lanit, she notes that it was already 

being phased in. This iirplies flexibility depending on the 

learners' interests suid needs; th^ would not be compelled to 

follow an inclosed schedule. Also, she noted that her plans 

were subject to change as she and the class "invent [their] 

animal theme together." She realized that plans are merely 

plains; what is in^jortant is the process of learning, and the 

specifics of the theme unit cannot be predicted. As it 

turned out, the content of her plans were changed 

considerably by way of the students' learning process. These 

changes occurred as a result of her careful kid-watching and 

flexibility to make adjustments according to the children. 

Introducina the Theme Unit 

The class started to talk a lot about animals in the 

middle of October. Mechelle had hoped to provide 

opportunities for the children to see and touch real animals. 

Fortunately another student teacher, Jane (university 

students' names have been changed), was also doing a theme 

unit on animals and planning to bring some animals to school. 

Jane and her family reared several kinds of livestock. On 

the morning of October 23, Jane's husband and son brought to 

the school playground a cow, a horse, a sheep, a pig, a goat. 
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and an Angora goat. Mechelle's class was invited to see them 

after snack time, and they spoke about them excitedly through 

the morning. When the time came, they had to wait at the 

comer of the playgrovmd while another class finished their 

turn with the animals. Photographs I took clearly portray 

the children's excitement. They could hardly keep their eyes 

off the animals. 

At last, it was their turn. While adults held the 

ropes, excited children ran around the animals, touching 

them, stroking them, feeding them grass, etc. Then they got 

together to listen to Jane's husband and son explain how they 

take care of the animals. This was a splendid way to engage 

the students in the unit. 

Next, three guest speakers shared their knowledge of 

animals with the class. Mechelle thought these sessions 

would be an excellent introduction to the vinit and a good 

motivator for further learning. Caryl herself was first, 

discussing birds, a subject she had learned about through 

theme units in previous years. She also talked about the 

Borton bird sanctuary, explaining how and why it was built. 

On the following day, a woman from the Tucson Hunting Club 

spoke about animals that live in the Tucson area, especially 

desert animals. She brought many kinds of fur, replicas of 

skulls and bones, plaster animal feet, photographs, and more. 

Finally, a herpetologist visited the classroom. He 

showed numerous slides while explaining where the reptiles 

lived, what they ate, whether or not they were poisonous, 

etc. This was an especially exciting visit for the children. 
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and they wanted to share their own knowledge and experiences. 

Caryl often had to tell them to speak out only to ask 

questions, because the time was very limited. Then the 

herpetologist removed a brown cloth bag from a box and 

announced that he had brought a live snake. The children 

looked extremely excited. He said that in order to protect 

themselves, snakes seem cowardly, and told them some 

iit5)ortant points about handling them. Finally he took the 

snake out of the bag. I was surprised to see that no one was 

scared, and they all watched closely. When he asked the 

class who wanted to touch it, everyone raised their hand 

immediately. It was a mid-sized snake, about two feet long, 

with many black and orange spots on it. Each child stroked 

its body. 

As Mechelle had hoped, these lectures were stimulating 

and engaging enough to motivate the students to begin the new 

theme unit. On October 29, in the afternoon literacy block, 

Mechelle asked them to write thank-you notes to the guests. 

She explained that this was something she and the children 

could do to show their appreciation. The children quickly 

saw the need to do this, but letter writing was not easy for 

them, as emergent writers. She helped them clarify what the 

guest speakers had talked about and what they had brought to 

the class. Children raised their hands and told what they 

remembered. Mechelle wrote their responses on several large 

sheets of paper. It was a superb phonics and vocabulary 

lesson. Whenever a child brought up a word, she asked the 

class how she should spell it. First, she asked them to 
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think of the first letter according to the soimd of the word, 

and she pronounced the first consonant sound. She continued 

to provide just enough assistance to enable them to figure 

out for themselves the letter-sound and letter-morpheme 

relationships for each word. For example, she alerted them 

to variations of vowel combinations and their sounds and the 

sounds of the "sh" and "ph" spellings, and differentiated 

singular and plural according to the context. She taped 

these large papers to the chalkboard, and the children 

started writing their letters. Mechelle gave them three 

afternoon literacy blocks for their drafts and final writing. 

They each wrote three short letters, mostly two or three 

sentences. Mechelle had capitalized on a "teachable moment" 

to teach phonics in a context of use and need. 

Mechelle had initiated the theme unit with authentic 

activities that captured the students' interest. They were 

therefore motivating themselves to engage in the theme. 

Studv Centers 

Mechelle had already collected and displayed many books 

about animals, stuffed animals, and puppets. Children had 

brought in birds' nests, a pet snake, etc., and the room was 

filled with animal paraphernalia. 

Mechelle prepared four study centers for the morning 

theme unit time: tapes of animal sounds, animal footprints in 

sand, skulls and pictures of skulls, and fur. The last three 

utilized items left by the speaker from the Hunting Club. 

The three adults in the room were available to assist the 
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children at each center. These study centers, though varied 

and presvunably interesting, did not seem to attract the 

children. They participated in the activities but showed 

only mild interest. The reason seemed to me that Mechelle 

had over-prepared and was too organized, so the children had 

to be willing to follow her specific instructions. There was 

no room for them to wonder, wander, and cultivate their 

curiosity. Also, Mechelle had a set schedule for the 

activity, so after children spent a few minutes at one 

center, they were expected to rotate to another. 

Although Mechelle had prepared a number of activities 

and opportionities for the children to use their five senses, 

and the children participated to some degree, something was 

missing. The study centers should have been a starting point 

for nurturing individual inquiry. Even though some learning 

occurred, engagement, authenticity, ownership, choice, and 

risk-taking were lacking. 

Study centers have been used by many whole language 

teachers. But their design and quality should be discussed 

more in whole language preservice and professional 

development programs, research journals, and conferences. No 

matter how well a teacher prepares centers, if all the 

instructions are fixed in the teacher's plans there is not 

much difference from transmissional education. 

Committee Activity; Three Davs of Chaos 

Committee activities were not in Mechelle's original 

lesson plans for the theme \init. She added them because 
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there were so many items about animals in the classroom and 

she wanted to give the children opportxinities to access and 

use them. 

At the end of October, Mechelle attended the annual 

conference of Tucson Teachers Applying Whole Language (TAWL). 

She was irtpressed by the views on teaching expressed by the 

keynote speaker, Shelley Harwayne. Mechelle said Dr. 

Harwayne's most impressive insight was "don't do things that 

children can do by themselves." That suggestion had a great 

impact on her. Following the conference, she rethought her 

original plan, which had been a rotation of four new study 

centers. She decided instead to let the children take the 

responsibility to reorganize, work with, and leam from the 

same materials in their own way. 

On Monday morning, the day after the conference, she 

described the committee activities she wanted the students to 

engage in for the week. She explained that there were so 

many valuable things about animals in the classroom, but they 

were not organized well enough. She wanted the children to 

organize them so everyone would be able to access whatever 

they wanted. The children nodded and she presented her plan. 

She told them there would be four committees: books, bulletin 

board, stuffed animals, and a museum to display animal items. 

The book committee would sort and categorize all the books on 

a special shelf for the study of animals; the bulletin board 

committee would make picture posters with captions in both 

English and Spanish; the stuffed animal committee would 

decide what to do with all the stuffed animals; and the 
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museiam committee would organize the furs, plaster feet, 

replicated skulls; and other realia. 

It took twenty minutes to explain all these activities. 

At first, the children sat patiently on the floor, listening. 

Some raised their hands and gave their opinions. She 

listened and gave positive feedback, saying they could try 

their own ideas in their committees. 

After fifteen minutes, the children started getting 

restless. Some talked to one another, others sat quietly but 

played with their fingers, looked around, or watched other 

students doing something else, Mechelle tried to recapture 

their attention by saying "Cliildren, listen," or "Excuse you, 

Arthur," but she continued to speak softly without raising 

her voice, so some of the children couldn't hear her, and 

they all were at the limit of their patience. 

After explaining the function of each committee, she 

told the children they could join the one they preferred as 

long as each had no more than five or six people. As 

students chose committees, she wrote their names on the 

chalkboard. Then they started the committee activities. At 

this point, she did not foresee what would happen in the next 

few days, although it seemed to me that she had overlooked 

something very important--student choice--in her decision to 

initiate this committee activity. This oversight will be 

discussed in detail in Chapter Five. 

As the children began working, Mechelle visited each 

group to make sure they knew what they were expected to do 

and tell them to choose a leader, whose role was to organize 
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the group's work. Then she stayed with the stuffed animal 

committee for ten minutes. The stuffed animals were in a big 

basket on a table. The children on that committee were more 

interested in playing with them, while she kept telling them 

they needed had to decide what to do with them. The 

following is the an excerpt from my transcript of the 

videotape of this scene. 

Mechelle (M) : Caryl mentioned to make a zoo- -you could 

do a lot of things with these [stuffed animals]. We 

have a whole loft with it to work it turn into a zoo. 

You can choose something else. But right now, you sit 

together and talk ... puppet shows? And decide. Go 

cihead and sit down. 

Cathy: Am I gonna decide? Am I gonna decide? 

M: You need to work with it together. Your whole group 

is going to decide it together. You know you need to 

label animals some point. But you need to decide who is 

going to be responsible. You need to decide among 

yourselves. Then, you are going to organize these 

animals so that all people in a class can see them. 

They need labels? They need a room in a class? Are you 

making a zoo so that other class Ccin come and see? Are 

you going to do a puppet show? You can do both of them? 

Think about it. 

Jim: Puppet show? 

Peter: No, zoo, zoo. 

Jim: What do we wanna do, zoo or puppet show? 

Cathy, Peter, Maria (chorus): Zoo!! Zoo!! 
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M: Where are you gonna put the zoo? 

Peter: On the loft. 

M: On the loft? 

Maria (pointing to a comer of the classroom) : There, 

with blocks. 

M: Did you hear that Maria said to use blocks? Can 

you make the zoo? Are you gonna make big signs to write 

the name what it is? 

Maria: Yes, yes. 

M: Do you want to me to write some of those down? 

(Children were playing with stuffed animals.) 

M: (stopping them playing) We really need a plan, 

(started jotting down) Zoo... on... the... loft... 

Use... blocks.... How are you gonna use blocks? Tell 

me about how. 

Jim: Make a zoo! 

Cathy: We will make a zoo! 

M: How are you gonna label these so that people know 

what they are? 

Jim: Zoo in the loft. 

M: Use blocks to make cages for animals? 

Peter: Make a cage so that it can't get out? 

M: Like a real zoo? 

Jim: Big one. 

M: How are you gonna label the animals? 

In this exchange, Mechelle made suggestions in a kind 

and supportive manner to help the group start organizing 

their ideas about what they would do with the stuffed 
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animals. Although the children understood the overall idea 

she had proposed to them, it seems that they were not 

committed to the process of taking the initiative for their 

activity. They responded with in^jromptu ideas, but their 

involvement was minimal and their thoughts seemed 

superficial. Mechelle told them to continue to think about 

how they would organize their zoo and left for another group. 

She suggested to the bulletin board committee tliat they 

put up posters on the big bulletin board where there were now 

Halloween decorations. Then she visited the book committee 

and asked what they were doing. They said they were going to 

sort the books according to animals. She encouraged them to 

begin working on it. Her visit to the museum group was 

similar: she asked what they were doing, they repeated their 

task, and she suggested they begin. 

Meanwhile, the stuffed animal committee (from this 

point, they called themselves the zoo committee) started to 

construct a zoo, using wooden blocks for cages. Two of the 

children started making cages on the carpet, but the other 

two picked up as many blocks as they could and tried to carry 

them to the loft. The whole group was quite loud, as were 

the other groups. By the time they had to stop for music, 

the class seemed to have lost whatever concentration it had. 

For the next two days the children continued this 

committee activity at theme unit time. They had plenty of 

interesting things to work with, but they were not organized 

in what they were doing with them, and the activity was 

chaotic. 
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On the first of these two caays, Caryl was absent and 

there was a siabstitute teacher. Mechelle began the activity 

by telling the children to continue their work from the 

previous day, and they started working at the tables. She 

visited the zoo committee first and found the children 

treating the stuffed animals very roughly. She told them the 

animals were important to her and explained how to handle 

them. Then she asked what they were going to do. One 

answered that they needed to know the names of the animals. 

She asked how they could find out. They responded, "brain," 

"in the book," and "asking somebody." One of them went to 

the bookshelf and brought back books to look up the names of 

the animals. Then Mechelle left for another group, and the 

children started browsing through the books. Before long 

they became involved in looking at the pictures instead of 

finding names. Although the activity was acceptable, the 

children were not accorrplishing their committee's appointed 

task. 

Mechelle visited the museum group and explained to the 

substitute teacher what the children had started yesterday. 

These children were wandering back and forth along the shelf 

looking at and touching the items they were to display. 

Next, Mechelle visited the book group. The children were 

arguing noisily about something that was not clear on the 

videotape. She asked who was the group leader. A boy raised 

his hand and said another boy was not cooperative. She asked 

the children what kind of plan they had. The leader said 

they were going to sort the books. She asked how they 
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committee, who were still looking at books, talking, and 

playing with dolls. Mechelle told them to be quiet and to 

stay on task. 

Then she noticed a boy climbing on the loft. She left 

the group to tell him to get down. The noise level was 

getting higher and higher. She went to the bulletin board 

group and helped the teacher's aide take down the big 

bulletin board from the wall. In that group, too, the 

children were not sure what they were going to do, but they 

were having fun taking things off the bulletin board. 

Mechelle again told the children on the zoo committee not to 

play with the stuffed animals but to keep working. 

She returned to the zoo committee and told them the 

first decision they had to make was how to label the animals. 

She showed them how to use folded paper to make labels, told 

them to get pencils, gave them pieces of white paper, and 

left. 

She went back to the book group and asked how they were 

going to sort the books. A girl answered that they were 

going to sort them by animals and make labels in two 

languages. Mechelle found a boy at the table doing a math 

worksheet. She approached him and told him his group needed 

his help. The Spanish teacher came in and Mechelle found the 

time was over. She told the class to clean up quickly and 

get ready for the Spanish lesson. 

Throughout this committee time, the class was 

disorderly, the noise level was very high, and none of the 
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groups were productive. When Mechelle visited a group, the 

children there tried to focus on what they were supposed to 

do, but when she left, their attention quickly wandered to 

something else. Mechelle did not seem fully aware of this. 

She may have noticed, but she remained positive and 

optimistic. She did not raise questions about why the 

activity was not working well and what was causing the chaos. 

During these 45 minutes, she switched from group to group, 

staying not more than 5 minutes. It appeared as if the 

children did not understand their tasks clearly. They were 

dependent on Mechelle for specific instructions on what to do 

each moment. 

The third day of committee activity was worse. The 

noise level was high from the beginning, and Caryl, who 

normally did not interfere when Mechelle was in charge of the 

class, had to tell some of the children to stop distracting 

others. Mechelle went from one group to another, as on the 

previous day. Caryl was with the bulletin board group, and 

they were making English and Spanish captions. The zoo group 

was again playing with the stuffed animals. A boy was 

throwing them in the air, and one dislodged a table group 

number that was attached to the ceiling. Mechelle asked if 

they needed paper for labeling. They got construction paper 

and started to cut it in all different shapes and play with 

it. The museum group was still aimless, and did not knowing 

what they were going to do. Mechelle asked how many birds' 

nests they had, where they could display them, and how they 

would label them. 
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Although some groups were progressing--the bulletin 

board group was writing captions for the pictures, with Caryl 

helping them, and the book group was making cards in two 

languages--the class was quite noisy and Mechelle was busy 

disciplining unruly children. 

Finally, after twenty minutes Mechelle asked the class 

to come to the carpet area to talk. Disappointment showed in 

her face as she told them the activities looked "ridiculous." 

She said she had been kept busy just explaining what to do 

for three days and many students were off-task, wcuidering 

around, and disturbing others. She said they needed to 

decide whether to continue the project or quit. She asked 

them to raise their hands if they thought the activity did 

not work, and half the class raised their hands. She asked 

who wanted to continue, and three children raised their 

hands. She asked why they thought that it did not work. The 

children responded honestly: "too loud," "playing around 

instead of working," "nobody listen," "fighting," "hard to 

work." Lunchtime came and she had to stop the discussion. 

The Sunshine Museum 

At the beginning of the next week, after the three days 

of chaotic committees, Mechelle discussed with the children 

what they were going to do, since the activity clearly had 

not worked well. Mechelle repeated that since they already 

had so many good theme-related items in their classroom, she 

wanted them to think about what they could do with them. But 

this time, she did not propose any of her own ideas. 



The children appeared to be thinking about the items 

they had. A boy suggested they make their classroom into a 

muse\am, and many children seemed interested in his idea. 

Mechelle asked how they could do this. The children 

presented several ideas: display things on the tables and on 

the shelf, decorate the walls, etc. Mechelle asked who would 

see the museum. This question excited the children, and they 

answered: "other classroom children," "other teachers," "Dr. 

Wortman," "parents," etc. 

Mechelle elicited more details about what they needed to 

do to actualize their ideas. The children responded that 

they could write letters of invitation, put signs up in the 

school, prepare explanations, etc. Then the idea of 

committee groups was raised again. But this time, they had 

their own purpose for working in groups and a common aim. 

Mechelle set the date of the museum presentation for that 

Friday afternoon. 

From that point, the committee groups started 

functioning very effectively, as the children actively and 

creatively planned to transform their classroom into a 

museum. The zoo group at last started to label the stuffed 

animals and arrange them on the loft to resemble a zoo. The 

museum group experimented with displaying items on the shelf 

and on the tables, and the other groups were also working 

intently. The whole class was enthusiastically actualizing 

their own ideas. The difference in the children's attitudes 

and behavior from the previous week was dramatic. They had 

ownership of their activity and their own purpose to pursue. 
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These three days before the Friday museum event were the 

most exciting of her student teaching for both Mechelle and 

the students. Literacy events were going on everywhere in 

the classroom, and every child was engaged in something 

related to the museum. A group of children were composing 

invitations for all the other classrooms and the principal. 

Another group was making signs showing the location of the 

classroom in the school, and another was making other signs 

for the displayed items and wall decorations. 

While Mechelle was helping some children hang animal 

furs from the ceiling, a boy asked her how to spell "museum." 

Then, she asked the children how to spell it. By pronouncing 

it slowly, they figured out the first, second, and last 

letters, and Mechelle helped with the rest. Another boy was 

making a "don't touch" sign. His invented spelling was 

"don't tatch," and he drew a hand with an X through it. Some 

children were discussing ideas for the best use of the wall, 

such as labeled pictures of animals or a large desert mural. 

They agreed to divide the wall into two parts, for day and 

night landscapes of the desert with drawings of animals and 

plants. 

Mechelle wrote in her journal entry on November 14: 

I am so excited by the museum that the children are 

creating....In the museum, they are so responsible and 

active and creative. I have stopped iryself many times 

from saying something or interfering in discussions. 

And they have really amazed me. Just getting to watch 

them go makes all the hard parts about teaching worth 
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it. Children are INCREDIBLE 1 I am so excited about the 

energy and enthusiasm in the classroom over this musexom. 

It was remarkable to observe the children deeply-

involved in literacy events when they had ownership and a 

specific purpose. Mechelle had been observing each child and 

wrote: 

Also I see so many changes AND so much growth in the 

children's writing....Juanita has gone from string 

letters to invented spelling (primarily consonants) and 

I am so excited. Lydia is leaving spaces between words. 

Many children are beginning to experiment with periods 

and other punctuation. Many are starting to write 

stories. 

I, too, had noticed the children's writing was growing 

through this authentic event. 

The classroom was becoming more and more like a museum 

every day, and the children put posters in the hallways and 

other places in the school. Mechelle and Caryl knew that 

some classes would be visiting on Friday afternoon and 

decided the room would be too crowded if all the Sunshine 

Room students remained. Caryl suggested that a few students 

remain in the classroom to provide explanations and the rest 

go to the computer lab. Several students were chosen as the 

museum staff to explain things to the guests in two 

languages, English and Spanish. 

On Friday afternoon, four other classes visited the 

Siinshine Museum, one after another. One Siinshine Room boy 

proudly gave an overview of the museum, and a girl gave a 
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similar explanation in Spanish. There were three sections in 

the museim: the zoo,the shelf, and the table displays. At 

each section, a child explained the items while the children 

from the other classes listened, showing great interest in 

the displays. For an hour, the museum was full of 

communicating children. 

The museum event was a huge success: the children were 

pleased and the adults were delighted that the chaotic 

committee activities had such a marvelous outcome. 

Retrospective on the First Half of Student Teaching 

Begiiming the last week of October, Mechelle had taken 

over from Caryl most of the teaching responsibilities. She 

started the day with the morning business, then taught math 

lessons and theme units and led most of the afternoon 

sessions. Supervising students for an entire day had 

revealed some of the specific coirplexities of classroom 

teaching. She had learned that classroom management was 

extremely important and recognized that she needed to iit^)rove 

in this area. She had found that teaching many different 

levels of math at the same time was conplicated and 

difficult. Her worksheets were often not effective and 

caused disorder. Finally, the committee activity had failed. 

As becomes obvious in the second half of student teaching, 

Mechelle was able to use her struggles to build new 

strengths. 
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Student Teachers' Meeting 

The problems Mechelle faced involved issues that were 

ixr^jortant to discuss in the context of applying whole 

language in practice. Accordingly, at the end of October, I 

asked four student teachers at Borton, including Mechelle, to 

meet to discuss their experiences so far. Although it was 

not a university requirement, all were willing to get 

together and share. We met on October 30. 

They began with the issue of their own individuality. 

Although they sometimes felt a need to try ways of doing 

things that seemed right to them, if the new way differed 

from their cooperating teachers' methods, it involved a sense 

of risk. 

The main issue they were struggling with was classroom 

management. As novice teachers, they agreed it is difficult 

to accept noise as evidence of students' learning process, 

and none were sure how much noise is acceptable in a 

classroom. This seemed related to the transition from the 

transmissional model of education to the transactional. They 

said they were becoming more tolerant of noise, because they 

saw that students needed to talk and share with each other 

when they were involved in learning. 

Mechelle described her struggles with classroom 

management, especially after recess, when she had a hard time 

getting the students to return to the classroom. She found 

that she needed to set more boundaries. Yet having children 

sit for too long in the same spot caused a lack of 

concentration. But whenever she began a whole-class lesson 
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or activity, she wanted to explain as much as possible and it 

took longer than she would have liked. All of them were 

honest about their problems, disappointments, and failures. 

It was a good opportunity for all of them to share openly and 

to realize others were also facing difficult challenges. 

Mechelle had a lot to tell about her reading lessons 

from which the other students could benefit. One of the 

student teachers was concerned tizat her cooperating teacher 

didn't provide any specific reading instruction, so she did 

not know how to do beginning reading lessons for first 

graders. Mechelle described Caryl's first reading lessons of 

the year for the first graders. 

When the discussion focused on the philosophy of 

pedagogy, the student teachers agreed that their philosophy 

of whole language was developing in a practical way. One 

said it made more sense to her in the classroom than in the 

block sessions, where she had dovibts about actually applying 

it. Another said her classroom teacher was less holistic 

than she had expected and she was trying to be creative about 

trying a whole language perspective in that highly structured 

situation. The third said his teacher was extremely flexible 

and he was able to try almost anything that he wanted, which 

he greatly appreciated. 

Then Mechelle said. 

My philosophy in whole language hasn't changed really at 

all. It's only been reinforced, and I think that I can 

argue more eloquently things that I believed 

theoretically now that I see them in practice. I 
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believe in them more. The most important difference has 

been trying to junp from theoretical thinking to 

practical; how do I do this? Setting botindaries is one 

thing that...I don't want to give children too many-

restrictions. Thinking that I should not tell children 

a lot of specifics. Give them a lot of experiences, but 

don't tell them specifically, "You must do this now," or 

"Do this number and then you can try something else," 

and lately, the last couple of weeks I have set more 

boundaries, and done more guidance things, and I still 

see this as whole language. That is my biggest change, 

(student teacher meeting transcript, October 30) 

She also said in that discussion, "We, as teachers, have 

some wisdom that we need to share. And the children need 

that. They need some guidance sometimes. It's just a matter 

of not going too far...." 

These statements were more from the point of view of a 

teacher rather than a student who was developing whole 

language. 

Another issue the student teachers discussed was how to 

choose themes. Two of the four, including Mechelle, favored 

negotiating student-selected themes. The other two favored 

choosing themes for the students, and eventually they did 

chose their unit themes without student input. 

Mechelle wrote to me after the meeting: 

I feel that children should choose what they are going 

to study. Children must be able to make decisions and 

they must feel powerful about themselves if they are 
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going to be good citizens in a democracy. At the same 

theme, I understand Alice and Joyce have not had many 

opportunities to see how powerful learning can be. It 

is hard, hard work for me--and I have an EXCELLKNT role 

model, Caryl, and lots of support (including you). I 

don't want to scare them away--I want them to know that 

they are growing. I hope that one day they will believe 

in letting the children choose their own themes of 

study. (November 14) 

Mechelle had the advantage of observing Caryl negotiate 

the curriculum with the students at the beginning of the 

school year. The teachers in the other three student 

teachers' classrooms decided the themes. Although one of 

these student teachers still believed that students should 

choose what they want to learn, it seems that in order for 

theory to be applied more readily in practice, a timely and 

appropriate demonstration is necessary. 

Math Lessons 

One of Mechelle's major responsibilities was the morning 

math lessons. Math in the Sunshine Room was not usually 

ability grouped, and with the students having a wide range of 

proficiency, she had to try to teach concurrently at all 

their levels. After teaching a whole group lesson, she used 

worksheets to enable the students to work together to 

reinforce the concepts and to ensure they understood them. 

She was enthusiastic about creating her own worksheets, but 

she foiand it difficult to make them suitable for everyone. 
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She knew it isn't realistic to try to meet every student's 

needs coirpletely, but she wanted to make the worksheets as 

effective as possible. She revised them again and again 

whenever she second-guessed herself, thinking a worksheet 

contained something that would hinder the students from 

progressing on them. She was actually too flexible, making 

too many changes too quickly. When she revised a worksheet 

at the last minute, she did not always have strategies ready 

to deal with the changes, resulting in difficulties for both 

her and the students. Sometimes the instructions were 

unclear, or the questions were too complicated. 

She wrote in her j oumal on November 9: 

It is difficult to meet the wide variety of students' 

needs in math. I am learning about what they need to 

know AND how to teach it. This is so complex! When 

Eric's mom came in and told me that I was not meeting 

her son's needs, I felt very frustrated. I know that it 

is impossible for me to meet everyone's needs all of the 

time, but I still feel like I should. I constantly feel 

very stressed during math time because so many children 

are asking for rty help AMD I am, at the same time, 

trying to get the children who are playing and not 

working on task. Sometimes w activities work okay or 

even well, and other times it is too simple OR too 

coitplex. Also I'm not happy with many of my whole group 

lessons. 

The topic at this time was the metric system in 

conjvinction with addition and subtraction. Some of her 
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worksheets worked well, but others did not. On November 14, 

she reflected about one that she found to be flawed: 

The worksheet was too difficult, and didn't make sense 

to the kids. They had to spend too much time, energy 

and frustration on figuring out how to write about their 

body part. Also, I feel there were other factors that 

worked against me. First, I changed rry math plan at 

the last minute--so I was not well prepared and I was 

edgy. I wanted to first do math auid later read a story, 

but instead I asked Caryl to read the Spanish math book 

first, because she needed to leave. So when I got the 

kids, they were already tired of sitting. So I made a 

bad choice. 

Her reflections were accurate; she was aware of what 

aspects of her teaching did not go smoothly and why. She 

told me she was too spontaneous and needed to work on 

decision making. Spontaneity has its value, but there were 

times when she needed to stay with prior planning or find 

herself unprepared to deal with the children's various 

reactions. She was finding the daily math lessons very 

stressful especially during this demainding period when she 

had assumed almost all the other classroom responsibilities 

as well: morning business, story reading, and theme lanit. In 

a journal entry on November 14, she honestly and perceptively 

described her problems with teaching math: 

I am happier when I am doing anything but math. I don't 

have a good understanding, yet, of how to teach math. 

Wednesday Eric told me that "You are not challenging me 
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in math today!" And at the same time, most of the other 

children were asking me for help. Ugh! ! ! VThen I give 

Eric special math worksheets, he wants my constant help 

and when I asked him to do what the rest of the class is 

doing, he tells me he is bored. I iinderstand that he 

wants a challenge--BUT I cannot spend all of it^ time 

with him. For Tom, I have tried giving him very basic 

stuff, but he won't work on them unless an adult is with 

him. Ugh! ! At the same time, I am very worried about 

Liuisa because she has not learned some sin?5le math 

things. Filipe refuses to work unless I am very 

consistently on his case. I seem to never be able to 

make it to all of the children. I always get bogged 

down. I need to leam how to keep moving....I miss so 

many things.... 

Though she had a good understanding of each child's 

abilities and needs, she was taking too much responsibility 

upon herself, in more of a caregiver role. By the end of the 

semester she realized that she needed to trust children to 

help one another, but now she was struggling for a solution. 

Frustration and Disappointment 

When Mechelle started the committee activities in her 

theme unit, she already had her hands full with other issues 

such as math lessons and classroom management. As a novice 

teacher, there was no doubt that she was overwhelmed even 

though she was trying hard and, on the whole, doing well in 

her everyday teaching. 
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It is reasonable for student teachers to be overwhelmed 

at times facing so many simultaneous new experiences in four 

months, none of which can be ignored in the ongoing classroom 

setting every day. Student teachers need flexibility, 

openness, and a positive perspective to accept the almost 

inevitable failures. In order to grow, they need to take 

risks. Thus, they also need encouragement axid support, in 

addition to direction and advice, from the cooperating 

teacher and university supervisor and their own peers. 

Mechelle's journal entry of November 9 described her 

exhaustion and disappointments: 

I was feeling pretty tired about teaching--thinking 

that maybe it was not for me. I like teaching, but am 

already tired of dealing with the complexities of 

parents, obligations, classroom management and 

continuously trying and trying and still failing. My 

husband is sick and tired of me coming home tired and 

still not done. He is tired of me crying. He is tired 

of listening to me talk about school. So I have a 

turning point. I must let go of some things--not worry 

about them. 

This was written during the intense and strenuous week 

of committee activities. Since I was observing her every 

day, I told her it^ opinion of the activity and why I thought 

it did not work well, the lack of student choice. She always 

listened to me, but at that time, she seemed too exhausted to 

refresh her ideas. 
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The Theme Unit - Part II 

Research Report 

As they prepared for the Sunshine Museum event, the 

children and Mechelle had started focusing on specific 

animals to study based on the children's interest in animals 

they wanted to know more about. First, they listed the 

animals they wanted to study, and Mechelle asked the class to 

categorize them. The groupings were elephants, cats 

(cheetah, mountain lion, bobcat, etc.), rabbits, reptiles, 

and monkeys. 

Then the class talked about what they were going to do; 

what they already knew about each group of animals, what they 

wanted to know, and how they could find the answers. 

Mechelle wrote these things on a big sheet of paper, for easy 

reference by all the groups. Many of the children had 

already started talking about what they knew about the 

animals they chose, and she directed them to form groups to 

work together. 

In these groups, the children talked and raised 

questions about what they were going to study. Many had 

already started looking through books in the classroom 

library for information. As I observed the class, I was 

surprised that even the first graders, who were emergent 

readers, were absorbed in browsing through books and picking 

up information from them. They looked like they already were 

con5)etent readers. Also, since they were learning the metric 

system in math, they were eager to use it to figure out the 

size of the animals in the pictures. 
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After all the groups discussed what they wanted to know 

and wrote down their questions, Mechelle collated their 

questions into the following guidelines for their reports, 

which became small booklets: 

I am studying 

How big is it? 

What color? 

Who takes care of the babies? 

Notes 

Draw a picture of your animal. 

This activity focused on opportunities for reading and 

writing. The children started to answer the questions, which 

were quite specific and required locating and figuring out 

the explanations in the books. Meuiy of the children were 

especially eager to leam who took care of the animal babies. 

Mechelle suggested that they jot down other information they 

foxuad under the heading "Notes." Some children tried to 

trace the pictures in order to show the measurements on their 

own research paper. Some copied simple sentences which made 

sense to them; some tried to copy from their groupmates; some 

listened to other children and wrote sentences with invented 

spelling. This segment of the animal theme unit afforded the 

students an opportunity to participate in a literacy event of 

still other purposes and forms than the thank-you notes and 

the museum. 

Life-size Animals 

Some of the boys in the reptile group started to make 
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clay lizards. They wanted to make them life-size and paint 

them realistically. They measured their clay animals 

carefully and were proud of their job. This inspired 

Mechelle to ask the other children if they also wanted to 

make life-size animals. Caryl told Mechelle that a previous 

class had made a life-size dinosaur from paper by enlarging 

grids made on a photocopied picture. Each group decided to 

make a life-size animal. Caryl and Mechelle drew a grid on 

pictures of a cat, a rabbit, an elephant, and a monkey, and 

explained how to use them. Each group started drawing their 

life-size aniinal, though eventually they all needed adult 

help. 

Naturally, the elephant group was excited, but making a 

life-size elephant proved to be a time-consuming process that 

required patience. They spread several sheets of butcher 

paper on the porch and taped them together. Then, with 

Mechelle's help, they drew the giant grids. It took several 

afternoon sessions for them to finish it. Sometimes the 

children seemed disappointed with all the work they had to do 

and unhappy with their decision, but Mechelle encouraged them 

with her usual positive attitude and comments. When the 

elephant neared coii5>letion, they were ebullient about drawing 

the shape and cutting it. The great paper elephant was done. 

That afternoon after the children went home, Mechelle and 

Caryl taped it on a wall outside the classroom, where it 

looked singularly magnificent. The next morning, it 

attracted everyone in the school. The children in the 

elephant group were extremely proud of what they had created. 
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Its height astonished even them as they stood beside it or 

between its legs looking up. It was another exarrple of the 

amazing acconplishments children are capable of if they have 

ownership, high interest, and appropriate help. 

Report Presentations 

It was early December, almost the end of Mechelle's four 

months in the Sunshine Room. 

After the children made the life-size animals, Mechelle 

suggested they make posters so that each group could share 

with the others what they had learned in their animal 

research. They agreed it was a sensible final step for the 

big theme unit, and they started to prepare poster 

presentations. 

They had already answered most of the questions on the 

report sheets, and they had to determine how to share the 

inforcnation on large sheets of paper. Since all the groups 

had answered the same questions, Mechelle advised them to 

present their answers in a similar format, so that children 

from the other groups could easily recognize the differences 

among the animals, and to organize the posters well enough 

for everyone to be able to read and understand the 

information. The children were participating in a new 

literacy event. To make a neat poster, some children used 

conputers to type the information. Others wrote with felt-

tip pens. Some went back to the reference books to make sure 

their answers and spelling were correct. 

Each group spent the week getting ready to present the 
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posters to the rest of the class on Friday. That whole day-

was used for the presentations. The children gathered in 

front of each poster as the group which made it explained 

their findings. Mechelle frequently encouraged the children 

to be good listeners and reminded the presenters to speak 

loudly and clearly. 

The process of research followed by poster presentations 

provided evidence of the rich use of oral and written 

language that emerges in the kind of curriculum Mechelle was 

developing with her students. The children's language showed 

both language development and content learning. They were 

exposed to and engaged in reading, writing, speaking and 

listening in an authentic learning situation. They used 

language in a meaningful context as a powerful tool for 

exploration, inquiry, and communication. 

Retrospective on the Second Half of Student Teaching 

Mechelle's Developing Beliefs 

Mechelle wrote in her December 4 journal entry: 

Coming into student teaching, I quickly realized that I 

did not know many specifics about the process of 

teaching children how to read and write. So I watched 

Caryl. I asked cjuestions. I read books about how to 

teach kids to read and write. I took Yetta's advice and 

watched kids. I tried to stay quiet and observe. I 

also asked kids about their learning. "How did you know 

to put that "e" on the end of "there"? I tried to leam 

to read and write in Spanish, and in doing so, saw 
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myself being just as awkward and confused and frustrated 

as many of the children were. I learned so imich! 

Implicit in her observations are the differences between 

learning theory and learning practicality. She was 

experiencing how theory can develop into practicality. 

Although she discovered that she did not know enough about 

the specifics of the learning process, she had learned how to 

observe it in the class from the children and Cairyl. She 

tried to be both a kid-watcher and a teacher-watcher. She 

even took the risk to leam Spanish, which gave her valuable 

firsthand experience with the struggle and frustrations of 

first graders, who were learning their second language. 

In the same journal entry, she listed findings from her 

observations and experiences in the classroom: 

• Don't overwhelm children with reading and writing. 

Don't bore them either--they need to have a wide 

variety of print to read, and expectations and types of 

writing opportxinities to choose from. They need praise 

and cannot be compared to other children just because 

those children are their same age. 

• Being a good reader doesn't always make you a good 

writer, and vice-versa. 

• Some children need to be pushed to take some risks. 

They need more one-on-one attention when teiking risks, 

at first, because this is a very scary thing for them to 

do. Also, specific feedback, instead of generalized 

praise or criticism, is very, very effective. 

• Never give up on children. They constantly amaze me 
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--they are so incredible. 

• Don't get into the trap of letting the student only 

take risks if they get immediate feedback, in other 

words, some children look up to see if they are right or 

wrong after every word they write or read. Be firm in 

encouraging them to read/write without getting constant 

approval. 

Mechelle's findings are quite specific in terms of 

classroom practice, and they are based on the beliefs she 

acquired in the block sessions. Being flexible and 

supportive and trusting individuals are all important factors 

in whole language teaching. Her iinflagging excitement about 

teaching is also explicit in her remarks, which reveal her 

sincere aspiration to be deeply involved with children, 

interact with them, and leam from them. 

Mechelle's Growth in Whole Language 

In the same journal entry, she reflected on her own 

growth in whole language: 

I am a chaotic, messy person/teacher. I am learning to 

be more organized, less scattered. I am learning to give 

students more "structure" in their lessons, in how they 

spend their time. I am learning more about the fine 

lines between giving the students the direction that 

they need, and doing things for them. 

This reflection shows her on-going process of growth as a 

facilitator in the classroom. She also repeated, "I am 

learning." She had maintained a strong sense that she was a 
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learner. She continued: 

Too often itv expectations and demands of rt^ students are 

above their capabilities. I am much better at having 

appropriate expectations. I am learning. Also, I am 

learning to trust students to help other students. This 

is extremely valuable and in^ortant. As a good whole 

language teacher, I should not hold n^self responsible 

for meeting everyone's needs. Nor should I expect 

everyone to be coit5)letely responsible for meeting their 

own needs. Instead, other students can be good teachers 

and help each other. Also, students cam work in small 

groups, or as partners, to help each other. For these 

kinds of strategies to work, I need to spend time 

helping students leam good ways to help each other. 

Also, I need to set that expectation. This is something 

that I have not mastered, but I am realizing the 

importance of it more every day. 

She had often received feedback from Caryl and the 

teacher aide that she took too much responsibility in her 

teaching. One of the practicalities she gradually learned is 

that children leam with each other and each child can be a 

resource for other children. Although she had leamed the 

underlying theory of creating a community of learners during 

the block program, her student teaching experience 

demonstrated how it happened and why it was important. Her 

analysis went beyond this and she wrote; 

I leamed that I should never "do anything for students 

that they could do themselves and leam from during the 
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process of doing it." This, I believe, is a very whole 

language thought. It makes a lot of sense, especially 

if the goal is to help students see themselves as 

capable and independent. Especially if we want students 

to grow up to be good citizens of a democratic society. 

Especially if we want to avoid creating passive 

students, and instead, want to encourage our students to 

have a voice, be good decision-makers, and be active in 

their learning and in their own lives. (December 4) 

Her view of the classroom as a democratic community of 

learners is expressed in this excerpt, but her thoughts on 

the self-actualization of children and the role of education 

in society explore issues beyond the classroom and school 

life. 

Then she considered her student teaching again and 

wrote: 

I am working on being less of a caregiver, and more of 

an eitpowerer. I am also trying to let things go--have 

less of a perfectionist attitude about how I want things 

to be. This is our classroom, not iry classroom. Our 

decisions about how we will spend our days, are not 

entirely mine. 

This statement, written near the end of her student 

teaching, summarizes the beliefs she had continuously tried 

to construct, re-form, and reconfirm. To be "more of an 

eit^jowerer" than a caregiver is one of her most powerful 

confirmations of her understanding of and her belief in whole 

language. 
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The last day of her student teaching came in mid-

DGcerriber. The class had already started on its next theme, 

family cel^ration, with Caryl. On that morning, the mother 

of a Jewish boy visited the classroom to cook traditional 

Haniaklcah food, and the children helped her cook. in the 

afternoon, during DEAR time, Mechelle was circulating, 

listening to some of the children read, as usual. But some 

children just came over to her because they knew it was their 

last day together and they wanted to be with her. At the end 

of the day, everyone sat in a big circle and shared their 

appreciation of Mechelle, and she also shared her feelings 

with them. She told them they were very special to her and 

she had learned a lot from them through all they had done 

together in past the four months. When the bell rang at the 

end of the day, they came to Mechelle to give her a hug. 

Some clung to her, asking when she would visit them, when her 

baby would come, and what she was going to do the next day. 

Her last day was peaceful and joyful. 

Final Thoughts on Student Teaching 

On December 4, Mechelle had also written a sxmmary of 

her thoughts on the effect of the block sessions on her 

student teaching: 

As a student in the whole language block, I fine-tuned 

itv belief system and personal philosophy about teaching. 

Why teach? What is the meaning of teaching young 

children in this country? These were the kind of 

questions that I had the opportianity to think about. 
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These are the same questions that I constantly come back 

to when I am planning a lesson or choosing a book to 

read. What are the children getting out of this lesson, 

this conversation, this book, this experience? I am 

thankful for understanding what I believe in, because 

without this understanding, I would choose my lessons 

more randomly. I would also change to fit the character 

of whatever school I was in, rather than teaching the 

way I believed. 

While she does not specify here the philosophical 

beliefs she developed in the block sessions, she clearly 

expresses the strength of these beliefs and irtplies that they 

provided a satisfactory answer to the essential question: 

Why teach? Also iit^licit in this entry is the consciousness 

that for her, whole language exists not as a set of methods 

but as a corr?)lete belief system and pedagogy, and 

consequently, her teaching would not be changed by the 

characteristics of a particular school. 

She also wrote an affirmation of the values she had 

acquired: 

The values and the philosophy that I already have about 

what good teaching is are the most essential and 

in5)ortant things that I have. Because I know what I 

believe and why I believe it, I can be shaken by 

parents, other teachers, students, and friends, but I 

never collapse. I am firm about what I believe, and 

that allows me to be flexible about how to get to where 

I want to go. in other words, I have an understanding 
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of what it means to be student-centered, and so I can 

make adjustments to it^ lessons, and my day-to-day 

activities, as needed. 

She was aware that the knowledge she had gained and the 

beliefs she had developed would give her freedom to be 

creative in her future classroom teaching. 

On December 6, in her "Final Appraisal of Student 

Teacher Performance," an official report to the university, 

Caryl also reflected on Mechelle's student teaching and 

reported: 

Mechelle's joy for teaching and learning was evident 

daily. She was caring and affectionate with the 

children. She asks thoughtful, provocative questions 

and is always reflective in her practice. She fostered 

an atmosphere of collaborative problem solving. She 

dealt effectively with a difficult student always 

respecting him as an individual. Mechelle has solid 

theoretical understandings and knowledge of resources in 

all areas. Careful observation of children enhanced her 

understandings. 

Mechelle's four months of student teaching had given her 

a lot of experience in transforming theory into practice, and 

her ceaseless excitement in teaching expanded her receptivity 

to leam more. Throughout the semester, she had planned 

lessons carefully, taking into consideration children's prior 

experiences, their capabilities, and their expressed 

interests, and she revised her plans in response to their 

needs and the evolving projects and curriculum. Through 
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confusion, chaos, and exhaustion, and positive emotions as 

well, she gradually figured out what learner-centered means, 

the relationship between flexibility and responsibility, and 

how much children can learn with appropriate help. Her 

experiences and her analyses of them brought insights into 

her beliefs about teaching and their significance. 

I have a lot to learn. Teaching is very, very hard 

work, and I will be perfecting it for the rest of 

life. I will have to pull back occasionally, and take 

a look at the big picture, or else I will go crazy. I 

need to pat myself on the back more often. Right now, I 

focus more on the ways that I need to iit^rove, and less 

on what I am doing well. I am doing fine, and, at the 

same time, I will get better and better at teaching 

every time I go into the classroom. (December 4) 

Mechelle was discovering the value of focusing on strengths, 

not weaknesses. Her self-image as a whole language learner 

is positive, she has confidence in herself, and she 

anticipates a continuing process of learning and iitprovement 

throughout her career. Her attitude will keep the way open 

for continued growth in whole language and concomitant 

enrichment for herself and her students. 
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CHAPTER FIVE 

ANALYTICAL DESCRIPTION 

OF MECHELLE'S GROWTH IN WHOLE LANGUAGE 

Mechelle began her immersion in whole language with a 

semester in the whole language block class at the University 

of Arizona teacher education program, where she learned 

methods of teaching language arts, reading, and social 

studies. As mentioned at the beginning of Chapter Four, he 

also spent a day and a half each week as an apprentice in the 

Sunshine Room at Borton Primary Magnet School. She chose 

this classroom because she wanted to leam from the Siinshine 

Room teacher, Caryl Crowell, who had made a strong impression 

on her when she visited each of the Borton classrooms before 

selecting one for her apprenticeship. The Sunshine Room was 

a bilingual class of 23 first and second graders, of whom 

half were Spanish speaking. Mechelle remained in the 

Sunshine Room for her student teaching. 

In this chapter, I describe my findings on Mechelle's 

groi^th in whole language in terms of Camboume's eight 

optimal conditions for learning and K. S. Goodman's (1986) 

five pillars of whole language by examining each condition 

within each pillar. Using Goodman's and Camboume's 

categories provided a germane and systematic way to organize 

my findings and answer my research questions. Goodman's 

pillars of whole language and Camboume's conditions of 

learning are synopsized in Tables 2 and 3 below. While 

Cainbourne describes the eight conditions individually, he 
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also illustrates their interrelationships with a flowchart. 

Also, I reordered the conditions to follow the development of 

Mechelle's learning within these interrelated concepts. 

Table 2 

Goodman's Five Pillars of Whole Language 
Learning. Language. Teaching. Curriculum. Community 

Learning Whole language learning builds aroiind whole 
learners learning whole language in whole 
situations, (p. 40) 

Language Whole language is whole. It does not exclude some 
languages, some dialects, or some registers...Every 
language form constitutes a precious linguistic 
resource for its users....Language is inclusive, 
and it is indivisible, (p. 27) 

Teaching Whole language teachers.... expect a degree of 
autonomy in their classrooms....understaoid that 
learning ultimately takes place one child at a time 
.... seek to create appropriate social settings and 
interactions, cind to influence the rate and 
direction of personal learning, (pp. 28-29) 

Curriculum The content curriculum draws on the interests and 
experiences children have outside of school, and 
thus incorporates the full range of oral and 
written language fiinctions. It becomes a broad, 
rich curriculum that starts where learners are in 
language and knowledge and builds outward from 
there. .. .Authenticity is essential... .Achieving the 
goal of providing for choice, ownership, and 
relevance throughout the curriculum is neither 
siitple nor easy. But whole language teachers keep 
these goals in mind to ensure that the curriculum 
is most effective, (pp. 30-31) 

Cnmmiinitv The social commiinity 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 commimity also provides for the 
authenticness [sic] that supports the application 
of reading, writing, listening, and speaking by the 
students within the learning environment. {Greene, 
1995, pp.52-53) 
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Table 3 

Cambourne's (1988) Eight Optimal Conditions of Leamina 

Immersion Learners need to be immersed in text of all kinds. 

Demonstration Learners need to receive many demonstrations 
of how texts are constructed cind used. 

Engagement Must accompany immersion and demonstration. 
Engagement occurs when learner is convinced that: 
i) I am a potential "doer" or "performer" of 
these demonstrations I'm observing. 
ii) Engaging with these demonstrations will 
further the purposes of iry life. 
iii) I can engage and try to emulate without 
fear or physical or psychological hurt if it^ 
attempt is not fully 'correct.' 

Expectations Expectations of those to whom learners are 
bonded are powerful coercers of behavior. 
"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." 

Responsibility Learners need to make their own decisions 
about when, how and what 'bits' to leam in 
any learning task. Learners who lose the 
ability to make decisions are "depowered." 

Use Learners need time and opportxinity to use, 
employ, and practice their developing control 
in functional, realistic, non-artificial ways 

Acproximtion Learners must be free to approximate the 
desired model--"mistakes" are essential 
for learning to occur. 

Response Learners must receive 'feedback' from 
exchanges with more knowledgeable "others." 
Response must be relevant, non-threatening, 
with no strings attached. (p. 33) 

Since both the conditions and the pillars exist in 

holistic instruction, they can be interrelated in a grid, 

creating forty cells (see Table 4), each containing one 
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Data Analysis Schematic 
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condition and one pillar, with each cell separated into two 

sections-- apprenticeship and student teaching--and related 

to all the others. The encircled groupings indicate the 

concepts that were integrated in the data analysis. 

Figure 2 presents the relationship between the eight 

conditions and the five pillars. 

Figure 2 
Goodman"s Five Pillars of Whole Language 

and 
Camboume's Eight Ootiinal Conditions of Learning 

L/iAfGUAG 

wrgwu 

Lmjuaoie. 

As the pedestal of the structure indicates, the five 

pillars function simultaneously to support whole language, 

and the vine indicates the interconnectedness of the eight 

conditions. As illustrated as vine leaves in the drawing. 
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all the conditions appear to have an equivalent role in the 

learning process, but their placement should not be 

considered fixed. The illustration is a simple way to 

explain something corrplex, but the categories are not 

discrete entities that can be recognized in isolation from 

one another. The underlying philosophy of the conditions is 

holistic, and their relationships are variable. For exaitiple, 

in this study, responsibility, use, approximation, and 

response emerged from expectation and engagement, and 

engagement was closely related to immersion and 

demonstration. 

In the following sections, I describe how Camboume's 

conditions impacted Mechelle's learning and growth in 

relation to each of K. Goodman's pillars by discussing the 

conditions as they occurred within the pillars during the 

block semester and student teaching. I used the conditions 

and pillars freely, as broad concepts, to retain their 

holistic character within this framework. 

Immersion 

Cambourne explains immersion as "more than a single 

teaching 'activity' or 'strategy.' It is an underlying 

pervasive or 'overarching superordinate' condition" (p. 47), 

both teacher- and learner-controlled, and both visual and 

aural, requiring time and resources--a variety of text forms 

availcible to learners for possible engagement through self-

selection. 
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Immersion in Learning 

Block Semester 

Whole language block is a field-based integrated methods 

course in the department of Teaching and Teacher Education at 

the University of Arizona College of Education, held at 

Borton Primary Magnet School. The overall block curriculum 

for the spring 1996 semester was preplanned by the 

instructors, but the daily schedule often changed depending 

on what students brought to class from their reading and 

their apprentice experiences. The following is a typical 

block session schedule: 

Febiruary 12 

opening - Jane; picture book: i Like Me 

annoiincements; discussion--review of reading 

process 

Borton morning assembly 

lecture, Ken Goodman: reading process--cuing 

systems 

guest speaker--Kay Ranken, a teacher at 

Borton: Play in the Classroom 

break 

small-group discussions: whole language 

professional books 

Cainbourne notes that self-selection is key to immersion 

in whole language. Learner choice in the process of learning 

is a distinguishing difference between transactional and 

transmissional education. Choice actualizes the concept of 

"learner-controlled" or "learner-centered" education. 

8:00-8:10 

8:10-8:30 

8:30-8:45 

8:45-10:00 

10:00-10:45 

10:45 - 10:55 

10:55 - 11:45 
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Book discussion groups met weekly in the whole language 

block. Each student chose and read a book about whole 

Icinguage, and the groups formed to share their findings 

according to common themes among the books. Mechelle, who 

had chosen Whitmore and Crowell's inventing a classroom. 

joined a group of eight students to discuss "What is whole 

language, anyway?". She was excited to know that the author, 

Caryl Crowell, was a classroom teacher at Borton. she wrote 

in her journal in January: 

I spent the day reading nv' new whole language books and 

trying to read ii^ math and science book. Somehow when 

the reading is required, I find myself almost resentful. 

However, I got an excellent replacement science book 

called Doing What Scientists Do: Children Leam to 

Investigate Their World. I believe that I will spend 

more time with it than the science text. (January 18) 

I am learning so much from reading because I can skip 

as desire and needs dictate and read what I want 

instead of having assigned readings. In fact, I keep my 

whole language books beside bed and read before I go 

to bed. I was in the middle of an excellent novel just 

before the semester began and have not even touched it! 

(January 21) 

Right now I am so excited about choosing one classroom. 

I hope to get Caryl Crowell. I will write more later. 

Lots more. (January 29) 

As a learner in the block class, Mechelle was asked to 

make many choices about her learning. She had to decide 
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which book to read, which discussion group to join, how to 

organize her projects, and which classroom to be in during 

her apprenticeship. Choice and decision making are central 

to learning in whole language. Mechelle was excited about 

it. 

The classroom portfolio project was another instance of 

student choice and an excellent opportunity for the block 

students to leam multiple ways to express and present 

information and ideas. Their assignment was to use their 

creativity to design and present to their classmates a 

portfolio introducing their apprenticeship classrooms. One 

used a collection of the children's paintings; another 

presented a selection of interviews. Mechelle made an album 

that introduced the Sunshine Room with pictures, interview 

transcripts, and her own comments about the classroom 

community. The project made her aware that there are many 

ways to leam the same thing, and that the learning process 

is both individual and social--peers can help each other 

leam. 

Reflecting on her learning process, she wrote in her 

j oumal on March 4: 

Every day, I feel it^self becoming more accepting of this 

new idea about teaching. Like children learning to 

talk--they are immersed in language and so understand it 

before they can say it, that is where I am at--and I am 

always learning new things--every day. This is so 

incredibly exciting. I think that all of my educational 

thinking and theory is finally coming together--to a 
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point that I am beginning to make sense, just a tiny-

bit, out of the chaos that fills my mind. 

She said in the first oral interview, on March 10: 

[In the block sessions] we can get up and drink water, 

we can go if we want, but choose to stay because we want 

to. Also even more than that, I feel that I play a role 

in what we are discussing and I'm valuable to my group, 

in the apprenticeship room, I can try what I learned and 

watch myself and make mistakes. It's great, because at 

first I felt that I shouldn't make mistakes, but now I 

am more okay with making mistakes. This is part of 

growing. Yeah! I'm learning whole language in a whole 

language way, yeah. That's so funny... I haven't 

thought about that... but it's really true and I care 

about this stuff because it's really iirportant to me. 

Mechelle was immersed in the learning of whole language. 

student Teaching 

Mechelle's e3<periences with decision making during 

student teaching included planning the theme unit, setting 

limits in the classroom, and creating worksheets. And, she 

provided choices to students to make decisions about their 

learning. For example, she asked them to choose a committee 

to join, an animal to study, and books to read, and to form a 

group or find a friend to make a poster, read aloud, or work 

on a worksheet. 

She actively pursued learning from Caryl by watching her 

closely, listening to her carefully, taking notes, and 
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applying what she observed to her ovm teaching. She prepared 

lessons plans and worksheets, but she knew they might be 

changed according to the students' reactions and their 

learning progress, and she did not hesitate to revise them at 

the very last minute. 

Immersion in Teaching 

Blc?c?t Semester 

Mechelle was excited to develop whole language through 

immersion and very conscious of the old model of teaching in 

her other methods classes. She became critical of these 

classes and took action to try to prove that her new concept 

was right. She wrote to me while in science class on April 

6 ;  

....This is totally insulting and ridiculous. Right 

after writing this, I questioned the instructor about 

his test (which was T or F questions)....1 am not 

interested in memorizing.... 

[The full excerpt is in Chapter Four.] 

Mechelle was struggling in this class and risked 

initiating and trying to maintain a dialog with the 

instructor, expressing her sincere opinions. But the 

conflict remained until the end of the semester. 

While she had become aware of the differences between 

transmissional and transactional teaching and decided that 

she preferred the transactional approach, she still retained 

transmissional aspects in her teaching at that time. For 

example, she created a worksheet for a math mini-lesson that 
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showed how to make a square using three pieces from a five-

piece Tangram puzzle. The students were excited to have 

their own Tangrams and hardly focused on the worksheet 

instructions, but Mechelle kept trying to bring their 

attention back to it. 

The following is an excerpt from the video transcript of 

this lesson: 

Mechelle (to Diane) ; So what are we doing right now? 

You start with... and what Andrew read... maybe you 

didn't hear because you were working your piece... 

Diane: I'll read it over. 

Mechelle: Okay. 

Diane: "Find three shapes that will go together to make 

a square. Trace your Tangrams to show how you made a 

square. Draw the shapes you used." 

Mechelle: Thanks, Diane. Okay, Bob, we need three 

pieces, so you can put together to make a square.... 

Mechelle: Tell me what you're gonna do to make a square 

with three pieces. How many pieces?... 

Mechelle: You know what you can do? If you make 

another shape with three pieces, go ahead and you put 

that on a space there.... 

Mechelle: Could you go back to square to work on 

this?.. . 

Mechelle realized that the children were more interested 

in making their own shapes rather than a square, but she 

still wanted to get their attention back to the worksheet. 

After the lesson, Mechelle and I reviewed the transcript. 
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She was reflecting on her own teaching and wrote in her 

j oumal: 

I was surprised at how insistent I was that the kids 

follow the worksheet in MY ORDER, even as they were 

interested in doing other geometric learning by creating 

their own shapes. 

Mechelle was aware of what transactional teaching is and 

that she wanted to teach that way, but her teaching practices 

were in transition from transmissional to transactional. 

Student Teaching 

Mechelle's immersion in the classroom during her 

apprenticeship of one and a half days a week during the block 

semester made it easier for her to take over teaching duties 

from Caryl during student teaching. After observing Caryl 

for a week, she began to handle the morning business, then 

the afternoon mini-lessons, then a stuc^ center for Caryl's 

first theme iinit of the year. A major difference between the 

apprenticeship and student teaching was the amount of time 

she spent in the Sianshine Room--five full days a week from 

the beginning until the end of the school day for fifteen 

weeks. 

One emphasis in Mechelle's teaching was the value of 

students sharing their opinions with their peers, a value she 

had acquired in the block sessions. She often asked the 

students to share their thoughts with the person sitting next 

to them. The following is a quote from a transcript of a 

math lesson in October. Mechelle was teaching "magic box," 
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an activity for learning addition. 

Mechelle: So what do you think? Which number will be in 

this enpty box? 

Antonio: I know, I know. (raising his hand; several 

other students were also raising their hands) 

Mechelle: You know what? This is a magic box and you 

need to keep quiet (talking with a quiet voice). You 

need to think first and guess which number would be in. 

Sshh.... (She waited so that every child had time to 

think.) Okay, (with a very soft and quiet voice) you 

would talk to the next person and share your idea. 

Another teaching strategy that Mechelle often utilized 

in her math lessons was asking the children to work on 

worksheets in pairs. She explained to me that she wanted to 

give them opportunities to think together so they could help 

each other in problem solving. She had learned these 

strategies for peer collaboration from her experiences in the 

block session. 

Immersion in Connnunit^ 

Block Semester 

Through immersion in the Borton community, Mechelle's 

block session experiences were rich in interactions with many 

people at the school. Frequent guest speakers in the block 

sessions, many of whom were Borton teachers, demonstrated 

that people outside the classroom can contribute to the 

learners and confirmed the idea that the teacher is a 

facilitator who can establish a better environment for 
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learning. She reflected on that and told me during an 

interview on April 23: 

Hearing people come and talk ... I've been thinking. 

Oh, there is all this richness, all diversity, all 

these experiences, all this knowledge, all this stuff 

and so my role is to get us together to try to share in 

this....I want to have a community for people to all 

participate in what's going on and what we are doing is 

important to everyone....! feel like we together created 

this sort of environment of this community. I feel free 

to talk and say what I feel and even some personal 

things that I'd never be willing to share ... and I felt 

like this is what I want it^ classroom to look like. 

Her impression of the block classroom was wholly 

positive. She valued the way it was established as a 

community of learners, she felt comfortable and safe, and it 

gave her a vision of what she wanted her own classroom to be 

like. She continued: 

I learned so much from listening to other people saying 

things, I can't believe, you know ... all these people 

who came into the room as visitors, the people and 

people who are here, both you know ... every day, just 

like "Wow," "Wow," "Wow!!" You know, always new. 

And always pushing my thinking, always challenging me to 

just keep pushing and pushing what I did and what 

I knew and every time I thought that I learned 

something. 

She found listening to others very stimulating, increasing 
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her knowledge and expanding her ideas. 

In the same interview, she talked about being at Borton, 

summarizing the power of the whole language block as an on-

site program and an immersion in a learning community: 

The presence of Borton ... I mean that I always felt 

that I was surrounded by Borton, by the teachers, by the 

children. I knew they were here, too. And when I was 

on canijus for math and science, I felt isolated. I 

felt like a student there. I felt like a student in a 

bad way....Here I didn't feel that way, I felt like 

someone who's pushing themselves to be good and someone 

who is willing to take risks and really keep becoming 

better, but I thought I felt like I was always good, 

too, and that I was always valued and that the people 

here believed in me and I believed in them and that was 

so much different. 

Her comments about pushing herself to be good, taking risks, 

and becoming better express how immersion in a supportive 

community influenced her growth as a learner in whole 

language. The block class was iit^ortant to her as a place 

where she was valued by others, and she believed in those who 

believed in her. 

student Teaching 

For her second semester at Borton, she was again 

immersed in the school community. The apprenticeship made it 

easier for her to adjust to the Borton community at the 

beginning of student teaching. She knew the teachers and 
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staff and how the school fiinctioned, and she was excited to 

be in the Sunshine Room from the beginning of the school 

year. She wrote on September 30: 

And the love I feel for the children in the Sunshine 

Room and the adults at Borton grows and grows. 

The block course also demonstrated linkages between the 

school community and the greater community beyond the school. 

She iTad learned how to access resources from outside of the 

classroom, such as books and other materials and new 

experiences for her students. For example, she invited guest 

speakers to the classroom: a family who raised livestock, a 

member of Tucson Hunting Club, and a herpetologist. These 

guests, and the variety of fascinating realia they brought, 

were superb motivators for the students to undertake the 

theme ̂ lnit and helped establish an effective community of 

learners in the classroom. 

Seven students from the whole language program remained 

at Borton for their student teaching, and these seven created 

their own community. While I was observing Michelle, I saw 

something unique happen between the Sunshine Room and the 

kindergarten classroom next door, which had a student teacher 

who had also been in the block class. He sometimes brought a 

student to the Sunshine Room and asked Mechelle to let the 

student stay for a while. He told me that when a student in 

his classroom could not settle down, he would ask if the 

student wanted to visit the Sianshine Room. Mechelle always 

agreed and invited the student in. I observed that these 

students showed curiosity about what the Sianshine Room 
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students were doing and watched quietly without disturbing 

anyone. I am curious about whether this kind of cooperation 

among student teachers happens often in other schools. It 

seemed to me a demonstration of the comm\anity established in 

the whole language block. The students maintained positive 

relationships and supported one another after the block was 

over. 

Mechelle was also a very good listener to other student 

teachers. I frequently saw her talking to the others in the 

hallway at the end of the day, and she sometimes shared with 

me their conversations about their concerns and joys in their 

student teaching experiences. 

Immersion in the comimjnity also added other experiences 

to Mechelle's student teaching. She visited other rooms to 

observe other teachers, including a kindergarten to observe 

and take notes on the teacher's use of play in the classroom. 

Immersion in Lancmage 

Block Semester 

In the whole language classroom, language is used as a 

purposeful whole (Goodman, 1986). In the context of the 

block sessions, Mechelle was immersed in language, and it was 

used for a variety of purposes. She communicated with 

faculty members, peers, the adults in her apprentice 

classroom, and the students, and listened to a variety of 

talk from faculty members, peers, and guest speakers. 

The content and situational context guided Mechelle's 

language use. Whereas she communicated freely with me in our 
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journal exchange, writing about her excitements, fears, 

questions, and insights, her other written assignments were 

more formal and she confined her conversations with the other 

faculty members to the silbject matter. She developed her own 

way of leading small group discussions according to the size 

of the group and what she knew about its members. She 

enjoyed speaking informally to Caryl and Halie about the 

children after school. 

Student Teaching 

As a student teacher, Mechelle listened thoughtfully and 

with interest to her students and was considerate in 

responding. She was aware of avoiding "yes-no" questions and 

tried to ask open-ended questions so that students could 

express their own opinions. She often asked the students, 

"What do you think?" She invited them to share their 

opinions with another student before asking them to tell the 

whole class. 

She also learned from her cooperating teacher how to 

speak to students more effectively. At the beginning of the 

semester, she hesitated to use straightforward expressions to 

discipline students. But as time went by, she -understood 

Caryl's philosophy of discipline--that it was necessary to 

create a democratic community. She also learned that 

sometimes the students must listen to her to keep their 

community a safe, positive, and productive learning 

environment. She shared her thoughts about this at the 

student teachers' meeting on October 30: 
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The most important difference has been trying to junp 

from theoretical thinking to practical, "How do you do 

this?" Setting boundaries is one thing that.. . I don't 

want to give children too many restrictions. Thinking 

that I should not tell children a lot of specifics. 

Give them a lot of experiences, but don't tell them 

specifically, "You must do this now," or "Do this number 

and then you can try something else, " and lately, the 

last couple of weeks have set more boundaries, and done 

more guidance things and I still see this as whole 

language. That is my biggest change. We, as teachers, 

have some wisdom that we need to share. And the 

children need that. They need some guidance sometimes. 

It's just a matter of not going too far. 

Mechelle followed Caryl's way of discipline, which she 

learned through immersion in the Sunshine Room community and 

in the language which functioned well in it. While Caryl did 

not give her any specific instructions or words to use to 

discipline students, Mechelle learned when students needed to 

listen to teachers and what was useful to say in the context 

of the situation. She explained: 

Caryl has very much of a plan all of the time. She 

knows exactly what is going on. I do too, but I don't 

see her presence as much. She has a lot of structure. 

Everything is completely. .. she knows exactly where 

she's going. She doesn't even have to talk about it, 

think about it, write about it... she just does it. But 

she can talk about it. She can tell exactly what she's 
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out with more structure for 

how children think before I 

can feel that way. (student 

30) 
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she does. I have to start 

n^self and then leam about 

can get the point where it 

teachers' meeting, October 

Immersion in Curriculum 

Block Semester 

Mechelle was also immersed in curriculum in the block 

sessions, which conprised the principal topics of reading aind 

writing processes, weaving social studies content into the 

whole language curriculum, and reflections on the students' 

apprenticeship experiences. 

The faculty members determined daily class schedules at 

biweekly meetings to reflect what the students were reading, 

learning, and pursuing in the context of the long-term course 

objectives. This flexibility increased the students' 

recognition that purposeful spontaneity--the "teachable 

moment," not staying on track following a predetermined 

curriculum or schedule, should be a priority of learning. 

Although specific projects were assigned, their format 

and presentation were decided by individual students or the 

whole group. Choice by learners was highly emphasized and 

increased their independence. Mechelle said in a small group 

discussion that she had been a dependent student prior to the 

block course, but she discovered that she could thrive in a 

classroom that provided many opportxinities for decision 

making. 
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Goocaman (1986) refers to the "weaving" of content into 

whole language as a "dual curriculum": "For learners it's a 

single curriculiom focusing on what is being learned, what 

language is being used for. But for teachers there is always 

a double agenda: to maximize opport\anities for pupils to 

engage in authentic speech and literacy events while they 

study [social studies, science, math, etc.]" (p. 30). The 

block sessions immersed the students in whole language 

learning through language use, which served as a model for 

their own dual-curriculum teaching of emerging readers and 

writers. 

Student Teaching 

Throughout Mechelle's student teaching, she was immersed 

in a classroom that followed a whole language curriculiam 

whose primary goal was children's literacy development. 

Mechelle's immersion in curriculum in the Sunshine Room was 

closely tied to demonstration of curriculum and occurred 

concurrently. Demonstration was the stronger of the two 

conponents as an influence from which she directly learned, 

and the details of the effects of her immersion in curriculum 

will be discussed in the section on demonstration. 

Demonstration 

Cambourne says that demonstrations--actions by others 

and artifacts such as books--"are the raw material of nearly 

all learning, not only language learning" (p. 34). 

Demonstration is connected to immersion in that, for example. 
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even if a learner is iinmersed in a variety of texts, if there 

is no demonstration about how they are to be used or how they 

function in the process of learning, then learning will not 

occur. He also cautions that while demonstrations are 

necessary for learning, learning will not occur unless the 

learners also engage. To increase the likelihood of 

engagement, he advises teachers to "provide a smorgasbord of 

contextually relevant demonstrations." 

Immersion in the whole language block classroom provided 

Mechelle with many demonstrations. In this section, I will 

discuss demonstrations through actions first, and then 

demonstrations through artifacts. 

Actions as Demonstrations 

Demonstration in Learning and Teaching 

I did not separate the learning and teaching pillars for 

my discussion of demonstration, because they are so 

integrated in this condition that demonstration in learning 

cannot be discussed without demonstration in teaching. 

Block Semester 

Mechelle observed nxomerous demonstrations of teaching by 

faculty members in the block sessions. Their actions led to 

a greater understanding of student learning in the 

transactional model. Two of these were providing choices and 

decisions to the students and the transitional style of 

interaction with students. 

Allowance for student participation in achieving the 
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course objectives was a predominant example of demonstration 

in teaching and learning in the block sessions. The many 

choices and decisions given to the students placed the 

responsibility on them to pursue their requirements reliably. 

Mechelle said in an interview on March 10: 

The whole idea [of the teaching and learning process] 

... teachers give students the power to make choices .. . 

and to make themselves responsible in their learning ... 

that is amazing to me. it creates for me my value and 

encourages me to make my own choices. 

She also realized how effective learner-as-participant 

teaching could be: 

If we had a desire to kind of go off on a tangent, or 

somebody wanted to share something, always we could. 

And ... in that way, it stayed meaningful, it was 

always inportant amd issues that came up in iry class, 

issues that I was thinking of, were addressed now. 

Here, if I ask a question, "Let's talk about it," and 

... so much information came from us, and even when I 

was scared to say something or I feel like I don't know 

about anything .. . questions are posed to me ... you 

know, I was a kind of put in a situation where I have to 

think.... Like Ken always asked "Why do you think this 

is?" or "You tell me, what do you answer to your 

question?" (interview, j^ril 23) 

Her learning was the result of the transactional model being 

practiced in teaching. She had to think, instead of finding 

correct answers as in transmissional education. 
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Student Teaching 

The demonstration of teaching and learning during 

Mechelle's student teaching reinforced what she learned in 

the block semester and its application to a practical 

situation. I observed two powerful demonstrations of 

pedagogy at the beginning of her student teaching: Caryl's 

negotiation of the year's curriculiam with her students and 

her teaching of reading to emergent readers. 

The students' selection of their year's themes on the 

first few days of school demonstrated to Mechelle that 

negotiation of the curriculum really is possible in the whole 

language classroom and that it is important to build a 

democratic classroom community from the very beginning. The 

demonstration excited Mechelle, and she told me she would do 

the same with her own future classes. The cooperating 

teachers of three other student teachers at Borton decided 

the themes themselves with no student input, aind two of these 

student teachers were opposed to the idea of student-teacher 

negotiated theme choice, as discussed in Chapter Four. The 

reasons they gave at the student teachers' meeting on October 

30 were that they would not be comfortable with unfamiliar 

themes and that the process seemed too complicated. The 

contrast between Mechelle and these two student teachers 

suggests that demonstrations would enable novice teachers to 

comprehend the process of transactional teaching. 

During the block semester, Mechelle had learned about 

the reading process and how emergent readers become more 

proficient readers in a literate environment. The start of 
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her student teaching was a perfect time to observe a whole 

language teacher inviting first graders to realize they were 

already readers and leading them to go further in reading. 

Caryl provided a number of teaching demonstrations while 

Mechelle was taking over some of the mini-lessons in the 

afternoon literacy block. These demonstrations informed the 

knowledge that Mechelle had developed during the previous 

semester. Mechelle observed what Caryl did and how the 

children responded. 

At the late-October student teachers' meeting, one 

expressed her concern that she did not know how to teach 

emergent readers. Mechelle shared her e^qjeriences: 

When we were in the block, I really felt that we were 

developing our philosophy, and now this practical 

experience in Caryl's class has carried over perfectly 

because now I'm learning the practicalities of how to 

start doing the stuff that will get them there. Caryl 

does a lot of guided reading for...well, people grouped 

by abilities and we do different reading strategies for 

them. So I've started out with big books, and look at 

the pictures to see what the story might be about, and 

we're looking at words, looking for things like rhyming, 

and meaning or patterns. So look for predictability and 

other patterns and meaning....! think that first graders 

should start seeing themselves as readers. 

I observed several other instances of pertinent teaching 

demonstrations during Mechelle's student teaching. Borton 

was an excellent place for student teachers to observe useful 
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exait?)les not only from classroom teachers but also from other 

faculty: the physical education (P.E.), music/art, and 

Spanish teachers, a covinselor, and language specialists. 

Most of them had spoken at a block session during the 

previous semester about their field and their teaching style 

and methods. During the first two months of student 

teaching, Mechelle often joined the students in PE, music, 

art, and Spanish. These opportunities were not only 

demonstrations of teaching and interacting with students in 

these specialties, but they also enabled her to get to know 

the students better through new interactions in different 

rooms with the siibject teachers. The disadvantage of having 

these subject teachers at Borton was that Mechelle had few 

opportunities to teach P.E. or music, only as a substitute 

when these teachers were absent. 

Demonstration in Language 

Block Semester 

In the block sessions Mechelle learned the kind of 

language used in the transactional model: open-ended 

questions, expressions that asked the learner's opinion 

rather than for the correct answer, and use of language to 

facilitate conversations among peers. Students were immersed 

in a range of reading materials and wrote in many different 

genres, including the journal, letters, personal narratives, 

reports, captions for pictures and journals, and portfolio 

entries. Mechelle used the journal to exchange opinions with 

a faculty member through written language. She also 
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discovered that language use is not limited to the major 

common language, English. Other languages, sign language, or 

other semiotic systems such as music or the visual arts are 

also useful in a community of learners, because they give us 

different views about our literate environment and how people 

communicate using them. 

In the block sessions and at Borton, all languages 

including dialects were valued. I contributed Asian-language 

newspapers to illustrated different orthographies. Many 

picture books in different dialects were introduced in both 

classrooms. Borton was a bilingual school. Most of the 

teachers and all of the aides spoke Spanish, to ensure that 

Spanish-speaking students would not be at a disadvantage. 

Diversity and each student's heritage and culture were 

valued. Mechelle attended Borton's Spanish for English-

speaking students program. 

student Teaching 

In her student teaching, her awareness of valuing each 

language did not cease. She let the students know she was a 

learner of Spanish, asking Spanish speaking students to read 

books in Spanish and to correct her Spanish and encouraging 

them to participate in Spanish in the daily morning business. 

Caryl's language to her students was an essential 

demonstration for Mechelle. Her talk sometimes sounded just 

like Caryl; in fact, she told me that she sometimes imitated 

Caryl talking to her students. By doing that, she was 

learning how Caryl shaped her classroom through personal use 
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of language. For instance, Mechelle was hesitant at first to 

be direct with imruly students, but gradually she started to 

use terms that Caryl used. Mechelle said, "Go to Australia 

[a comer of the classroom] , " or "Get away from us till I say 

to come back." Sometimes she needed these direct 

instructions to keep the class on task and to maintain a 

class norm, so the students would be aware that they were 

expected to be cooperative members of the classroom 

community. But Mechelle was also very careful and thoughtful 

about choosing respectful language when talking to her 

students. She used positive and encouraging expressions in 

small group teaching even when she needed to discipline 

someone. She often said, "Andrew, we need your help," and 

"Brenda, we need your brain." These expressions helped the 

children be aware that they were important in the group. 

Demonstration in Curriculum 

Block Semester 

The block curriculum was another potent demonstration 

for the block students. They perceived that the block 

sessions were not only a place for learning theory, but also 

a place to leam how the curriculiam was conceived and 

constructed by all participants. The agenda for each day was 

decided in accordance with the long-term plan of the semester 

and ongoing activities such as literature discussion groups, 

guest speakers, and project presentations. The block 

coordinator, Terry Greene, wrote the agenda on a large sheet 

of paper and taped it to the chalkboard. Students and 
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faculty members took turns handling the opening, which 

comprised a wide variety of presentations including reading 

aloud, storytelling, singing, sharing articles or 

experiences, and art activities. 

AS the day's session went on, the schedule might change 

due to heated discussions or improirptu lectures. Every time 

the schedule was changed. Dr. Greene suggested to the 

students that they catch up on the omitted items during the 

next session. This postponement sometimes caused confusion 

about deadlines for project completion. However, 

opportunities to discuss any issue in a personal conversation 

with a faculty member or in the interactive journal usually 

solved this or any other problem. 

student Teaching 

As a result of this demonstration of flexible scheduling 

that supports the ongoing learning process, Mechelle did not 

hesitate to change the original lesson plan for the animal 

theme unit she had siibmitted to the university supervisor. 

Dr. Richard Lopez, at the beginning of student teaching. She 

was always aware of events taking place at school and tried 

to involve students whenever she foxand something worthwhile 

for them. When she learned that another student teacher's 

family was bringing livestock animals to school on a morning 

another event was planned, she cpaickly revised the schedule. 

The opportunity to see, touch, and feed livestock animals was 

one of the most memorable experiences in which she involved 

her students. 
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She had also learned in the block sessions how to gather 

information for building a theme unit, and she planned her 

unit on animals with guests and a variety of activities. But 

once she was in the classroom, she found more resources for 

the theme and replanned almost the entire unit. For the 

introduction, she invited three different guest speakers and 

then rebuilt the plans for the study centers with new items 

they brought. Finally, as the theme unit proceeded, the 

interaction between her and the students led them to recreate 

the unit, virtually day by day, which she had certainly not 

anticipated. This episode reflects the impact of the 

demonstration of curriculum in the block sessions. 

Demonstration in Communitv 

Block Semester 

The block sessions took place in the Borton community. 

Being at Borton gave the block students opportunities to 

observe and experience demonstration of community. 

Every Monday, all the block students attended the daily 

schoolwide morning assembly, and once they were assigned to 

an apprenticeship classroom, they usually stood with their 

class during the assembly. The assembly was a time to unite 

the Borton community with singing, the pledge to the flag, 

and announcements from Borton students, teachers, the 

librarian, the school counselor, and other staff. It was an 

excellent way for the block students to become acquainted 

with the people involved in the school community and their 

contributions. The more time Mechelle spent with the 
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students in her apprentice classroom, the more they showed 

their eagerness to stand with her during the assembly. 

Photographs of the assemblies show her involvement--hugging 

students, holding their hands, etc. Mechelle became part of 

the community. 

The block class faculty invited the students to build 

their own classroom community. They were active in committee 

activities and small group discussions. One committee took 

charge of the bulletin board and posted newspaper articles 

related to politics and education. The hospitality group 

organized the preparation of snacks and took care of sending 

thank-you notes to the guest speakers. The classroom 

environment group posted a world map, information from the 

internet, Berton newsletters, and a world map, and brought 

potted plants to make the room look more comfortable. The 

students also started their own e-mail conversations in which 

they communicated openly about their opinions on issues 

discussed in class and about the plans of their study groups 

for their other methods classes. The students and faculty 

members communicated with each other through classroom 

discussions, exchange journals, and e-mail. 

Team-teaching in the block sessions also provided a 

demonstration of community. Ken Goodman, Terry Greene, and 

the three graduate interns participated in the block sessions 

in many different ways. The five faculty members shared 

their own teaching experiences in various grade levels, 

locations, and cultural settings. Dr. Goodman shared his 

insights from years of experience in research and teaching. 
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and Dr. Greene related rich experiences of teaching in 

overseas American schools. The graduate interns also had 

diverse backgrounds. One had been a Chapter One reading 

teacher at several Tucson schools and had taught on Indian 

reservations, another had taught at a school on the east 

coast, and I had taught in Japan and Hong Kong under the 

Japanese system. Our sharing of experiences demonstrated how 

whole language could be applied in different aspects of 

school life in different places. And despite our very 

different backgrounds and experiences, the five of us 

maintained genial and purposeful communication throughout the 

semester and functioned well as a community of faculty 

members in the block classroom. This was a valuable 

demonstration to the students of the conduct of the faculty 

community in whole language. 

Student Teaching 

Mechelle's student teaching was a continuation of her 

immersion in the demonstration of community at Borton. Every 

morning, the school assembly started the day as a 

demonstration of community cohesion. The class in charge of 

the assembly for the week stood in front. They led a song, 

then introduced visitors and coordinated the other 

announcements, which were about upcoming school events, 

invitations to classroom events, lost and found items, etc. 

Sometimes a school librarian introduced books or shared 

information about a book. 

The conduct of typical days in the Sunshine Room 
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provided Mechelle with good demonstrations of the classroom 

community. She observed Caryl's interaction with her teacher 

aide and special - s\ibj ect teachers to plan the day, with the 

school nurse, and with office secretaries, and her handling 

of snack time and the school lunch. All of these are 

essentials that student teachers need to leam in addition to 

actual teaching, but what was iitportant was that they were 

demonstrated in the context of the entire school community: 

the bonding of adults and students, the school's relationship 

to the outside community, and influences from outside on the 

school. Mechelle also learned many of the students' life 

situations through Cai^l's demonstrations of working with 

them and their parents. 

Artifacts as Demongtrations 

The demonstrations provided by artifacts also had a 

strong inpact on Mechelle. First, the professional books 

introduced in the block sessions provided basic knowledge 

about whole language and literacy. These books supplied not 

only information on theory and classroom applications, but 

also niomerous opportvinities for Mechelle to discuss her 

readings with her peers, the block faculty, and Caryl. She 

wrote in her block semester mid-terra self - evaluation on 

February 26: 

I really, really, really like what I have rpad--what's 

Whole in Whole Lancniaae? and parts of the other 

required readings. Very appropriate, very thoughtful, 

very easy reading, and enjoyable. I can feel n^self 
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growing in confidence, iinderstanding and feeling more 

and more like a teacher. I have a mile-long list of 

"to read." I'm very excited about the wealth of 

available literature that I knew nothing of until Jan. 

'96. Also I am excited about TAWL (the listserve 

which is a lot of reading and good info) and other 

organizations. 

Second, the weekly Borton newsletter to staff members, 

students, and parents that she read during the block semester 

demonstrated how the Borton community operated. The 

newsletters informed parents about school events, such as 

parent-teacher conference days and PTA meetings, and 

sometimes requested help, asking families to save grocery 

receipts for fundraising or to work on school projects such 

as a clean-up of the bird sanctuary. During her student 

teaching, those newsletters and the class newsletters that 

Caryl sent home continued to demonstrate why and how the 

ongoing community events at school were conducted. A few 

weeks after Mechelle started student teaching, she started 

writing the class newsletters instead of Caryl. She told the 

students' parents who she was and informed them about 

activities their children were involved in, such as their 

theme unit, weekly assignments, classroom events, and so on. 

Finally, Caryl demonstrated how a whole language 

classroom teacher makes short- and long-term class plans 

according to negotiated themes, and her weekly planning 

sheets also showed the changes she made to accommodate 

student growth or lack of progress. Mechelle followed 
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Caryl's planning sheet format and was equally flexible in 

changing her original plans. 

Thus, demonstrations by both actions and artifacts 

influenced Mechelle from the beginning of the block semester 

to the end of her student teaching. Camboume says that 

demonstrations are necessary for learning to occur, but are 

not in themselves sufficient. He uses F. Smith's (1981) term 

"engagement" for the process which, when combined with 

demonstration, activates learning. 

Engagement 

According to Camboume, engagement must accorrpany 

immersion and demonstration in order for learning to occur. 

Engagement will begin when the following three conditions are 

present. 

(i) That any demonstration which is witnessed must be 

perceived as 'do-able' or 'owner-able' by them. In 

other words, potential learners must see themselves as 

potential talkers, readers, bike riders, writers and so 

on. 

(ii) That emulating the demonstrations they've witnessed 

will somehow further the purposes of their lives. 

(iii) That attempting to emulate the demonstrations will 

not lead to any lanpleasant consequences if they fail. 

(p. 35) 
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Engagement in Learning 

Block Semester 

The cSaily program of the block course provided nijmerous 

opportunities to engage in learning, though the choice of 

engagement was always left to the learners, and immersion and 

effective demonstrations through both actions and artifacts 

led to their engagement. 

I observed that as a learner immersed in whole 

language, Mechelle's first deep engagement was her 

enthusiastic reading of the professional literature 

introduced in the block sessions. Her early journal entries, 

during the second week of the block semester, read: 

I am learning so much from my reading.. . . (January 18) 

I spent the day reading my new whole language books.... 

I am beginning to have a better understanding of what 

whole language is all about....In fact, I keep my whole 

language books beside itQr bed and read before I go to 

bed. (January 21) 

She wrote in her mid-term self-evaluation: 

I am very excited about the wealth of available 

literature that I know nothing of until January 1996. 

Another engagement in learning during the block semester 

was her change in attitude toward traditional teaching, which 

she was experiencing in her other methods courses. As noted 

above, she did not agree with the way the science methods 

instructor taught, and she atteitpted to establish a dialog 

with him. She wrote in her journal; 

I am beginning to understand and see what you mean about 
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whole language as more than a method . . . and that its 

essence lies with the children. It is a way of teaching 

which is more like learning....How I view myself as a 

teacher changes almost every day and yet I am beginning 

to get an understanding. (February 3) 

I often feel frustrated with math and science 

teachers. I am trying to act professionally....This is 

new for me; I have always been a very dependable 

student. Now I am so close to finishing up these 

traditional classes, I need to act professionally. 

(February 12) 

I am not a fountain of information; I am a facilitator. 

My students use me and the classroom that we all create 

to find their own information and try to make meaning. 

At home, I e-mailed to the instructor a letter stating 

my concerns and unhappiness with his class. Now I'm 

glad I took the risk, responsibility, and control to 

question. I think that in the end, I am excited about 

this conflict as it is the first time I have openly 

questioned a teacher. (April 6) 

She was trying to make sense of what she learned in the 

block sessions and beginning to trust the teaching methods 

she was learning. She talked about these things with her 

peers in group discussions. The following is part of a group 

discussion transcript from March 5, in which the block 

students shared thoughts about the transmissional model after 

Mechelle's encounter with the science methods instructor: 

Mechelle: One thing that in this block and learning 
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in whole language way, someone won't say here is how you 

do something or where you go or do next and more and 

more, and it's like... you have to get a sort of ... 

attitude. And it's more like a chaotic kind of process. 

Julie: Exactly. 

Marilyn: Chaotic, yeah, refiguring out everything. 

Everything I did in school ... we are rethinking it. 

Mechelle: Yeah, I like it. 

Marilyn: Me too. But first, what did it mean, or you 

know, it was scary.... 

Mechelle: Ken said ... he had a student in the block 

occasionally said that "Look, I'm paying you and you 

should share with me what you know." That was a great 

story, because I think two years ago, I was that kind of 

student. Now I can see the value, I even can express 

why ... I believe that.... 

Kate: Now we are sitting in a classroom and think why 

do we need to leam this. 

Julie: Oh, yeah, in our science and math class, it's 

soooo oppressive and meaningless.... 

Cindy: I can see that. You're right. 

Kate: It's shaking my philosophy how I want to [teach] 

and I definitely don't want to [teach tranmissionally], 

S O • • • >  

Mechelle: And it gave the opportunity to take risks and 

talk to them [about] what I want to do and act like an 

adult.... 

Marilyn: I haven't taken that risk yet... 
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Mechelle: We don't have to ... just for me, I'm 

also ... to keep a tolerance. And it's a good practice; 

it's all I have to say. 

Julie: Yesterday, Mechelle did not stop talking! You 

addressed [him] so outspokenly! 

Ann: [It's like] Mechelle was at the [chalk]board and 

checked, checked, and checked [for instances of 

transmissional teaching].... 

Mechelle: You know, I feel so much better all about 

this now! 

Marilyn: I am not really ready to take that risk in 

front of the instructors. 

Kate: Her questions were good. 

Marilyn: I think he was faced the realization. 

Cindy: I don't think that he was thinking that 

question. 

Julie (to Mechelle) : A week before, you challenged him 

about why in the world would you give us true and 

false...questions on a test, and you said I don't intend 

to do that in it^ class. And he sent e-mail saying he 

would not give you [true-false questions]. 

Mechelle: Yeah! 

Marilyn: It was interesting that [this instructor] was 

thinking about that and sent us e-mail and responded 

and changed [the] questions. 

The sequence of Mechelle addressing her frustration and 

reacting to it in journal entries and the group discussion 

indicate her active engagement in learning and in making 
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sense of what she had learned in the block sessions. As the 

transcript reveals, not all the students were ready to 

address their opinions to the instructor even though they 

also did not agree with him. Mechelle pointed out that she 

used to be a passive student, but now she was able express 

her new values, which she was acquiring in the block, and in 

her journal entry she defined her role as a classroom 

facilitator and how the students in her classrooms would 

leam. 

One instance of Mechelle's engagement in learning during 

her apprenticeship was her participation in theme unit study. 

When her apprenticeship began, the class was studying 

weather, and she started to explore how she could contribute 

to the class's study. She wrote in her mid-term self-

evaluation on February 26: 

They are doing weather. They are interested in things 

like--how do you make snowmen. I have talked to a 

friend of mine who works in Washington state and does 

lots of wilderness stuff about stories for the kids. In 

addition, my mom-in-law, a science teacher in Alaska, is 

sending me info about glaciers and activities. I also 

just bought three books on the topic of weather. 

At the end of the semester, when she was participating 

in another theme unit, she wrote: 

Caryl really worked with me on this [theme cycle 

planning]; now I am extra excited about student 

teaching with Caryl. I spent a lot of time collecting 

material for doing the "communication" theme. Suddenly 
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communication was everywhere--on TV, on video shows, in 

conversation: exciting!! Also, in the classroom, it was 

great to feel a part of the inventing process--working 

with the children and Caryl to create a theme, (final 

self-evaluation, May 1) 

Not only did Mechelle engage in learning in the theme unit 

planning, but she was also excited about the theme, about 

learning, and about being a part of the Sunshine Room 

community. 

Student Teaching 

When l^echelle started student teaching, she wrote in her 

journal that she was happy to be there and that her learning 

curve was high. Her engagement in reading, lectures, and 

discussions during the block semester gave her a firm basic 

understanding of children's literacy growth and the theory of 

whole language. She reflected on the block semester and 

wrote: 

Whole language block influences me tremendously. Caryl 

said it best: "Mechelle doesn't know all the little ins 

and outs of classroom management, but when I talk to her 

about how children leam to read I know that she 

understands and agrees with what I am saying. I don't 

have to waste time explaining or defending position." 

The whole language block has helped me develop an 

understanding of how children learn, and confidence to 

take risks, and I am better able to be analytical about 

my thinking and experiences. (October 13) 
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Mechelle's engagement in learning continued during her 

student teaching. This engagement was closely tied to 

Caryl's demonstrations of teaching and to her own 

participation in teaching. Because she started her student 

teaching at the beginning of the school year, she could leam 

how Caryl initiated teaching reading and math to her new 

class. She wrote on August 26: 

Caryl's math lesson on the following Monday was a 

wonderful tie into what had been done the first week. 

She showed the children a better way to see the pattern 

(color in only the first letter of the word). She added 

another dimension of difficulty by asking the children 

to predict the pattern, and then going back and checking 

their predictions. She introduced some specific 

language to use when talking about patterns (diagonal, 

vertical, horizontal). It was incredible to watch the 

way she had the children participate in the discussion. 

I especially loved the way that she went through the 

first six squares (2x2, 3x3, etc.) and then didn't fill 

in the 7th square and instead had the children predict 

the pattern after she involved them in predicting them 

to explain why they guessed what they guessed. She had 

many involved, thinking students who were actively 

participating in the discussion. (August 26) 

Mechelle's advances in learning were often facilitated 

by Caryl's demonstration of her teaching techniques. She 

observed how Caryl led the children to another dimension in 

the sequence of letter patterns, introducing new words and 
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eliciting their participation. She also realized that this 

first-week math lesson helped the students learn their 

classmates' names aind how to write their own names. She was 

eager to learn from Caryl and took more than ten pages of 

notes about what Caryl did on the first few days. She 

described how Caryl started the day, established classroom 

norms, oriented the students to the school facilities, and 

connected learning students' names to the first math lesson. 

The following is an excerpt from her notes of the first day: 

Caryl opens with a story. 

Talks about this being a bilingual class. Shows kids 

Sianshine book--will add all books that read in it. 

Then look at calendar. What is today, paper under the 

calendar--will mark with tallies. Then the strip has 

how many days in school--niunber 1, 2, 3.... 

Norms in classroom: 

- Keep yourself safe./Mantengan se seguros. 

- Keep others safe./Mantengan a otros seguros. 

- Keep things safe./Mantengan las cosas seguras. 

"How do we want to behave in classroom so that everyone 

can leam." 

Mechelle's notes were not limited to what Caryl said and did 

in class; she also recorded what Caryl said to her. These 

are some quotes from her August notes: 

• My biggest priority is for kids to feel like they 

can be readers. I want every child to have found 

something that they can read by the first week. 

Really encourage all kinds of reading. 
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• I want you to be a pairt of all of the teacher 

conferences.... 

• You will watch the music, P.E., etc.--great 

opportunity to leam these things as you won't get 

these specialists as a teacher. 

Caryl prioritized objectives for her students for the 

year and Mechelle observed how she put them into practice. 

She was inpressed with how Caryl led the children to view 

themselves as readers. Mechelle shared this with other 

student teachers at their meeting on October 30 when one 

expressed concern that she had not observed any productive 

reading instruction in her first grade classroom. Mechelle 

explained: 

Something else, at the veary beginning of the year, that 

I thought was really neat. She talked a lot about 

seeing yourself as a reader. She said, "We're all 

readers," and some of the kids were like!!, "I'm not a 

reader." And so what she did was to send out small 

groups with an adult and they went around the school and 

took a clipboard with them and wrote down all the 

things that they could read. So, you know, you can look 

at a stop sign or an exit sign--there are different 

things, and they pick it out and they write it down. I 

can read that or I read that. And then they come back 

with this list and from then on anytime they're like "I 

can't read," we say, "I saw a whole list of words you 

can read!!" 

She also learned how Caryl used songs to "encourage 
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all kinds of reading." Mechelle said: 

Every week, Caryl sends home a different song with the 

children that we've learned. This is what the children 

do, they know the song, so they're sitting there singing 

the song and pointing to words and sometimes they're 

right on, and other times they're just in the general 

area, but they really think ... if you were to ask than 

what they're doing, they would say, "I'm reading this 

song." And so, it is a very powerful tool and it gets 

them to start reading. (student teachers' meeting, 

October 30) 

Thus, as Mechelle was observing Caryl's demonstrations, 

she was continuously learning. In her mid-term appraisal of 

student teacher performance, a university requirement she 

submitted on October 15, she wrote: 

I am learning and learning. Strategies for teaching to 

children who know English only as a second language AND 

how to teach something. All coming slow with many 

mistakes BUT my interest is high and so is itv learning 

curve. I am usually optimistic and willing to take 

risks and keep working to improve and to expand my 

knowledge. I feel lucky to work with Caryl--she is how 

I want to be in 25 years. 

Whenever Mechelle realized that there was something 

problematic in her teaching, or that it was not going 

smoothly, she endeavored to leam what was missing. This 

process was central to her engagement in both learning and 

teaching, and will be discussed further in the section on 
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engagement in teaching. 

The influence of Mechelle's engagement in learning in 

the block semester on her engagement in learning in student 

teaching manifested in tv7o related aspects. First, as she 

explained in her journal on December 6, the block sessions 

contributed to establishing a philosophy of whole language: 

"As a student in the whole language block, I fine-tuned it^ 

belief system and personal philosophy about teaching." 

Student teaching provided opportunities to see how the 

philosophy was put into practice. Second, the relationship 

Mechelle and Caryl established during Mechelle's 

apprenticeship contributed greatly to Mechelle's learning 

during her student teaching. She was eager to leam from 

Caryl, to observe how she conducted the Sunshine Room from 

the beginning of the school year. This continuous process of 

learning from a mentor she had chosen during the block 

semester was a major influence on her engagement in learning. 

Enaagpjnent in Teaching 

Block Semester 

Mechelle did not do ciny whole-class teaching in her 

apprenticeship, but she did a lot of individual and group 

tutoring. Near the end of the semester, she did her first 

formal teaching: two consecutive math mini-lessons--geometric 

shapes using Tangrams--with a group of four students. After 

the first lesson, we had a reflective written conversation 

based on it^ transcript of the lesson. She appreciated it^ 

suggestions and expressed herself well and. honestly about the 
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lesson's strengths and weaknesses. She wrote: 

I am glad you transcribed the interactions because it 

helps me understand what my teaching really looks like. 

I wonder about choice to try to get the children to 

follow the worksheet. Seeing that really showed me that 

I want to keep working towards letting go of iiy power/ 

control and responsibility for all choices....! will 

work towards bridging this gap between my theoretical 

beliefs and my practice in my next Tangram session. I 

have learned so much! I also feel less scared about 

doing my lesson all wrong. Thank you for your many 

specific positive comments. I feel that I am working 

towards a vision of teaching and that it is okay that I 

am not perfect. (April 9) 

Mechelle's motivation increased through reflection on 

her own teaching. After she planned the next lesson and 

taught it, we had another written conversation about it and 

she wrote about what she learned: 

Rayco, once again, thank you so much for transcribing my 

lesson and writing your comments and opinions on it for 

me. The combination of seeing rty words and hearing your 

thoughts really increase my understandings of myself as 

a teacher. I also wish that I had siirply asked the 

children if there were any other kinds of puzzles 

besides Tangrams. That would have been an interesting 

question. Their responses would have expanded the 

conversation ... beyond limitation of "jigsaw" 

puzzle. Also, I would have \anderstood what they already 
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knew, and even their interests. In addition, they might 

have felt more involved in the discussion, and less led 

around by me, the adult....! was embarrassed when, 

towards the end of the lesson, I suddenly realized that 

not everyone knew that a square had sides with equal 

lengths. I don't know why I assumed that knowledge! If 

we had discussed that earlier, then the idea of creating 

a square from a rectangle would have been more 

understandable....! was excited to see the children's 

excitement when ! pulled out it^ Mechellegram. Children 

are so neat, creative, and just plain wonderful. ! hate 

the idea of wasting their time. I feel more motivated 

than ever to keep learning about how to teach. (;^ril 

16) 

Her engagement in teaching v/as at the same time an engagement 

in learning: She was learning from her teaching. This 

process was also a process of approximation. 

student Teaching 

After Mechelle learned about whole language in the block 

semester, she wrote that she was motivated and ready to apply 

the theory to classroom practice. Moreover, the fact that 

she had already established a supportive relationship with 

Caryl during her apprenticeship gave her greater ease to 

begin student teaching without the initial concerns and 

anxieties many student teachers experience about what the 

cooperating teacher and the class will be like. At the end 

of her apprenticeship, she wrote in her final self-evaluation 



215 

on May 1: "Caryl really worked with me on this [theme cycle 

planning]; now I am extra excited about student teaching with 

her." 

Mechelle began by conducting the morning business. Her 

duties increased gradually: tutoring individual students, 

teaching small groups, supervising recess, then whole-class 

teaching in math and a theme unit. On September 30, she 

reflected on her first month of student teaching and wrote; 

I am very excited some days and demoralized and 

frustrated on other days. Ironically, I feel that I 

will be ready to start teaching in August 1997. I have 

learned that teaching is very, very hard. Also, it is 

more complex. I am more comfortable with loncertainty. 

Also the love I feel for the children in the Sunshine 

Room and the adults at Borton grows and grows.... 

I recently designed and taught my first theme center. 

The Sunshine Room is doing sunlight now, so I designed a 

center to focus on sun energy/heart. It was SQ 

sncictassful! I could just see their brains growing and 

understanding. It was great!.... 

I wonder if I am too strict or too lenient--! wonder if 

I should be more strict, set more boundaries. For 

example, should the children be forced to walk in a 

straight, quiet line? Or is it okay for them to bounce 

balls, talk to their friends, wander around a bit? 

Should I press a child to work on their spelling or 

writing harder? Or are they already working as hard as 

they can and still writing like that?.... 
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I am learning to be patient, to wait on answers, to 

watch the children for more vinderstanding.. . . 

I love this opportunity to work one-on-one with 

children. I also get opportunities to kidwatch very 

often as there are so many adults in the Sunshine Room. 

Even though it was only her first month as a student teacher, 

she had engaged in many aspects of classroom teaching. 

At the October 30 student teachers' meeting, she spoke 

about the influence of her student teaching experience on her 

retrospective perception of the whole language block: 

It [my perspective on whole language] hasn't changed 

really at all. It's only been reinforced, and I think 

that I can argue more eloquently things that I believed 

theoretically now that I see them in practice. I 

believe in them more. The most inportant difference has 

been trying to juit^) from theoretical thinking to 

practical. 

As a student teacher, Mechelle taught herself to be 

practical in using what she had learned in the block 

sessions. Her teaching process was also her learning 

process, because of feedback from the students. In this 

sense, her theme unit, which started in late October, gave 

her a lot of experience in teaching and learning. 

As I detailed in Chapter Four, Mechelle started her 

theme unit on animals by inviting three guest speakers and 

providing an opportunity for the students to see livestock. 

Next Mechelle organized four study centers. Then she 

realized there were a number of theme items in the classroom 
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that she weinted the students to be responsible for. Her 

suggestion that they organize conmittees to take care of 

certain items sparked three chaotic days, probably because 

the students did not understand the purpose of the activity 

despite the intensity of her efforts to help them understand 

what they were supposed to do. Mechelle wrote on Noveinber 9: 

I was feeling pretty tired about teaching--thinking 

that maybe it was not for me. I like teaching, but am 

already tired of dealing with the coitplexities of 

parents, obligations, classroom management, and 

continuous trying and trying and still failing. 

On the third difficult day, Mechelle realized that the 

activity was not working and that the students needed to have 

more freedom to make decisions rather than being told what to 

do. That understanding of how the theory became practice--in 

this case, what lack of both ownership and demonstration 

could cause, was critical for her as a student teacher. She 

discussed with the students how they wanted to proceed and 

what to do with the items in the classroom. The discussion 

resulted in planning a museum event, and the students started 

working toward creating their own museiam in the classroom. 

Mechelle wrote on November 14; 

I am so excited by the museum that the children are 

creating. Also, I see so many changes and so much 

growth in the children's writing. In the museum, they 

are so responsible and active and creative. I have 

stopped myself many times from saying something or 

interfering in discussions. And they have really amazed 



218 

me. Just getting to watch them go makes all the hard 

parts about teaching worth it. Children are INCREDIBLE. 

I am so excited about the energy and enthusiasm in the 

classroom over this museum. 

During the days of preparation and presentation of the 

muse;am event, Mechelle was intensely engaged in facilitative 

teaching, helping students develop their abilities through an 

authentic literacy event. This engagement also involved 

several of Camboume's other conditions: expectation, 

approximation, responsibility, and use. She was eager to 

pursue her theme unit on animals. She had planned the unit--

invited guests, created study centers, and organized 

committee activity. However, a problem arose when the 

students did not concentrate on the committee activity she 

had proposed because they lacked a sense of ownership. She 

struggled to teach in this chaotic situation until talking 

with her students about solving the problan. Then she and 

her students chsinged the goal of their activity and undertook 

the museum event. 

During this process, Mechelle never gave up trying to 

coordinate a successful learning experience. Caryl respected 

Mechelle's atten^Jts and gave her full responsibility to 

pursue her goal. She did not ask Mechelle to reorganize the 

activities or alter her decisions. As a result, this process 

of teaching was also a process of approximation for Mechelle. 

The conditions in which her trials occurred were excellent 

for learning: they were risk free and prompted ongoing 

response from the students. 
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Teaching for Mechelle was quite different during the 

block semester than during student teaching. As an 

apprentice, she observed Caryl and tutored students, but 

taught far less than during student teaching, when teaching 

was her main task. Therefore, the block semester's influence 

on her engagement in teaching during student teaching is 

unclear. Perhaps Caryl's demonstrations built a foundation 

for knowing what to engage. It is clear that the block 

sessions built a firm belief in whole language and that 

student teaching was the place for Mechelle to practice the 

theory she had learned. 

Engagement in Language 

Block semester 

Journal writing was Mechelle's most compelling 

engagement in language. Mechelle and I were journal 

partners, and we started conversing in written language. I 

took the initiative and wrote first, about my thoughts on the 

block class and ny excitement to be there, just like a 

personal letter to Mechelle, My intention was to invite her 

into this writing activity free of risk. She responded in 

kind, sharing her feelings. As time passed, she began to 

take the initiative and shared with me her findings, 

thoughts, and personal opinions. Excerpts from Mechelle's 

journal in this chapter as well as Chapter Four reveal the 

power of journal writing for her in cultivating her thoughts. 

She also engaged in a great deal of reading that 

impacted her developing philosophy. Opportunities for 
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discussion and sharing allowed for engagement in ideas and 

knowledge. 

Student Teaching 

The relationship Mechelle and I had established through 

journal exchange during the block semester did not abate 

during her student teaching. That her engagement in journal 

writing continued was evidenced by her commitment to the task 

and the ideas she recorded. There was a change in content, 

however. During the block semester, Mechelle had used the 

journal primarily to share her opinions about what she was 

learning. During student teaching, journal writing served as 

both an exchange of opinions and a way to summarize and 

conceptualize events and their iirpact on her, including her 

emotional struggles in her student teacher's life both in the 

classroom and at home. Some entries were like memos to 

herself to remember to do something or to clarify a concept 

in order to be able to apply it in the classroom. For 

exaiiple, on November 14, after she explained her difficulty 

in meeting each student's needs in math lessons, she wrote: 

I need to learn how to keep moving. I miss so many 

things. Things I want to actively work on this week: 

• sending children to Australia [a comer of the 

classroom] or other classrooms when they are not taking 

responsibility for working 

• separating children when they are not working well 

together 

creating math lessons that are age-appropriate and 
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good and well presented by me 

• me moving around the classroom better--telling the 

children I'll be back to check their progress AND 

really doing that. 

Journal writing was a means to confirm her thinking and 

make sense of what she needed next in her progress toward 

competence. On December 4, near the end of student teaching, 

Mechelle listed beliefs she had acquired through obser^'ation. 

These included finding a balance between overwhelming and 

children with literacy activities and boring them with lack 

of variety, an awareness of developmental differences among 

children, the realization that reading and writing 

proficiency are not always correlated, and the inportance of 

encouraging safe yet independent risk-taking and providing 

specific feedback. (For the complete list, see the section 

on Mechelle's developing beliefs in Chapter Four.) These 

points summarize and confirm what she had learned in student 

teaching, and also reveal her own engagements with reading, 

writing, and oral language. 

Engagement in Curriculum 

Block Semester 

Mechelle's engagement in curriculum overlapped with her 

engagement in learning. One example of this engagement was 

her participation in planning a theme unit in her apprentice 

classroom, as required by the block curriculum. Caryl and 

her students were studying weather, and Mechelle began 

researching, not merely seeking reference books in the 
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library, but also calling resource people in other states to 

gather the most pertinent information for the students. 

Later she was involved in another theme unit, on 

communication (see Engagement in Learning). 

Mechelle's engagement in curriculum during her 

apprenticeship also involved engagement in community. She 

not only observed and helped Caryl, she also joined the 

Sunshine Room community as a learner. 

student Teaching 

Mechelle's engagement in curriculum during student 

teaching owed much to her experiences during the block 

semester, cuad because of the nature of teaching, her 

engagement in curriculum was closely related to her 

engagement in teaching. She was continuously involved in the 

Sunshine Room's theme units. On September 30, she wrote this 

about the study center she created for the first theme unit: 

I recently designed and taught ir^ first theme center. 

The Sunshine Room is doing sun right now, so I designed 

a center to focus on sun energy/heat. It was so 

successful! The children enjoyed it and learned a lot! 

I could just see their brains growing and understanding. 

It was great! I used many different resources (talked 

with a science educator on the phone, got books from the 

library, used a teacher book that I found in the 

Sxinshine Room, and talked a little with Caryl) to 

develop the center. 

The doxable agenda of the curriculum--simultaneous 
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teaching and learning, with teachers and learners both 

involved in the learning process--influenced Mechelle's 

planning of her theme unit on animals. Once she actually-

started teaching the unit, she changed the initial plan she 

had submitted, as required, to her university supervisor. 

Then, as the unit progressed, she changed it again. The 

original, revised, and actual plans are outlined below. 

Original plan (from theme unit assignment): 

First week (October 21-25) 

Wildlife biologist couple speak 

Desert animal films 

First rotation of four centers 

1. Classification of living organisms, part I 

2. Black bear booklet 

3. Bone box and footprint stan^js 

4. Joanna Cole center 

Second week (October 28-November 1) 

Theme center rotation 

Third week (November 4-8) 

Start second rotation of four centers 

1. Classification of living organisms, part II 

2. Individual research projects 

3. Classification of living organisms, part III 

4. Animal puppet show 

Fourth week (November 11-15) 

Theme center rotation 
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Revised plan (from Mechelle's nTannina sheets); 

First and second week (October 21-25 and October 28-November 1) 

Introduction to animals 

Three guest speakers (about birds, itiaitimals, 

reptiles) 

Thank-you notes 

Rotation of four centers 

1. Furs and skulls (discuss) 

2. Skull pictures (con^are/contrast) 

3. Make aniinal tracks 

4. Audiotape (animal sounds) 

Desert film 

Third and fourth week (November 4-8 and November 11-15) 

Research report activity 

The afTtual lessons (from flsld notPS, photographs, and video tapps) •, 

First and second week (October 21-25 and October 28-Noveinber 1) 

Introduction to animals 

Three guest speakers (about birds, mammals, 

reptiles) 

Livestock animals 

Thank-you notes 

Rotation of four centers 

1. Furs and skulls (discuss) 

2. Skull pictures (compare/contrast) 

3. Make animal tracks 

4. Audiotape (animal howling sounds) 

Desert film 
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Third week (November 4-8) 

Committee activities and discussion 

Fourth week (November 11-15) 

Museum preparation and museum event 

Fifth and sixth week (November 19-23 and November 27-December 1) 

Research report activity with life-size animals 

Group presentation of research (December 5) 

There were three reasons for these changes. First, 

Mechelle located additional learning resources: the livestock 

animals and several new guest speakers. Second, she decided 

to substitute committee activity for the second study center 

rotation. Third, she added the museiim event and life-size 

animals to accommodate her students' reactions and learning 

processes. These three reasons coalesced to engender more 

authentic learning for the students. Mechelle's engagement 

in the curriculiim is further discussed in the sections on 

expectation, use, approximation, and responsibility. 

When Mechelle's plan for committee activity foundered, 

she initiated a focused communication with her students which 

resulted in a worthwhile museum event. Making life-size 

animals was not in her original plan either. It was a 

challenging idea the students conceived from their process of 

learning in the theme unit, and she helped them stay with the 

task and use their reasoning abilities to the utmost to 

achieve it. To the students, the theme lanit was a single 

curriculiam--what they were learning, but for Mechelle, the 

curriculum had a double agenda in which she challenged 

herself to facilitate the most effective learning 
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potential, even though it meant altering carefully thought-

out plans. The curriculum changed and improved as a result 

of her engagement in it. 

Caryl was an outstanding mentor and her own engagement 

in supporting Mechelle contributed enormously to Mechelle's 

engagement in curriculxjm. She offered helpful, but not 

obtrusive, suggestions for the study centers and research 

activities, and they had a daily conference after school to 

review the day and assess the next day's schedule. 

Engagement in CQntmunity 

Block Semester 

Lindfors (1994) wrote, "Whole language has everything to 

do with community. Community matters in the place where 

learning occurs, since the learners are always learning 

within a community with other people" (p. 57) . Engagement in 

the community is interpersonal and cannot be described only 

by a person's attitude or contribution. Therefore, 

Mechelle's engagement in the community should be appraised by 

examining her perception of the block classroom as a 

learners' community. Mechelle said in a interview on March 

10: 

I've never been in a class like this where I feel so 

close to all of my peers and also close to teachers. I 

don't feel separation. I feel I can go to iry peers to 

talk to them. And this is really helping me understand 

how I want my classroom to be. I feel that I play a 
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role in what we are discussing and I'm valuable to try 

group. 

She continued that she felt comfortable in the block class 

sharing her apprenticeship experiences and her opinions of 

her reading, and she felt valued among her peers. These 

conditions made it possible for her to engage in the block 

community. Her participation in group discussions and e-mail 

communication and her frank sliaring of her conflict with 

another methods instructor are evidences of her engagement in 

the block classroom community. 

Mechelle's engagement in the block community was also 

closely related to her engagement in the curriculum; that is, 

she engaged in community through engaging in the curriculum. 

The negotiation between teacher and students that builds the 

curriculum in a whole language classroom signifies the 

inportance of building a community as well as the importance 

of learning in a community. 

Mechelle's enthusiastic engagement in planning a part of 

the theme unit in her apprentice classroom exenplified her 

engagement in the Sunshine Room community. Then, she 

siimmarized the outcomes of her participation in the theme 

unit in her classroom portfolio project and shared it with 

the block class, which was part of her engagement in that 

classroom community. The following excerpt from her 

classroom portfolio, written in May, explains how a sense of 

community was valued in the Sunshine Room: 

The children own the Sunshine Room just as the adults 

do. You will find them there before school. Often they 
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bring family and/or friends to help the adults on 

projects--like moving [before and after the school 

renovation]. 

In the Sunshine Room, children are learning and doing 

the skills and things that they will [need] as members 

of the community that they live in. That is, they are 

learning how to be good citizens of the democracy that 

we all live in. Responsibility for behavior and for 

learning is central to this community. Children 

formulate and pose their own questions and then work to 

answer them and to share their knowledge with the rest 

of the community. 

Student Teaching 

Mechelle's engagement in community in student teaching 

was closely related to her engagement in curriculiom and 

teaching. Mechelle's continuing efforts to develop a 

stiimilating and appropriate curriculum and to improve her 

teaching demonstrate the degree of her engagement in the 

classroom community. In one journal entry, she wrote that 

she was tired and wondered if teaching was not for her (see 

Engagement in Teaching). At that point, she was struggling 

with committee activities on which the students were not 

concentrating, math lessons in which she had difficulty 

meeting a wide variety of needs simultaneously, annoyance at 

a student's mother who complained that her lessons were not 

meeting her son's needs, and classroom management in which 

she had trouble setting limits on student freedom. However, 
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despite what she wrote, she did not give up, but kept trying. 

She stopped the committee activity and held a discussion 

about it with the students, which yielded the idea of the 

museum event. She wrote on November 14: 

Just getting to watch them go makes all the hard parts 

about teaching worth it. 

In conclusion, sometimes, I feel so frustrated when I 

reflect on my teaching. But I think that itv growth 

curve is high and I am not being very cautious. I am 

trying everything. I am willing to fail. I will not 

regret the time I have spent in the Sunshine Room; it 

has been a safe place for me as a learner. 

According to Cambourne, engagement occurs when the 

learner believes: 

i) I am potential 'doer' or 'performer.' 

ii) Engaging with these demonstrations will further the 

purposes of my life, 

iii) I can engage and try to emulate without fear of 

physical or psychological hurt if my attempt is not 

fully 'correct.' (p. 33) 

These conditions could have been written specifically to 

describe Mechelle's student teaching. Her engagement in the 

Sunshine Room community went beyond the \iniversity 

requirements. She took risks, changed her original plans, 

failed but kept trying. Through her teaching, she engaged in 

community. 
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Expectation 

Cambourne made explicit the force of expectation to 

influence learning: 

Expectations are subtle and powerful coercers of 

behavior. The research literature is replete with 

exart^Jles of the ways in which expectations of 

significant others can influence learner behavior. 

....The expectations of those to whom learners are 

bonded are powerful coercers of behavior. 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." (pp. 35, 33) 

Cambourne specifies two meanings of the term. In one 

sense, it refers to expectations learners hold about 

themselves: They must believe that what they are landertaking 

to leam can in fact be learned by them. And, it refers to 

the expectations that "significant others" communicate to 

learners. If the behavior of those to whom learners are 

bonded commianicates that certain learning is expected, the 

learning will usually occur. 

These two kinds of expectations were present in 

Mechelle's learning. She had expectations for herself as a 

learner and the block program faculty had expectations for 

her. Further, her expectations for herself proitpted 

expectations for her students in her apprentice and student 

teaching classrooms. All of these expectations were 

interdependent and influenced one another. 



Several expectations were set in the whole language 

block syllatous: interactive journal, reading professional 

books, classroom portfolio, documentation of a child, and 

theme cycle planning. An overarching expectation was that 

the students have a demeanor of professionalism. During the 

semester, the students and faculty members, including 

graduate interns, maintained communication regarding these 

expectations as th^ pursued them. These expectations were 

pursued in both the block classroom and the apprentice 

classroom. The evaluation categories for student teaching 

were: knowledge, planning, instruction, management, and 

personal characteristics. 

Expectation in Language. Teaching, and Learning 

In this section, I integrated language, teaching, and 

learning. As I reviewed the data, I found that the 

expectations for Mechelle involved the act of teaching and 

the language she used in the teaching process. In addition, 

teaching cannot be discussed without learning, and the 

expectation in learning manifests as a result of teaching. 

Finally, language serves as a mediator and actualizes the 

expectation in teaching and learning, tying the three pillars 

together in the teaching and learning process. 

Block Ssmester 

Goodman (1986) wrote, "People must ... communicate to be 

fully functional human beings.... They must be in constant 

intimate communication with other hxjman begins, and language 
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is the key to communication" (p. 15). Cambourne noted that 

expectations are communicated in a variety of subtle ways, 

and the langnage component of the message plays a major role. 

One way to examine the expectations for Mechelle's learning 

and teaching is through her own language. Her description of 

the block sessions in her interview on March 10 conveys the 

instructors' expectations for her; 

It is a whole way [Ken and Terry] talk.,..They are 

caring and tolerant. Some other teachers say 

"Sheeee!!" and talk down to us, but they can't really 

control us. Ken, Terry, and you take risks, say things, 

and encourage us to do the same. They believe in us. 

Having the learners get involved and communicating 

expectations for their responsibilities in their learning 

community was a highly effective teaching method. CHioices 

provided in the block classroom, such as professional 

literature, discussion topics, and committee activities, 

indicate the faculty's emphasis on the importance of student 

ownership of learning. 

The faculty members' expectations increased Mechelle's 

expectations for herself as a learner as well as contributed 

to the development of her self-esteem. She wrote, "I feel 

that I can take risks here" (January 20) and "I can feel 

rrtyself growing in confidence...." (F^ruary 26). The 

language in her journal entries elucidates her expectations 

for her learning in the block semester. Immersed in whole 

language and in demonstrations, Mechelle was learning whole 

language. She wrote on February 26: 
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My expectation--to gain awareness and ability as a whole 

language elementary educator--is being met. I have also 

become more aware of the possibilities of the classroom 

AND the benefits of working closely with ray peers. I 

have been blown away by this experience (and am also 

even content with rt^ math and science experience--AND 

even, sometimes, excited) . This experience means 

Borton and this whole language group. I look at 

elementary education and rt^ classroom in a very 

different way now. I am so happy. 

Her expectation as a learner and the time she spent in the 

block classroom and the Siinshine Room helped her develop a 

more precise view of how the whole language classroom should 

be conducted. On March 4, she wrote: 

I know that view of a classroom is dramatically 

different now. Now I believe that children cannot be 

forced into learning, and that classrooms and schools 

need to exist for the children--to help them in their 

growth as people, citizens of this planet, country, 

state, and community. My job is to continually foster 

the children's independence, desire to know, ability to 

solve problems, pose problems, think without just 

reacting--i.e,. be reflective, be tolerant. Every day, 

I feel myself becoming more accepting of this new idea 

about teaching. 

The journal exchange between Mechelle and me, a faculty 

member, also communicated an expectation for her as a 

learner. The more time she spent in the block sessions and 
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in her apprentice classroom, the more she became explicit in 

her articulation of what she was learning and what it meant 

to her. In the journal entry above, she clearly explained 

her perception of whole language and her expectations for the 

future. Her own and others' expectations for her learning 

facilitated the development of her understanding of whole 

language. 

Mechelle did very little teaching during her 

apprenticeship, but the two math mini-lessons, which I 

observed cind transcribed, gave her an opportianity to reflect 

on her performance and express her own expectations for her 

teaching. As noted in the section on Immersion in Teaching, 

some of the transmissional model remained in her teaching, 

and we discussed it as we reviewed the lesson transcripts. 

In her reflection on our discussion, she maintained her 

positive attitude when she wrote: 

The combination of seeing my words and hearing your 

thoughts really increases understanding of nr/self as 

a teacher. 

I was excited to see the children's excitement when I 

pulled out rt^ Mechellegram. Children are so neat, 

creative, and just plain wonderful. I hate the idea of 

wasting their time. I feel more motivated thcin ever to 

keep learning about how to teach, (i^ril 16) 

She was aware of her own expectations for learning aind 

teaching during the block semester, and her experience in 

these mini-lessons raised her expectations for her teaching. 



235 

Student Teaching 

Mechelle was thrilled to be student teaching. Her 

journal entries described some of her expectations: 

The love I feel at Borton grows and grows. The children 

are so neat! I love to talk/gossip about them with 

Caryl and Halie at the end of the day. (September 30) 

Some days are good, and some days are veiry hard. Every 

day has challenges. Every day has joys. However, I am 

so glad to be here--my learning curve is really, really 

high. 

I am learning so much every single day, and I feel so 

lucky to be with Caryl and Borton. (October 13) 

Her positive attitude was again shown in her language, and 

the expectations she had toward teaching and learning in the 

block semester continued in her student teaching. 

As Mechelle spent more time in the classroom, her 

expectations for teaching become more specific. After she 

taught her first study center for the theme unit on sunlight, 

she wrote on September 30: 

It was so successful! The children enjoyed it and 

learned a lot! I could just see their brains growing 

and landerstanding. It was great! 

I am understanding that I don't have to reinvent the 

wheel. Also, by talking to others I can be more 

creative and more effective than I can be on my own. 

Though Mechelle's excitement was a result of her teaching, 

she expressed her satisfaction with her achievement in terms 

of her expectations for her students' learning. She also 
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expressed expectations for herself--how she could become a 

more effective teacher. 

The chaotic days of committee activity in her theme unit 

on animals followed by the museum event is an excellent 

example of expectation in teaching, learning, and language. 

After listening to Shelley Hawayne, keynote speaker at the 

TAWL conference, she realized she could expect her students 

to be more independent and responsible for their learning. 

Though her expectations were high, her students' lack of a 

sense of ownership of the committee activities caused chaos. 

However, her expectations for teaching and learning did not 

diminish. Through clear communication with her students, 

together they reorganized the activity and created a museum 

event. This event brought about tremendous achievement in 

literacy development in individual students and also 

development in the classroom community. Mechelle's 

reflection on this episode, excerpted in the section on 

engagement in teaching (p. 218), explains these outcomes. 

Another illustration of Mechelle's high expectations for 

her students' learning took place after the museum event, 

when the children had the idea of making life-size animals. 

As Camboume wrote, "Expectations are subtle and powerful 

coercers of behavior" (p. 35). Although this project was 

very complicated for first and second graders, Mechelle 

expected that the students could accomplish this, and 

communicated this expectation to them. She encouraged the 

group that was striving to make a life-size elephant, helping 

them with the process and giving them confidence to persevere 
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and complete it. 

In this instance, her belief in the students was 

realistic, although she was aware of her tendency to expect 

more than they could do. On December 4, at the end of her 

student teaching, she wrote: 

Although too often my expectations and demands of my 

students are above their capabilities, I am much better 

at having appropriate expectations.... 

In the same entry, she expressed her awareness of an 

iit5)ortant expectation she had not yet communicated to the 

children: 

Students can work in small groups, or as partners, to 

help each other. For these kinds of strategies to work, 

I need to spend time helping students leam good ways to 

help each other. Also I need to set that expectation. 

This is something that I have not mastered, but I am 

realizing the iiiportance of it more every day. 

These entries show her continual learning and the development 

of her expectations for her learning and teaching. 

Regarding children's literacy development, she wrote: 

Coming into student teaching, I quickly realized that I 

did not know many specifics about the process of 

teaching children how to read and write. So I watched 

Caryl. I asked questions. I read books about how to 

teach kids to read and write. I took Yetta's advice and 

watched kids. I tried to stay quiet and observe. I 

asked kids about their learning. I tried to leam to 

read and write in Spanish, and in doing so, saw myself 
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being just as awkward and confused and frustrated as 

many of the children were. I learned so much! 

Her comments show her enthusiasm for learning--in other 

words, her expectations for herself as a learner. She was 

not passive and receptive, but active in trying out what she 

learned in the block class and through observation, seeking 

help from others, and challenging herself to learn Spanish. 

Expectation in Curriculum 

Goodman (1986) supports a "dual curriculiam" that 

integrates language and content learning through thematic 

study that offers authenticity and real purpose to the 

learners. He elaborates: 

[Learners] need to own the processes they use: to feel 

that the activities are their own, not just school work 

or stuff to please the teacher. What they do ought to 

matter to them personally. Achieving the goal of 

providing for choice, ownership, and relevance 

throughout the curriculum is neither simple nor easy. 

But whole language teachers keep these goals in mind to 

ensure that the curriculum is most effective, (p. 31) 

These were the expectations for curriculum communicated to 

the block students and to Mechelle in her student teaching. 

Block Semester 

The whole language block syllabus, spring 1996, 

specified what was expected of the students. Regarding 

curriculum, it read: "Students will build imderstanding for 



the complexity of whole language classrooms and assiame an 

active role in the development of plans and materials for the 

classroom" (p. 2), To enable the students to meet these 

expectations, the curriculum included lectures by faculty 

members and a variety of guest speakers, group discussions of 

professional books on whole language and on integration of 

social studies in a whole language environment, an 

apprenticeship experience with projects such as classroom 

portfolio and docximentation of a child, and journal exchange. 

The course requirements themselves communicated the 

expectations for the learners, the curriculum was guided by 

the expectations, and the classes were conducted and the 

activities assigned to pursue them. In her mid-semester 

interview on March 10, Mechelle explained how her 

apprenticeship was strengthening her learning in this whole 

language curriculum: 

Twice a week I go to Caryl's classroom and it is 

essential to my growth that I get the chance, because 

I'm learning from her by watching her and also I can try 

to put the theoretical things I have learned in the 

Wildcat Room [block classroom] into practice. I can try 

them and watch myself and make mistakes. It's great, 

because at first, I felt that I shouldn't make mistakes, 

but now I am more okay with making mistakes. This is 

part of growing. 

Cambourne explains that expectations are closely related 

to developing learners' self-esteem and relationships with 

them based on love and trust. Mechelle's remarks irtply the 
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devGlopment of her self-esteem, as well as the value of 

making choices, trying, and making mistakes, in order for 

growth to occur. These are the outcomes of a curriculum 

which set an explicit expectation that the learners would 

understand the cort^jlexities of whole language classrooms. 

student Teaching 

The routine development of a flexible block curriculum 

based on ongoing learning taught Mechelle that curriculijm is 

not just a set of plans, but evolving evidence of whole 

language as a philosophy. The experiences the block provided 

in the realm of curriculum--for example, to retain ownership 

of her projects, select books, and participate in discussion 

groups of her choice, greatly influenced her approach to 

creating the curriculum when she went into student teaching. 

These experiences and their influence on her philosophy and 

behavior no doiibt also contributed to the continuation of 

Mechelle's positive perspective toward learning throughout 

her student teaching. 

Mechelle's expectation in curriculum relates closely to 

her engagement in curriculum. For example, she freely 

reconstructed her curriculijm as needed and emphasized group 

activities so the students could interact with each other. 

In accordance with the university's requirements, Mechelle 

had prepared a detailed schedule for her animal theme unit, 

but her recognition of the educational value of a flexible 

curriculum caused her to modify her original plans. She also 

changed her math lessons and worksheets according to her 
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kidwatching, seeking better ways to teach. Sometimes last-

minute changes caused negative effects which confused the 

students and herself. She explained in her journal on 

November 14: 

I changed math plan at the last minute--so I was not 

well-prepared and I was edgy. I feel that I need to 

work on making decisions. I keep changing my mind about 

things. I am very spontaneous, and that is a good 

trait, but sometimes I need to stick to prior planning. 

Expectation in curriculum is also closely related to 

expectation in community, which will be discussed under 

Student Teaching in the next section. 

Expectation in Communitv 

Block Semester 

As noted in previous sections, the block curriculum 

cort^jrised various activities besides lectures, such as group 

discussions, a classroom portfolio, dociimentation of a child, 

apprenticeship in an elementary classroom, etc. These 

requirements were the expectations that "significant others" 

communicated to the learners in a classroom community. None 

of the activities were conducted by a student alone. Each 

required both individual work and communication with peers, 

faculty members, classroom teachers, and/or primary school 

students. Everything was expected to be done in a commxinity 

in which each student was involved as a member. The students 

needed to talk, share their experiences, discuss their 

opinions, to pose and answer questions. As excerpted in the 
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previous section, Mechelle wrote in her journal that she felt 

close to her peers and valuable in the group. 

The apprenticeship classroom was another community to 

which Mechelle was exposed. In addition to completing the 

projects required for the block class, she participated in 

one-to-one tutoring, reading aloud to a group, leading study 

centers, math mini-lessons, and other interactions with the 

students. The block course had these expectations for her in 

the Sunshine Room, and she also had expectations for the 

classroom community she had chosen and its teacher. On 

February 3, soon after starting her apprenticeship, she 

wrote: 

Being in Caryl's room is wonderful and exhausting. She 

truly seems to have an image of children--first in her 

mind--her classroom environment is so incredible. It 

is rarely easy on adults--but a great place for 

children. They are treated with respect and are held 

accountable for their actions. I feel that I have so 

much to leam from the Sunshine Room and am so happy to 

be there. 

Mechelle had chosen to read inventing a Classroom at the 

beginning of the block semester because she learned that a 

Borton teacher, Caryl Crowell, had co-authored it. She was 

elated to know that she could leam first-hand from an author 

of the book. Her expectations for Caryl and the Svinshine 

Room started at this point. As mentioned before, to 

Mechelle, Caryl was a role model whom she wanted to emulate 

in her future as a whole language teacher. Mechelle's 
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atten^ts to copy Caryl's behavior will be discussed in the 

next section. Approximation. The following description of 

Caryl expresses Mechelle's delight in being an apprentice in 

the Sianshine Room. 

Caryl's smile is such a wonderful thing, it seems so 

real, genuine. It brightens up my mood, and the whole 

room. It is like sunshine. 

I really, really enjoy the kids.' and the Sunshine Room 

and Caryl and Halie! This is such a wonderful teaching 

situation. (March 4) 

Mechelle's positive, high expectations of Caryl raised her 

own expectations for her progress in student teaching and 

motivated her to continue working closely with Caryl and 

learning from her. After another month in the Sunshine Room 

with Caryl, she wrote on April 17: 

I feel very different--more willing to take risks. I 

have spent some long hours with Caryl, helping her move, 

and now feel that I know her much better. I also feel 

even more comfortable with her. In addition, I feel 

more of a part of the room, because I have helped 

arrange it. I was so amazed with the way Caryl put the 

room together. She created such a comfortable 

environment. It is also aesthetically very pleasing. 

It is a place that I like to be. 

Mechelle's expectation for the community and Caryl also 

relate to her engagement in learning and community. She 

continued: 

Tuesday afternoon when I came in, the children were very 
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quiet and working hard on math activities. I enjoyed 

going from group to group, but felt that no one really 

needed me. It was good to just watch and do some 

catching up with the children about their new room. I 

will be very sad when summer comes because I really like 

these kids! 

Her description is not of a specific moment in engagement or 

expectation, but of kidwatching as a member of the classroom 

community. 

Finally, her description of the Sunshine Room in her 

classroom portfolio in i^^ril summarized her view of the 

classroom as a community, which influenced her expectations 

about comiramity in her student teaching: 

In the Sunshine Room, children are learning and doing 

the skills and things that they will [need] as members 

of the commxinity that they live in. That is, they are 

learning how to be good citizens of the democracy that 

we all live in. Responsibility for behavior and for 

learning is central to this community. Children 

formulate and pose their own questions and then work to 

answer them and to share their knowledge with the rest 

of the community. 

Student Teaching 

Mechelle was immersed in the community of the Sunshine 

Room as well as the community of Borton during her student 

teaching. Her expectations can be inferred from her 

dedication to the classroom and the school. In this sense. 
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expectations in learning, teaching, and language, and 

engagement in teaching overlap with expectation in community 

and also involve expectation in curriculiim. 

Her theme unit, which involved guest speaJcers from 

outside the school, committee activities, a museiom event, and 

a research report with life-size animals are strong evidences 

of the challenging curriculum she expected the students to 

pursue as a classroom community. Besides her expectations 

for individual achievement in the unit, she also required the 

students to work in groups helping each other. She explained 

that her expectations for her students went beyond their 

classroom community to include nurturing good American 

citizens. Referring to Shelley Hawayne's TAWL conference 

lecture, she wrote on December 4: 

I learned that I should never "do anything for students 

that they could do themselves and leam from during the 

process of doing it." This, I believe, is a very whole 

language thought. It makes a lot of sense, especially 

if the goal is to help students see themselves as 

capable and independent. Especially if we want students 

to grow up to be good citizens of a democratic society. 

Especially if we want to avoid creating passive 

students, anri instead, want to encourage our students to 

have a voice, be good decision-makers, and be active in 

their learning ... in their own lives. 

She continued: 

I am learning to trust students to help other students. 

This is extremely valuable and xmportant. As a good 
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whole language teacher, I should not hold myself 

responsible for meeting everyone's needs. Nor should I 

expect everyone to be completely responsible for meeting 

their ovm needs. Instead, other students can be good 

teachers aind help each other. 

Mechelle's actions supported her view of the classroom 

as a commxinity. Her ultimate expectation was to raise 

children as good citizens and lifelong learners, and she 

organized the curriculum to pursue her aim. in this sense 

expectation in community affected expectation in curriculum. 

Responsibility, Use, i^proximation, and Response 

In the process of qualitative analysis of iiQr data, I 

found that most of the data contained more than one of the 

remaining conditions--responsibility, use, approximation, and 

response. I concluded that my discussion of the findings on 

these conditions should be integrated, since given the 

interconnectedness of the data, segmenting them into specific 

categories for discussion would not only create redundancy, 

but, more importantly, be counterproductive. Furthermore, 

the four conditions are related to each other when they 

appear in the data. For instance, the data which explain 

responsibility also explain use, because only in use does 

responsibility emerge, i^proximation also exists in use. 

Response results from a combination of responsibility, use, 

and approximation. In addition, these four conditions also 

relate to engagement. Cairtboume notes that the probability 

of engagement is increased if the conditions of expectation. 



247 

responsibility, use, approximation, and response are also 

optimally present. In the following section, the data are 

discussed from multiple perspectives related to the four 

conditions. However, since each condition has its own 

nature, I describe them first. 

Responsibility 

Camboume says that retaining ownership in learning 

results in taking responsibility for learning, which means 

that learners need to make decisions about what they want to 

leam and how to go about learning it. The whole language 

teacher does not try to sequence what the learners should 

leam, but does commiinicate expectations and provide 

meaningful denonstrations. The climate of expectation 

communicates that the learners are expected to leaim and that 

they are expected to engage with whatever aspect of the 

demonstration they decide is most useful for their learning. 

These two levels of responsibility were significant in 

Mechelle's learning and growth in the whole language process. 

Camboume describes learners who lose the ability to make 

decisions as "depowered" (p. 33) , to make the point that 

choice, decision making, and ownership are crucial in the 

learning process. 

use 

"Learners need time and opportxinity to use, employ and 

practice their developing control in functional, realistic, 

non-artificial ways" {Camboume, p.33) . For use to be most 
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effective in a learning situation, the learner must feel a 

strong need to use what is being learned for a purpose beyond 

singly learning it. 

Approximation 

Teachers must realize that mistakes are a necessary 

conponent of the learning process, and learners must know 

that it is perfectly acceptable if they do not "get it right" 

the first time. Learners need to develop and test their own 

hypothesis, and if they determine or feedback from others 

indicates that is not correct, reengage in the demonstration, 

modify the hypothesis and try again, repeating the cycle 

until they are proficient in whatever the demonstration 

involves. The process of approximation should be valued as a 

process of growing, for "without the opportunity to 

approximate, the whole smooth-running learning cycle is 

stopped and progress and/or refinement becomes impossible" 

(p. 69) . Camboume concludes that "freedom to approximate is 

an essential ingredient of all successful learning" (p. 70). 

Approximation is an iir®)ortant element in the transactional 

model of education, because in this model, risk-taking and 

errors are seen as essential for learning. 

Response 

Cambourne's summary of this condition states: "Learners 

must receive 'feedback' from exchanges with more 

knowledgeable 'others.' Response must be relevant, 

appropriate, timely, readily available, non-threatening, with 
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no strings attached" (p, 33). Response functions in the 

learning process as a demonstration of the desired outcome 

and a communication of the expectation of a closer 

approximat ion. 

These four conditions of learning are discussed below in 

terms of each of the five pillars of whole language. Also, 

for greater clarity about the concepts' relationships in this 

discussion, I join the pillars of learning and teaching and 

those of curriculum and community. 

Language 

Block Semester 

Journal writing and exchange provided an intensive 

learning experience through language that involved 

approximation, responsibility, use, and response. 

In her journal Mechelle explained the process by which 

she came to understand whole language in the block sessions. 

Her entries reflect her ongoing approximation as she 

developed whole language: 

"I am beginning to understand....How I view a teacher 

changes almost every day...." (February 3; see 

Engagement in Learning) 

"Useful information--meaningful learning; how do I get 

there? How do I create learning environments in which 

kids want to get info?" (February 26) 

"I have also become more aware of the possibilities of 

the classroom AND the benefits of working closely with 
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it^ peers." (mid-term evaluation, February 26) 

". . .nv view of a classroom is dramatically different 

now...." (March 4; see Expectation in Learning) 

Her journal entries also included reactions to our 

discussions of the transcripts of her mini-lessons (see 

Immersion in Teaching and the next section on student 

teaching). Her process of transition from a transmissional 

to a transactional model, which was guiding the development 

of her whole language practice, can also be followed through 

the sequence of entries. 

Mechelle was responsible for expressing herself in her 

journal, which included the responsibility to choose what she 

wanted to write. A salient feature of the journal activity 

was that it was an interpersonal dialog. Through the journal 

exchange, Mechelle and I discussed viewpoints, shared our 

experiences and opinions, and confirmed and celebrated her 

growth in the learning of whole language. Thus, the journal 

provided a place to explore her learning process, confirm her 

approximation, and receive knowledgeable and helpful 

responses to her thoughts. 

Sf-ndpnt Teaching 

Mechelle's constructive use of the journal continued 

during her student teaching. Its value here was as a means 

to reflect on her learning about teaching, express her 

struggles, value herself, and confirm her learning. 

In mid-November, she was having difficulty with teaching 

math. The cort^lexity of meeting each student's needs and 
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planning effective and appropriate activities and worksheets 

caused her to question her own plans and make hasty last-

minute changes. She concluded on November 14 (full excerpt 

in Chapter Four): 

I feel that I need to work on making decisions. I keep 

changing mfy mind about things. I am very spontaneous 

and that is a good trait, but sometimes I need to stick 

to prior planning. 

It takes responsibility to reflect on things which do not go 

well, but Mechelle was honest in evaluating her math lessons 

(see excerpt. Her journal showed her growth in learning: 

She confirmed what she had learned and her awareness of the 

direction her progress should take from that point. 

In Mechelle's last journal entry before the semester 

ended, in which she s\jmmarized what she had learned in the 

two semesters (excerpted in Expectation in Community), she 

also wrote: 

The value and the philosophy that I already have about 

what good teaching is are the most essential and 

iit^jortant things that I have. Because I know what I 

believe and why I believe it, I can be shaken by 

parents, other teachers, students, and friends, but I 

never collapse. I am firm about what I believe, and 

that allows me to be flexible about how to get to where 

I want to go. I am thankful for understanding what I 

believe in, because without this understanding, I would 

choose my lessons more randomly. I would also change to 

fit the character of whatever school was in, rather than 
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teaching the way I believed. (December 4) 

Again, her own description reveals her growth. By taking 

responsibility to reflect on her teaching and her growth 

through use of written lajiguage in her journal, she 

approximated her goal of developing more holistic teaching. 

She confirmed feeling of self-worth, her values, and her 

knowledge and understanding. Writing the journal induced 

articulation of insights, and through the writing-and-

response process she realized how much she had learned. 

Learning and Teaching 

The whole language block, as an integrated methods 

course, focused on learning, while student teaching followed 

up the learning with a focus on teaching. However, Mechelle 

continued her learning process during student teaching; she 

learned through teaching. Therefore, I am going to discuss 

the block semester in terms of learning, and student teaching 

in terms of learning through teaching. 

Block Semester - Learning 

On January 21, at the beginning of the block semester, 

Mechelle wrote in her journal: 

I am beginning to have a better understanding of what 

whole language is all about. I am quite excited. I 

feel like it is how I have always wanted to be--but 

didn't understand how to do. I will keep on reading.... 

These were her first written comments about learning whole 

language, which iit^jlied the beginning of her approximation in 
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learning. She furthered her knowledge by reading books, 

participating in discussions, writing journals, and preparing 

a classroom portfolio and a documentation of a child. 

All of these responsibilities, sequentially and 

concurrently, aided her in understanding whole language. My 

description of her growth in the block semester in Chapter 

Four, which followed four stages--aspiring, questioning, 

developing, and confirming, details her approximation in 

learning. In brief, she began developing whole language with 

enthusiastic anticipation (aspiring stage). She was eager to 

read books, join discussions, listen to lectures by block 

faculty and guest speakers, and observe and participate in 

her apprentice classroom. Sometimes her new knowledge 

created tension and uncertainty as she questioned how she 

could leam to create a learning environment which would 

stimulate students to want to get involved (questioning 

stage). Then she realized the value of mistakes and 

explained that her view of child-centeredness and how she 

would nui her class had been dramatically changed (developing 

stage). Finally her visit to a traditional school confirmed 

what she had learned about whole language. She saw that the 

traditional system made the students fit the school instead 

of creating a community of learners (confirming stage). 

These four stages encompass Mechelle's approximation in 

learning. 

The conflict with her science methods teacher provided 

an opportunity for Mechelle to use her developing knowledge 

of whole language. She realized that the science class was 
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conducted traditionally, by transmission of knowledge. She 

wrote on April 6: 

I basically said that I want to walk away from this 

course with a greater understanding about how to think 

about science, especially how do children leam to be 

good scientific thinkers. I want to get some content 

information, too, but I am not interested in memorizing 

it. 

She continued that she was a facilitator, not a source of 

information. She wanted her students to leam by using her 

and the classroom to find information to make meaning. 

Her position demonstrates use of the knowledge of 

transactional education she was learning in the block 

sessions. When she shared this conflict in a group 

discussion (see transcript in Engagement in Learning), her 

classmates responded with support and encouragement. While 

this response was not that of learners receiving "'feedback' 

from exchanges with more knowledgeable others" (Camboume, p. 

33) , she used this sharing opportianity to encourage her peers 

to think about risk-taking as part of their professionalism. 

As Mechelle's journal partner, I also responded to her 

whenever she wrote about her conflict. Journal writing was 

an important vehicle for Mechelle to use her learning. It 

was a safe way to share her thoughts and the exchange was an 

opportunity for us to think together and cultivate our 

thoughts. 

The block session provided the theory of whole lainguage, 

and the theory was applied in practice in Mechelle's learning 
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in both the block classroom and her apprenticeship. Putting 

the theory to use in practice was an ongoing responsibility 

for Mechelle. Participation in planning and organizing theme 

units in her apprentice classroom provided practical 

experience in actualizing theme units prior to student 

teaching that greatly contributed to her understanding of 

theme units and her ability to implement them. To fulfill 

her responsibility for planning one aspect of a \anit, she 

accessed resources from other states to contribute as much of 

value as possible to her apprentice class. 

Making the classroom portfolio gave Mechelle another 

opportunity for responsibility in using the knowledge she was 

learning in the block sessions. This project was presented 

to the block class and responded to by classmates and faculty 

members. 

Although the block semester was primarily a period of 

learning, Mechelle was responsible for teaching two math 

mini-lessons to a small group in her apprentice classroom 

near the end of the semester. I categorized this data as 

"learning through teaching during the block semester." The 

topic she taught was geometric shapes using Tangrams. In her 

first lesson, even though the children were actively and 

creatively making their own Tangram shapes, she repeatedly 

asked them to return to the worksheet she had prepared. 

After I transcribed the lesson, wrote comments on it, and 

gave it to her, she responded: 

Thank you for the excellent comments on it^ Tangram 

lesson. I am very glad you were frank; I want Know 
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about your opinion because I trust your insight and 

abilities and knowledge. 

I am glad you transcribed the interactions because it 

helps me understand what my teaching really looks like, 

(i^ril 9) 

The annotated transcript helped her reflect on her teaching. 

The excerpt from her journal about this lesson, in Engagement 

in Teaching, evinces her approximation in teaching. Mechelle 

and I also analyzed her second lesson using a transcript. 

Her reflection on this is also cited in Engagement in 

Teaching. Her teaching experience in the apprenticeship 

class was a fine opportunity to use her learning in the block 

sessions, and my response to her on the transcripts and our 

siabsequent discussions of them aided her approximation in 

learning through teaching. 

The kidwatching strategy, which I observed many times, 

is a final instance of Mechelle's use of her learning in her 

apprenticeship. Through her journal entries and our 

discussions, she verified that she was utilizing kidwatching 

to ascertain the children's current understanding and 

determine their needs for further growth. 

student Teaching - Learning through Teaching 

Mechelle's responsibilities during her four months of 

student teaching included planning and conducting a study 

center on the theme of sunlight, morning business, guided 

reading in a literacy block, math lessons, a theme unit on 

animals, and classroom management. These teaching 
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responsibilities provided ntimerous opportunities for use, 

approximation, and response. 

The process of teaching was also a process of learning 

for Mechelle. She had learned about children's development 

in literacy abilities from lectures and books during the 

block semester. Then in her student teaching, she expanded 

her awareness of how students leam reading and writing 

through watching them, teaching them, and observing others' 

teaching. She reflected on the block semester and wrote on 

October 13: 

Being in the classroom [student teaching] helps me pull 

the theoretical into the practical. However, I needed 

that good theoretical base to know what to do, and why 

to do it, when practicing in the classroom. I use what 

I learned to make decisions. 

And at the student teachers' meeting on October 30, she said: 

When we were in the whole language block, I really felt 

that we were developing our philosophy, and now this 

practical experience in Caryl's class has carried over 

perfectly because now I'm learning the practicalities of 

how to start doing the stuff that will get them there. 

Mechelle used what she had learned in the block session 

very effectively in her student teaching; in fact, her 

application of what she had learned as a foundation on which 

to make teaching decisions was the heart of her student 

teaching. At the end of student teaching, she wrote that her 

understanding of the theory of whole language was essential 

for her plans, lessons, and interactions. 
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I Observed all of Mechelle's lessons during student 

teaching: her study centers which iinmersed her students in 

reference materials, her guided reading lessons teaching the 

strategy of prediction through clues in the pictures, her 

theme unit with guest speakers and related projects, her 

phonics lesson based on the students' writing (see Chapter 

Four for explications of these teaching responsibilities), 

and the museum event which incorporated a nuiriber of literacy 

activities (see Expectation in Teaching). All these teaching 

events reflected what she had learned in the block sessions; 

that is, each was an instance of use of her learning of the 

transactional model, as she tried to give the students 

ownership of their learning. Even during the confusion of 

the committee activity in the theme unit, she worked with the 

students to find a way to make the activity worthwhile. The 

outcome, the museum event, was a result of approximation in 

her learning through teaching. 

She had written on October 13 about her development in 

whole language: 

The whole language block has helped me develop aui 

understanding of how children leam, auad an ideal of 

teaching that I would like to obtain. I feel more 

confident to take risks and am better able to be 

analytical about thinking and experiences. 

At the end of her student teaching, on December 4, she 

summarized her growth in whole language: 

I am a chaotic, messy person/teacher. I am learning to 

be more organized, less scattered. I am learning to 
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give students more "structure" in their lessons, in how 

they spend their time. I am learning more about the 

fine lines between giving the students the direction 

that they need, and doing things for them. I am 

learning to trust students to help other students. This 

is extremely valuable and important. As a good whole 

language teacher, I should not hold rryself responsible 

for meeting everyone's needs. Nor should I expect 

everyone to be completely responsible for meeting their 

own needs. Instead, other students can be good teachers 

and help each other. 

Her insights indicate that what she had learned in her 

student teaching could not have been learned solely by 

listening to lectures and reading books in the block 

semester. The practicality and immediacy of classroom 

teaching gave her a chance to leam by doing. Awareness of 

herself regarding what she needed to improve was an important 

learning event in her student teaching. Her approximation in 

her learning continued during her student teaching through 

the teaching experiences. 

Working with Caryl as her cooperating teacher was the 

most important factor in Mechelle's approximation in learning 

during student teaching. Caryl furnished informal response 

continuously throughout every day, and they met in conference 

at the end of each day. As Mechelle's journal partner, I 

also gave responses to her whenever she wrote. This written 

conversation continued throughout her student teaching and 

helped both of us understand Mechelle's objectives in 
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teaching, what hindered her practice, and how she perceived 

her own performance. 

On December 4, Mechelle summarized what she had learned 

in student teaching and listed her findings (Chapter Four), 

which relate the results of her learning as a student 

teacher. She added: 

I have a lot to learn. Teaching is very, very hard 

work, and I will be perfecting it for the rest of my 

life. 

I need to pat myself on the back more often. Right now, 

I focus more on the ways that I need to iitprove, and 

less on what I am doing well. I am doing fine, and, at 

the same time, I will get better and better at teaching 

every time I go into the classroom. 

At the end of her student teaching, Mechelle confirmed that 

her approximation would continue as long as she was teaching-

a very positive and apt assumption. She had come to realize 

that teaching is a continuous process of learning. 

Curriculum and Community 

Block Semester 

Mechelle was immersed in two communities while she was 

in the block semester: her block class and her apprentice 

class. The block curriculum provided the opportiinity to 

understand how the whole language curriculimi was created and 

practiced. In the transactional model she was learning, 

negotiation, discussion, and retaining ownership are highly 

valued, and the community is vital to the curriculum. In the 
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block curriculum, the students were encouraged to build their 

community as learners through committee work, discussion 

groups, and supporting each other. 

The block sessions demonstrated how to use the 

transactional model to create the curricul\am and the 

community. The flexibility of the curriculum, small group 

discussions, and projects (a classroom portfolio and 

documentation of a child in the apprentice class) were 

examples of the use of the transactional model. The 

curriculum required adaptability of both teachers and 

learners in order to optimize the learning process. The 

projects provided opportunities to use the knowledge learned 

in the block sessions about how children leam to read and 

write and how the classroom community is invented. These 

learning processes also contributed to Mechelle's 

approximation. She discerned that a classroom in which 

everyone is quietly at work on an assigned task may not 

signify that worthwhile learning is occurring. And, she was 

aware that she had never been in a class where she felt so 

close to her peers. Through her learning experiences in the 

block sessions, she cortprehended and began to approximate the 

functions of the community and how the transactional model 

curriculum could create a community of learners. 

On March 4, she expressed her realization that although 

she had always thought of herself as a child-centered 

educator, her definition of child-centered had changed from 

someone who "liked children and wanted them to have some 

involvement in learning activities." Now, her view of the 
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classroom was "dramatically different": She believed it to 

be a place created by children learning together, and her job 

would be to foster their independence and growth. Her more 

mature viewpoint and her consciousness of it clearly 

illustrate the result of her approximation in learning in 

community and curriculum. 

Membership in the block class community of learners 

required Mechelle to be responsible for her engagement in 

learning the curriculim. She contributed much to the class 

through participation in discussions and presenting her 

Simshine Room classroom portfolio and theme unit. These 

artifacts represented her responsibilities both within the 

curricul\mi and to the two communities in which she was 

immersed during the block semester. She contributed to both 

by taking responsibility as a learner. 

Response in the curriculum and the community during the 

block semester manifested in interactions between Mechelle 

and faculty members, peers, guest speakers, her 

apprenticeship cooperating teacher, and the students in the 

Sunshine Room. The journal exchange, group discussions, and 

interactive talk following lectures provided active responses 

to her learning in the block sessions. In her apprenticeship 

room, Caryl and her students were always giving Mechelle 

feedback in various ways, such as the students' reactions to 

her math mini-lessons. For her classroom portfolio, she 

interviewed all the students, asking what the Sunshine Room 

meant to them. She transcribed the responses and analyzed 

them as part of her preparation of a synopsis of her 
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impressions of the Sunshine Room (see the excerpt in 

Expectation in Community). Her portfolio also contained this 

depiction: 

The uniqueness of each person in the Sunshine Room is 

capitalized upon. The adults work hard to encourage a 

social community of individuals. Risk-taking is a 

common occurrence because this is a safe place to be. 

Time is spent every day on socializing. In fact, Caryl 

and the children create a circle sharing time at the 

beginning and end of each day. {classroom portfolio. 

May) 

For this block curriculum project, Mechelle actively 

participated as a learner in the Sunshine Room community, 

formed views about the class, described her perceptions, and 

presented them. 

Student Teaching 

During Mechelle's block semester, her apprenticeship 

provided the opportunity to use and approximate and take 

responsibility for what she learned in the block sessions and 

to receive responses from both her expert mentor and the 

students whose educational needs she was learning to meet. 

However, the apprenticeship was only a partial participation, 

one and a half days per week in the community and curriculum 

of the Sunshine Room. In student teaching, Mechelle 

participated full-time and fully in the curriculum and the 

commxinity of the Sunshine Room. 

Mechelle's problem with the committee activity during 
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the animal theme unit and its resolution in the musexim event 

was the most intense instance of these four conditions of 

learning within the pillars of curriculum and community. The 

details of this incident are described in Chapter Four as 

well as in Engagement in Teaching. 

Mechelle was very excited about applying in practice 

what she believed was right. She wanted to give the students 

ownership of making decisions about what occurred in their 

classroom, in this case to participate in creating their own 

activities in the committees, because she felt the classroom 

was their community and their learning should originate with 

them. Her intention was appropriate, but she did not 

negotiate in advance with the students. Even though her 

intention resembled the transactional model on the surface, 

it was in fact more of a transmissional model in that she 

wanted to transfer her intent to the students. The students 

did not take ownership and they rambled trying to figure out 

what Mechelle wanted them to do. The response from the 

students made her rethink her plan, and finally she and they 

discussed what was wrong and how they could recommence more 

productively. 

As a student teacher, Mechelle had to assume 

responsibilities in the curriculum and in the classroom 

commianity. She continued to seek out new directions. The 

chaotic days of committee activity were failed approximation 

until, based on her risk taking, she and her students found a 

way to create their own learning process within the 

curriculum, when they decided to create their own museum in 
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their classroom, the dynamics of the classroom community 

changed dramatically in a positive way. Once the students 

were working towards the museum, Mechelle found gratifying 

growth in her students' literacy development. She was 

irtpressed by the energy and engagement in content and 

literacy activities that her students showed in the 

preparation of their museum event and said that watching 

their process of learning made her feel all the hardships in 

teaching were worthwhile. 

Use of flexibility in the curriculum, negotiating the 

curriculxam, and the dual nature of the curriculum were all 

involved in this period of Mechelle's approximation of her 

teaching goals. The curriculum and the community strongly 

influenced each other. When the curriculum did not work, the 

classroom commxinity became chaotic, but when the curriculum 

did work, the synergy of the whole class community generated 

positive energy in each student, inspiring them to cultivate 

their learning abilities, and they accomplished a rich museum 

event that was also illustrative of their growth in literacy. 

Carribourne's eight conditions of learning and Goodman's 

pillars of whole language were useful and illuminating as an 

organizational foundation to illustrate Mechelle's growth in 

whole language. The analytical description of Mechelle's 

growth in whole language presented in this chapter clarifies, 

with reference to these conditions and pillars of whole 

language learning, in what ways each incident described in 

the chronological description was a factor in her overall 
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growth. The analytical description also provides further 

details that reveal the influence of the block course on 

applying whole language theory in practice. My conclusions, 

presented in Chapter Six, elaborate nry general finding that 

whole language in preservice teacher education was an 

effective means for Mechelle to develop in whole language and 

grow as a teaching professional. 
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CHAPTER SIX 

CONCLUSIONS AND IMPLICATIONS 

In this chapter, I discuss the answers to research 

questions and insights that can be garnered from them, and 

suggest implications for educational practice. 

My main research question was: In what ways were the 

participant's ideas and student teaching performance 

influenced by the whole language block? 

I also sought answers to these questions: What 

significant challenges did the participant face when she 

atten^ited to put theory into practice? And, in what ways was 

the participant's development in whole language influenced by 

instructors, classroom teachers, primary school students, 

block classmates, and fellow student teachers? 

Influence of the Whole Language Block 

In this section, I discuss the answer to the first 

question: In what ways were the participant's ideas and 

student teaching performance influenced by the whole language 

block? 

The many influences of the block semester on Mechelle's 

student teaching are divided into two categories: the block's 

influences on her theoretical knowledge about whole language, 

including understanding of young children's literacy 

development, and its influences on her application of the 

theoretical knowledge--her actualization of whole language 

teaching strategies in classroom practice. Mechelle 
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developed whole language, in theory and in practice, through 

observation and participation in her block, apprenticeship, 

and student teaching classrooms. There were two principal 

influencing factors during the block semester: the way the 

block was organized and the block classroom community. 

Influence of the Organization of the Block 

Of the two factors, the organization of the block 

sessions had the greater influence on Mechelle's student 

teaching. The block established an optimal environment for 

engagement in learning according to Cairiboume's (1988) 

conditions for learning. There were immersion in and 

demonstration of whole language, high expectations, aitple 

opportunities for responsibility and use, freedom to 

approximate, and expert response. 

Through this experiential means, Mechelle assimilated 

two key aspects of whole language: flexibility and 

authenticity. She built on this foundation through immersion 

in whole language throughout the two semesters. 

Flexibility 

The block curriculum was preplanned yet flexible, in 

that the schedule was chamged in accordance with the 

students' progress in learning. Even though the instructors 

planned the curriculum for the students to pursue established 

course objectives, the students had ownership of how the 

objectives would be pursued, and the curriculum was 

constantly iinder reconsideration by the instructors. 
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Mechelle noted in her journal that whenever students had a 

question, they could raise it and the topic would be 

discussed. In this way, the learning process remained 

meaningful to the learners. Her awareness of these 

accommodations influenced her student teaching a great deal. 

Mechelle's performance as a student teacher demonstrated 

her ability to translate into teaching the flexibility she 

had experienced as a learner in the block sessions. As a 

result of the holistic organization of the block's learner-

centered curriculum and through participation in it, she had 

incorporated the flexibility to adjust her plans to what was 

going on among her students instead of insisting on her own 

agenda. She changed her plans often; for example, the daily 

schedule of the classroom, her theme unit, and her math 

worksheets. Some of these changes did not work well, 

resulting in confusion for both her and the students. But 

she was confident that she learned from her attenpts, 

successful or not, and could try again, building toward 

successful experiences for her students. 

Authenticity 

The design of the block to allow for student choice in 

the organization of the class, its content, and course 

readings provided the learners with more authentic learning 

experiences than fixed procedures, content, and materials, 

and enhanced the power of the learners. The students had 

nxamerous opportunities for choice throughout the block 

sessions; books, discussion groups, apprentice classroom, a 
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Student for the literacy development docijinentation project, 

and the format for the classroom portfolio. 

In conformity with these experiences in the block, 

Mechelle wrote in her journal that her job as a teacher was 

to en^ower the students and foster their independence, so 

that they could be good decision makers. She valued the 

individual student's unique interests and motivations, and in 

her student teaching, she provided the students with many 

self-choices. For example, the students chose the animals 

they wanted to study in the theme unit and the books they 

wanted to read for the research project. Each choice led to 

further study and affected the direction in which the unit 

would evolve. 

Accessing people from outside the classroom was another 

technique for enhancement of learning that Mechelle learned 

through the block session model. Guests, who were invited 

weekly to the block sessions, were not only valuable 

resources for specialized information, but their presence 

directly made the point that learning is not limited to 

reading books or listening to teachers, but is a process of 

finding and utilizing whatever assistance is necessary to 

help make sense of the world. 

Mechelle brought in experts from the community to help 

launch her animal theme iinit. In addition to the information 

they imparted, the guest speakers brought all kinds of 

fascinating materials to spark the children's interest in 

learning more. This plethora of aniitials, live and stuffed, 

and related items, made possible the museum project which 
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involved niomerous authentic literacy events and culminated in 

communication of their work in organized presentations to 

other members of the school. 

Influence of the Blork Classroom Community 

The block classroom community influenced Mechelle's 

student teaching in the areas of risk-taking, peer learning, 

and group facilitation. Each of these areas involves 

approximation in learning. 

Risk-taking 

Risk-taking is an important concept in transactional 

learning, for taking risks is required if learners are to 

construct meaning from what they are learning. While taking 

risks always involves the possibility of making mistakes, 

Camboume (1988) emphasizes that the learners should be free 

to approximate the desired model without fear of mistakes, 

for "mistakes are essential for learning to occur" (p. 33). 

Protected by the safe climate of the block class 

community, the intensity of the risks that Mechelle was 

willing to take seemed to increase throughout the block 

semester. From the beginning, she expressed her thoughts and 

opinions freely in the privacy of her journal, which she knew 

would be read only by me. She wrote that she felt close to 

her block peers and instiructors, and she began to express her 

views more pxiblicly, to them. When she started questioning 

the philosophy of her science methods class, she stated her 

opinions frankly to the instructor and her classmates, though 
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confronting the instructor did cause her some anxiety. 

In her apprentice class, she observed Caryl encouraging 

the students to try even if they might fail. Caryl firmly 

believed that they had to try, for if they didn't, they would 

never progress. Mechelle affirmed that risk-taking is 

necessary for learning and stated in her journal her belief 

in the inportance of encouraging children to take some risks 

and her awareness of her own greater willingness to take 

risks. She was aware that in her student teaching she was a 

learner engaging in an ongoing process of risk-taking and 

approximation, and she applied this belief in her teaching by 

encouraging students to accept challenges without being 

afraid of making mistakes. 

In her student teaching, she was continuously learning 

from Caryl and the students how to be a more effective 

teacher. She wrote that she could try different approaches 

because the Sunshine Room was a safe place for learners, 

including herself, and she tried continuously to seek better 

teaching within the transactional model of whole language. 

For exaiiple, she created her own lesson plans and worksheets 

for the math mini-lessons. After our reflective conversation 

in the journal exchange following an unsuccessful lesson, she 

revised the next plan and worksheet and tried again. She was 

not hesitant about trying, self-evaluating, rethinking, 

revising, and trying again. 

She discovered in the block sessions that risk-taking is 

correlated with peer acceptance. She wrote that she viewed 

the block class as having a climate in which students helped 
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climate she wanted in her own class. 

273 

Peer Learning and Group Facillf.at-.ion 

Through participation in the block program's regular 

discussion groups, Mechelle also acquired an appreciation of 

the value of sharing one's learning cuid building upon it in 

conversations with peers, mentors, and others- A related 

value that she developed was that of the role of the teacher 

as facilitator. In her student teaching, she tried to 

motivate students to interact with each other rather than 

overly depend on her. When they came to her with questions 

about lessons or worksheets, she encouraged than to talk with 

each other and find the cinswers that way rather than getting 

them fron her. She wrote that she tried not to interfere 

with her students as they were preparing for the museum 

event. The open invitation to the school to visit the 

Sunshine Room to leam about the musetam project, and the 

poster presentations within the class, were other exanples of 

her application of the technique of peer communication to 

classrocsn practice. 

Block Class Influences 

on Mechelle's Theoretical Knowledge 

The block sessions provided numerous opportunities to 

gain an intellectual vmderstanding of children's literacy. 

She learned about the reading and writing processes of young 

children through reading and discussing professional books. 
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faculty lectures, and guest speakers, especially the 

classroom teachers from Borton. 

She learned that each young child enters school with a 

unique literacy history. Often, the school culture doesn't 

recognize them as energent readers who can alreac^ recognize 

signs, logos, and other words. Whole language teachers build 

upon children's preexisting knowledge through literacy 

experiences such as calendar and name activities, reading 

signs in the school environment, and reading aloud. C3iildren 

engage in a continuous process of making sense of the world, 

and they begin to intuit that th^ can predict a story 

according to the pictures and predict words using semantic 

cuid syntactic cues. She learned that children surroiinded by 

written language begin to approximate, inventing their own 

writing, trying punctxiation, etc., amd gradually mature 

toward conventional use. A purposeful context, such as a 

theme unit project, stimulates writers to emerge through 

intrinsic motivation to write about what they are doing. She 

learned about the central role of theme cycles in whole 

language learning and how to structure thematic vmits to 

generate rich theme cycles. 

She was able to verify this infonnation during her 

apprenticeship by observing Caryl and the children and by 

close observation of one student for her documentation of a 

child. She reflected on her learning in her journal, saying 

she used the knowledge she had gained in the block sessions 

to make decisions on what to present and how to present it in 

her student teaching. For example, her in-context phonics 
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instruction, reading strategy mini-lessons, and the open-

ended organization of her theme unit were based on her block 

session learning. 

Block Class Influences 

on Mechelle's Application of Theoretif:al Knowleflgp 

Practical procedures for teaching were presented in the 

block sessions as examples of how the whole language 

philosophy could be in^lemented in practice, and the 

apprenticeship and student teaching gave the students an 

opportunity to try them. Strategies that Mechelle learned in 

the block class included the transactional model of teaching 

and learning, thematic units, reading and math techniques, 

kidwatching, and use of special resources. 

Transactional Model 

The transactional model features a student-centered 

curriculxm, individualized experiential learning through 

hypothesis testing and active construction of concepts and 

meaning, and success-oriented evaluation. The organization 

of the block immersed the students in the transactional 

model, and the characteristics of the model were also 

explicitly taught. 

Heine and Homstein (1996) wrote that "by living the 

curriculum, students come to know it from the inside out" (p. 

183). In her student teaching, Mechelle actively constructed 

the transactional theory by living the Sunshine Room 

curriculum, which involved risk taking and a struggle to free 
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herself from the more traditional transmissional paradigm. 

From day one, when she observed Caryl and the students 

negotiating the curriculum, through her gradual transition 

from observing to assisting to assuming all the classroom 

responsibilities, she was actualizing transactional 

principles. To the degree that she was capable, she applied 

these principles: in general to class management and 

interaction with the children, and in particular, for 

exaitple, to reading strategy lessons, math lessons, and the 

creation of her theme cycle. 

Thematic Units 

Theme units help children organize their learning by 

concentrating on one topic for a period of time and learning 

about it through hands-on and literacy activities in every 

subject area. Mechelle learned about theme iinit design in 

theory from the block sessions and in practice from her 

apprenticeship and student teaching. She referred to class 

lectures and professional books for help in organizing her 

theme unit, but she had also participated in planning one 

during her apprentice class and had organized part of one 

earlier in student teaching before taking on one of her own. 

Through both modes of learning, cognitive and experiential, 

she learned how to introduce a theme unit, possibilities for 

study centers and other projects, and how teachers can access 

and utilize resources such as people and written materials 

from outside the classroom. The block students presented 

their theme iinit plans in class and explained their 
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rationales for the value of their plan design for students' 

authentic learning. Mechelle organized her theme unit to 

include multiple possibilities that would increase students' 

interest in pursuing the theme. 

Readina and Math Techniques 

A fundamental concept of whole language is that reading 

is a sense-making process, and Mechelle learned in block 

class to teach prediction as a reading strategy--to show 

children how to use pictorial and linguistic cues to predict 

text. To achieve her objectives for the children's growth in 

language, she combined this strategy with the specific ideas 

of using Big Books, shared and guided reading, and reading 

stories dictated by the children. Another fxmdamental 

concept of whole language is that the subsystems of language 

are best learned in an authentic context. Mechelle 

consistently applied this strategy by teaching letter-sound 

relationships in context, as needed, and teaching writing as 

the children were using it for purposeful communication. 

Mechelle learned effective methods for teaching math by 

observing Caryl. On the first day of a new topic, Caryl 

would introduce general information on it as a whole class 

activity. The next day she gave the students an opportunity 

to apply the concept in small groups using worksheets she had 

created and/or manipulatives. Mechelle followed this 

sequence in her math lesson plans. 
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Use of Resources 

In the block sessions, Mechelle also learned about 

specific resources useful in a whole language program such as 

picture books that can be related to science, math, and 

social studies; adult books that children can browse through; 

and how to locate experts in various fields of study. She 

made use of all these ideas in her theme unit. 

Kidwatchina 

Kidwatching, or luiderstanding and learning from students 

as a basis for decision-making about how best to help each 

student leam, is another important strategy Mechelle learned 

during the block sessions from lectures and reading. She had 

a focused opportunity to practice this strategy when she 

applied it in her documentation of a child in her apprentice 

classroom. When she began student teaching and attempted to 

use what she had learned in the block semester as a basis for 

decisions, she soon realized that she did not know enough 

about literacy development in young students. She wrote, "So 

I watched Caryl and kids, and read books." 

She also applied the strategy of kidwatching to her 

evaluation of students and her reflection on her teaching. 

In her student teaching, she judged herself according to her 

students' performance and evaluated how much each student was 

acconplishing. She was concerned about the progress of a 

certain student in literacy development, happy to find some 

students progressing well, aind puzzled when some were 

apparently doing their best but still having difficulty in 
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reading or writing. 

The analysis of rr^ data elucidate the many influences of 

the block class on Mechelle's ideas and performance during 

her student teaching. The block provided optimal conditions 

for engaging in and developing whole language through whole 

language, especially immersion, demonstration, 

responsibility, and opportunities for use. The organization 

of the block, combined with a classroom community that 

maintained an ideal climate for learning, enabled Mechelle to 

approximate in her learning process. She learned through the 

process of taking risks to implement the theory in practice. 

Her student teaching was not simply the result of learning in 

the whole Isinguage block, but a continuous process of 

developing whole language in concept and in use and growing 

in it. 

Significant Challenges 

In this section, I discuss the answer to my second 

research question: What significant challenges did the 

participant have when she atteir^Jted to put theory into 

practice? 

While Mechelle experienced no serious problems in her 

student teaching, she did have some specific difficulties. 

These were: being overwhelmed with responsibilities, 

struggling to sustain the transactional model, and dealing 

with issues which the block sessions did not cover. 
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Being Overwhelmed with ResPQnsibilitie»s 

Mechelle was dealing with the complexity of a dual role 

as learner and student teacher. In the block, she had 

learned what whole language is and how it is used, and when 

she entered student teaching, the dual role required her to 

transfer her knowledge into action. Unlike the 

apprenticeship, student teaching required her to be in the 

classroom all day, five days a week. The reality of the 

classroom was not at all simple at any moment, and even 

though Mechelle was excited about student teaching, as she 

took over more responsibilities from Caryl, she realized that 

she had to handle multiple situations involving student 

behavior as well as teaching content and language, all at the 

same time. 

Mechelle was frustrated by the complexity of the 

classroom, a reality of teaching which she had not 

experienced during the block sessions. When she realized its 

conplexity and the inherent, inevitable difficulties teachers 

face daily, she wrote that teaching was very hard. 

Experiencing new situations seemingly every minute, learning 

to understand them, and trying her best to help students as a 

student teacher were very intense and complicated, and 

overwhelmed her. 

Sustaining the Transactional Model 

Mechelle struggled with activating and keeping alive in 

the classroom some aspects of the theory she had learned in 

the block sessions. She had particular difficulty 
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consistently applying in classroom practice the transactional 

model she had come to value, at least on an intellectual 

level, as a principal tenet of her educational philosophy. 

Dewey (1938) wrote that learning should be for the 

present, not for the future, and Feathers and Grafton (1996) 

wrote that "teachers teach the way they were taught" (p. 73). 

Mechelle, like most other preservice teachers, had thirteen 

years of primarily transmission-model public school education 

and several more years of primarily transmission-model higher 

education. Realistically, supplanting this habitual mode 

with a new paradigm requires a transition period. 

The three chaotic and unsuccessful days of committee 

activity in her theme unit were the hardest I observed in her 

student teaching. In iry analysis, the committee activity 

failed because the students lacked authentic motivation. 

Mechelle's intentions were iiipeccable; she was excited about 

her idea and believed the students would wholeheartedly 

engage in and benefit from it. But she imposed this idea on 

them without their involvement or understanding of its 

purpose, and they did not choose to engage. This incident 

illustrates Mechelle's difficulty with weaning herself from 

the transmissional model she was much more accustomed to, 

and, in general, the difficulties student teachers face when 

trying to translate theory into practice. 

Mechelle wrote that she was "trying everything" and 

consciously taking risks in the process of learning how to 

teach transactionally. Her attempts were not always 

successful and the accumulation of errors troubled her to the 
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extent that at one point she was seriously thinking that 

teaching was not for her. She wrote that cSay after cJay she 

was trying and yet still felt she was failing. But she did 

not give up and on better days, when she realized that she 

was in fact making good progress--overall and in particular 

toward the goal of total transactional teaching, she recorded 

that in the journal as well. 

Issues the Block Sessions Did Not Cover 

The block sessions had not prepared Mechelle for some of 

the situations she faced during her student teaching. 

She was perplexed and upset when a demanding mother came 

to the classroom to express dissatisfaction with Mechelle's 

teaching. She was caught off-guard, unprepared to deal with 

this unexpected problem. Classroom management and discipline 

were other weak areas of the block class. She had not 

learned strategies for anticipating and preventing behavior 

problems or for responding to them effectively. Nor had the 

potential stress of acctmnulating, unrelenting, day-long 

responsibilities been made explicit in the block. 

All student teachers have to face the realities of the 

classroom, but they would be much better prepared to handle 

with insight and composure problems common to both beginning 

and seasoned teachers if the block sessions had included 

opportunities to discuss them. 

Influence of Others 

In this section, I discuss the answer to the third 
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research question: In what ways was the participant's 

development in whole language influenced by instructors, 

classroom teachers, primary school students, block 

classmates, and fellow student teachers? 

Block Instructors 

Mechelle wrote in her journals that the instructors, 

including the three graduate interns, were different from 

other instructors she had taken classes with in past years. 

The major difference was that these instructors modeled the 

transactional paradigm in their role as facilitators in a 

whole language classroom. For exartple, they allowed for a 

flexible curriculum and schedule based on students' needs, 

they provided opportunities for choice and were respectful of 

students' ownership of their choices, they were supportive of 

students' learning process, they were catalysts in the 

creation of a safe atmosphere for risk-taking, and they 

arranged learning experiences in which students could 

actively engage in constructing concepts and meaning. 

Mechelle admired Dr. K. Goodman and tried to emulate his 

hxomanism by listening carefully to each individual, guiding 

learning with a positive attitude--accentuating 

acconplishments, not pointing out mistakes, encouraging 

students to take risks, and having the flexibility to change 

the daily schedule according to what was important to the 

students. 
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Classroom Teachers 

Caryl Crowell, the Sunshine Room's classroom teacher, 

was the most influential person throughout the block sessions 

and Mechelle's student teaching. Mechelle wrote that when 

she became a teacher, she wanted to be like Caryl, she 

observed Caryl closely every day and took notes on what she 

said to her students, and they had numerous conversations 

about classroom practice. Caryl's teaching strategies and 

her interaction with students demonstrated to Mechelle how 

theory can become practice. For exaitple, Caryl's arrangement 

of the classroom and how she started the school year, 

including her negotiation of the curriculum with the 

students, were powerful demonstrations that were instructive 

to Mechelle as a student teacher. Caryl was both influential 

and supportive, and Mechelle wrote that even Caryl's smiling 

encouraged her. In fact, Caryl applied her beliefs about 

teaching and learning to her student teacher as well as her 

students. 

Halie Pence, a full-time teacher aide, was the other 

adult in the Sunshine Room. Halie had worked with Caryl for 

fourteen years. They were comfortable with their respective 

roles, and their dynamic, productive, mutually respectful 

working relationship created a synergy that resulted in 

optimal help to the Sunshine Room students. Halie was 

insightful about the need to create a community of learners 

in the classroom in order to foster socializing between the 

Spainish- and English-speaking students, which she believed 

was very im^iortant. Halie respected Mechelle as an emerging 
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teacher, and her role with Mechelle was that of a cooperative 

teacher aide, not an instructor. Halie also helped Mechelle 

whenever a child asked her to explain something in Spanish. 

Mechelle had an advantage from the very beginning of her 

student teaching in that she had already spent a semester in 

the Sunshine Room as an apprentice. Unlike most student 

teachers, she was not starting from zero in establishing a 

working relationship with her cooperating teacher and aide. 

This advantage had a potent impact on her student teaching, 

enabling her to derive the maximum learning and enrichment 

from the experience. 

The presence of more than one adult in the classroom put 

Mechelle more at ease, and she expressed in her journal her 

concern about her ability to handle a whole class on her own. 

Primary Students 

While the first and second grade children in the 

Sunshine Room were nominally students, they were at the same 

time also Mechelle's colleagues and teachers. Their 

reactions and their progress always suggested something she 

could use to refine her teaching. For example, their 

responses to theme unit activities indicated what was of 

value and what was missing, their behavior challenged her to 

improve her classroom management, and their writing and other 

products were demonstrations of growth that guided her 

planning. 

Mechelle was aware that she was learning with them as 

one member of the Sunshine Room community of learners. She 
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wrote in her journal that while she and the children were 

learning different things, they were all both learners and 

teachers. 

Block Classmates 

Mechelle's block classmates had a very powerful impact 

on her development in whole language. The students were 

immersed in the transactional model of the block class, and 

together they developed a supportive community of classmates. 

Through committee work, choosing and participating in a 

succession of discussion groups, and interacting with the 

whole group to share ideas, experiences, and opinions, they 

learned from one another and became closer. Mechelle wrote 

that she felt close to her block peers, that she was grateful 

for the risk-free environment, and that she felt valuable and 

valued in the group. In this environment, Mechelle was free 

to grow through approximating in her learning and 

understanding. 

other Student Teachers 

During the student teaching semester, the seven student 

teachers at Borton interacted frequently to share their 

experiences and leam from and encourage one another. 

Mechelle also participated in two more formal discussion 

meetings with three of the others and me. The supportive 

nature of her student teacher peer group enhanced Mechelle as 

a learner and provided freedom to develop, and her 

contributions enhanced their learning and development as 

well. 
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Implications of the Study 

The whole language block as an integrated methods course 

provided Mechelle with opportunities to leam the theory of 

whole language, and her apprenticeship gave her opportunities 

to observe how the theory was applied in teaching. Then in 

student teaching, Mechelle began to put the theory into 

practice. 

The findings of this study suggest two major 

implications: 

• Teaching in whole language involves an awareness on 

the part of teachers that they are learners, too. 

• Learning, which is both individual and social, 

develops in a community of a learners. 

Learning and Teaching in Whole Lancruaae 

Mechelle's learning process reflects the transactional 

model of education. Weaver (1992) identifies the following 

five characteristics of this model: 

• The teacher negotiates curriculum with students. 

• Students actively construct concepts and meaning. 

• Developing hypotheses and taking risks are iitportant. 

• Engaging in meaningful learning experiences is valued 

more than test scores. 

• Learning is expected to be individual [as opposed to 

uniform] , unicjue growth is expected, and evaluation 

is success oriented, (p. 15) 

The block course exemplified this model. Mechelle 

learned whole language by being immersed in it. Engagement 
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in reading, participation in group discussions, listening to 

guest speakers every week, pursuing projects, and reflections 

in the exchange journal were learning experiences far more 

valuable than memorizing pieces of knowledge about whole 

language. Her learning process was one of constant growth 

through active construction of concepts, approximation and 

reflecting on what she learned. 

She wrote that her thoughts about educational theory 

were finally coalescing to a point that she was beginning to 

make sense of it all. She was experiencing the learning 

process of whole language by reflecting on her own learning 

process. She realized that teaching in whole language means 

helping students construct meaning, facilitating their 

learning, and fostering their development as active learners. 

Mechelle's idea of evaluation focused on the students' 

growth in learning. She valued students' approximations, 

their progress, and their accomplishments. She wrote that 

she never gave up on the students and that they never ceased 

to amaze her. 

Her idea that she was a learner did not diminish while 

she was a student teacher. She continued to reflect on her 

teaching and assess her learning curve as high. As she 

struggled with inplementing theory in practice, her plans 

sometimes did not work, and she was often stressed by the 

many everyday tasks necessary to manage a classroom. But she 

almost always reacted with a positive thought, valuing 

herself as a learner and convincing herself that she was 

involved in a process of approximation. She learned from the 
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students and Caryl, asked Caryl for feedback, continued to 

engage in professional reading, and shared her experiences 

with other student teachers. Her awareness of her role as a 

learner continued throughout her student teaching. 

Teachers who view themselves as leartiers are in greater 

congruence with the transactional model and able to interact 

with children as facilitators, maximizing their learning by 

ertpowering them to actively construct meaning. They are 

aware that for both themselves and their students, the 

learning process involves challenges, hypothesis testing, 

risk taking, and approximation. 

The Importance of A Community of Learners 

The findings of this study support another insight, the 

importance of a community of learners. Mechelle's growth 

demonstrated that learning is both individual and social: 

knowledge is constructed by individuals within a social 

context of interaction with others. Mechelle incorporated 

learning from her reading of professional books, listening to 

lectures, observing Caryl and her students in the 

apprenticeship, exchanging opinions in group discussions, 

writing her journal to share with me, and conversations with 

faculty members, peers, primary students, Caryl and other 

teachers at Borton. 

To be free to approximate, learners need a comfortable, 

risk-free, and supportive environment. The classroom 

coinmunities of the block class and the Sunshine Room provided 

this environment for Mechelle's learning to occur. The 
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environment she experienced formed her ideas about what she 

wanted in her own classrooms in the future. Feathers and 

Crafton (1996) believe that "effective learning occurs when 

teachers live the model they espouse. Nothing else will 

influence professional development in quite the same way. 

Teachers do teach the way they are taught" (p. 73). They 

continue: 

When we talk to teachers about community, we must become 

a community; if we require reading about writing and 

reading workshops, we must provide ongoing experiences 

with those curricular components; if we believe in 

authentic assessment, we must give opportunities for 

kidwatching and reflection. The activities that 

constitute the curricul\am for each course may vary, but 

they share common elements. They are learner centered, 

involve choice, allow the learner to grow in his or her 

own way, are low in risk, and are embedded within the 

context of a community of learners, {p.73) 

This study supports their description. The community of 

learners provided for Mechelle's learning and growth in whole 

language as a learner and as a student teacher. 

Reflections on Goodman's Five Pillars 

Applying K. S. Goodman's (1986) five pillars--learning, 

language, teaching, curriculum, and community--to it^ data 

analysis helped me not only to categorize and sort my 

findings in an appropriate way, but also to reflect on and 

evaluate each pillar in the context of whole language in 
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preseiTvice teacher education. 

A powerful finding was the way in which these pillars 

relate to each other within a holistic idea. A community of 

learners was found to be the principal initiating factor for 

a learner to start the learning process. The curriculum 

provided ownership, authenticity, risk taking, and 

approximation to the learners, yet it was formed in the 

classroom community. Language was always the medium of 

communication and developed the community. Teaching was the 

result of learning, and teaching included opportunities for 

learning. Thus, all five pillars were closely related to 

each other in a preservice teacher's growth. In fact, I 

integrated some of the pillars in my data analysis so that 

the data would not be fragmented and would retain its intact 

value. 

Reflections on Camboume's Conditions of Learning 

Cambourne's (1988) eight optimal conditions of learning 

also worked effectively in analyzing my data. As I 

progressed in the analysis, the conditions divided into two 

categories. Immersion, demonstration, engagement, and 

expectation constituted the "stage" on which Mechelle's 

student teaching "performance" occurred. Responsibility, 

use, approximation, and response were present simultaneously 

in her performance. Combining the conditions in this way 

formed an effective framework for examining her performance. 

This illustrates that the eight conditions can be analyzed 

independently, but they are in fact dependent on one another 



292 

as components of a construct, with numerous correlations 

among them. These conditions could not be separated in my 

data analysis; otherwise Mechelle's performance would be 

fragmented into disconnected segments. The value of her 

performance was not as a sum of segments; it is of value only 

when viewed as a holistic entity. 

Summary 

This was a study of how a preservice teacher developed 

whole language through a teacher education program that was 

conducted in whole language and how she practiced teaching in 

whole language. The study revealed that the transactional 

model was learned in a transactional manner which valued the 

process of learning by approximation. 

This study also drew a portrait of a presez-vice 

teacher's growth from when she started developing whole 

language until she finished her student teaching. This case 

study method examined her growth in detail chronologically, 

focusing on its different aspects and emphasized the richness 

of the learner's growth. Learning and teaching in whole 

language became a process of inquiry for her. 

Final Thoughts from the Researcher 

Mechelle's story showed that growing in whole language 

is an ongoing process of forming, re-forming, confirming, and 

reconfirming a belief system in the transactional paradigm. 

It showed that learning is a process of changing, and that 

learners may not avoid challenges and uncomfortable moments 
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in that process. 

One implication of this stuciy is the importance of 

engaging in dialog. Sustaining dialogs with children, with 

Caryl, with peers, and with me helped Mechelle go forward in 

her learning. The opportunity for dialog and the community 

it creates may be a primary value of field-based preservice 

teacher education programs which provide students authentic 

situations in which to leam. 

Mechelle's struggle with an instructor in the block 

program who utilized a different education paradigm-- the 

transmission model-- indicates the confusion that can result 

from the lack of a consistent philosophy within preservice 

teacher education programs. While philosophical consistency 

is the ideal, its achievement will depend on how much those 

in the program can create conversation among themselves. 

Maintaining communication may lead the participants to seek 

improvement and pursue an ideal model. 

The process of writing this story also taught me my own 

value as an educator and a researcher. As I observed 

Mechelle's growth, I continually learned more about how the 

transactional model can be developed. It was an exciting 

experience for me to find that throughout this research, I, 

as well as Mechelle, was re-forming and reconfirming my 

paradigm. This was process of growing in whole language 

with her. This experience will lead me to continue growing 

as an educator and a teacher-researcher in my future career. 

When I left Japan and the Japanese education system, I 

was uneasy, searching for a way to fonmilate the educational 
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paradigm which I possessed intuitively but did not yet 

articulate. Growing with Mechelle, writing this story about 

Mechelle, and developing in whole language made clear what I 

wanted. Now that I have finished writing Mechelle's story, I 

am going back to teach children in a classroom in Japan. I 

am now rich in the praxis of whole language. I have much to 

offer the children and to share with educators in Japan. 

This study broadened my view of the potential role of 

educators. I now realize that teachers can improve their 

effectiveness and contribute to their profession by 

formulating inquiry questions and conducting naturalistic 

research in their own classrooms. I believe that authentic 

process-oriented, holistic research in which the complexity 

of variables is not artificially manipulated can make a 

greater contribution to children's growth. 

Although I know I will be re-encountering an entrenched 

tradition of rigidity when I bring this new transactional 

paradigm back to Japan, there is much I can do within my own 

classroom and through publication that may influence my peers 

and the Japanese education profession. I realize that a 

change in paradigm must precede a change in the system. One 

thing I believe is missing in the Japanese system is the 

awareness that everyone is a learner. Teachers, too, can 

leam and grow, and I hope Japanese educators will come to 

view this concept with the same excitement that I do. 

Mechelle wrote, "I will get better and better when I go 

into the classroom," and so will I. I will continue to grow, 

because I know I will always be a learner. 
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